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Preface

Twenty-seven years have passed since the U.S. Supreme Court

handed down its landmark ruling in Browrn v. Topeka Boar:

of Education. This .decision outlawed racially segregated

systems of public education as inhierently unfair and un-
constitutional.

In 1974, a class action suit, Lau v. Nichols, was

brought before the Supreme Court on benalf of 1800 Chinesc:
children. The plaintiffs claimed that the San Francisco
Board of Education failed to provide programs designed to
meet the linguistic needs of these non-English speakinrg
children. They argued that since the children could not
understand the language used for ZInstruction, they were
deprived of an education equal-to that of other children,
and were, in essence, doomed to failure. In a unanimous
decision, the Court stated that "under state imposed stan-
dards, there was no equality of treathent merely by provid--
ing students with the same facilities, textbooks, teachers
and curriculum; for students who do not understand‘English
‘are effecgively foreclosed from any meaningful education.”

The Court further stipulated that special language programs

v
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were nececsuary if schools were te provide equal educatic.al
opportunity.

The

H:

lowing year, in 1975, Congress passed the Educa-
tion for All Handicapped Children Actj Public Law 9i-7i2.
One of the major precepts of this mandate is the provision
of a free and appropriate public education for all handi-
capped children

Sincé the Brown and Lau decisions and the advent of
P.L. 94-142, significant progress has been made in providing
educaulonal opportunities for minority group and handlcapoed
children. While Qesegregation and free and appropriate eda—
cation for the handicapbed reﬁains the law of the land,
educational equality still eludes millions of children.
.The school drop out réte for Blacks has improved.steadily
in recent years; however, Blacks‘stiil lag 12% behind Wnites.
S?atistics for other mirority groups are equally alarming.
Iﬁ 1978, the U.S. Department of Commerce and Labor reported
that 45% of Mexican American children drop cut before the
twelfth grade, and as many as 55% of American Indian youth
do the same. In addition, the Census Bureau reported that
16% of Black students ageS»Té to 17 were at least 2 years
behind gréde level for their age. tudies continue to
suggest that there are disproportionately large numbers of
.minority group chl‘a"en in classes for the handicapped and
disproportionately low numbers in classes for the gifted

and talented.

~;
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Tew will dispute the contention that educators face
numerous pfoblems in their efforts to provicde appropriate
educational programing for excepticnal minority group chil-
dren. The major problem 1s no longer in motivating teachers
to meet the needs of thése children, but rather 1n providing
them with the skills to do so.

No single publication can provide all the answers con--
cernipg how best to teach exceptional minority group children.
Occasionaily, ho&ever, a publication does emerge which pro;
vidés unique and refreshingsapproaches to working with

.children. Culturally Diverse Exceptional Children in School

is such a publication. It is not a‘cookbook; it does not
purport to have all the answeré; and even if the reader
follows each suggestio; reiigiously, success cannot be guar-
anteed. What tﬁis book does do, however, is-give the reader
some unique and. valuable insights tcward a better understand-
ing of these children and theilr parents. The opening chapter
provides scme helpful suggestions to:éssist in understanding
students' backgrounds. A number of valuable suggestions can
also serve to enhance‘parent—teacher_relationships.

The second chapter provides helpful insights into typil-
cal dharacteristics and behaviors found in different minority
group chnildren. YWhile reading this chapter, caution must be
exercised to avoid overgeneralizing énd expecting to find
all of the described behaviors and characteristics present

in any particular child or group of children.
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i » | Alba Ortiz provides some excellent suggestions for

developing IEP's for bilingual children. The key to devel-

h oping the appropriate IEP for the culturally and linguistic-
ally different child is in understanding the unique needs
_and nature of the child so that the appropriate educational
program can be péescribed.- This chapter, and the book”as a
whole, contains numerous iﬁsights whieh will help the teacher
identify student needs as well as the appropriate attitude
or miﬁdeset to do.so.

Few teachers have beep'spared +he frustrations associ-
ated with student use of agbsive language in the classroom.
Such language is often viewed as an affront to the teacher
and as a threat to the teacher's control of the classroom
situation. Allen Sullivan offers some helpful insights into
this problem which education methods courses usually rail to
address. While-éullivan*offers no pat answers on how to
control all abusive language, 'he does provide the r-zder
w1th an understandlng of underlying causes, which ultimately
can provide teachers with better control of the situation
and of themselves when the problem arises.

The final chapter by Helen Bessant-Byrd addresses
teacher:competencies for those teaching culturally diverse
exceptional children. This chapter_should be particularly
helpful fer teaéher educators and those involved in in-
service training. However, teachers will also find this

chapter useful.in determining which compegencies they

)
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already possess and which competencies they still need to
dévelop._

Some of the behaviors and characteristics described in
this publication may or may not have a bearing on the chil-
dren with whoh you are involved. No two minority group
children are exactly alike, any more than any two children

from the majority group are alike. However, understanding

that all children share many common characteristics, while

none share identical characteristics, helps one to under-

<

stand the importance of the concept of meeting the individ-
ual needs and differences of eaCh'child, and better enables
us to provide ther. with the free and appropriate éduqation

wnich they deserve and to which we as educators are committed.

Philip C. Chinn

Special Assistant to the

Executive Director for

Minority Concerns and Development
The Coun2il for Exceptional Children
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1. Understanding Where the Siudents Are Coming From

Jean N. Nazzaro and Maria Wilson Portuondo

Responding effectively té the neeas of minority children
who are handicapped and gifted requires that,educators kpow
where each child is coming from with regard to culture,
values, &and leabning style, before they can understani how
these factors may affect identification and placemnent.

Many children are referred for assessment simply be-
'Eause they are somehow different from what the teacher is
used to5. Many more Black and non-English speaking children
are referred for special education thaﬁ should be expected
on the basis of demographic data. Our ethnocentrism encour-

-
ages us to measure thelbehavior of others agaiﬁst our own
internal standards. Teachers must learn how to look at a
child within the context of that child's own cultural
setting before any conjectupe is made about ability or

behavior.

-
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DEVELOPING A MULTICULTURAL PERCEPTION
Discovering the context from which individua! children come
can be an exciting and rewarding experience. - It doesn't

have to be just one more thing a teack r has to do. It cau

.

he an adventure for the entire class. Gregory J. Trifonoviich
(1978), Assistant Director for Program Affairs of the EZast-

west Culture Learning Institute in Hawall, suggested that

-+eachers and students learn together about. their own and

‘each other's roots, with ﬁhe goal belng to develdp a true
multicultural perception..~

Begin with thé*cultures that are present in
your own school . . . . Students can look at
tneir families and their daily routines,
patterns, habits, etc., then develop the
freedom to share these findings with their

peers in the cliassroom. Young children are

- - surprisingly pefceptive to cultural batterns

. . . . It is extremely important for the
.teacher to provide the students with new
experiences which would help them identify
certain aspescts of their owh culture and
then later discuss learning . . . .

We can no longer teach facts, figures,
geography and history of particular cultures
andAhope that it is sufficient for the siu-
dents t¢ gain 2 kaleidéscopib knowledge of
facts about other ethnic groups and nations.
Tt is our responsibility instead to provide

g them with a mechanism through which they can

s become cultural detectives, to rovide then
b
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with a model for perceiving and- learning
e : °  other cultures.
It is alsc our responsibility to help
our students become "multicentric' instead
of "monocentric" (ethnpcentric), to be able
to see and perceive the world from many dif-
ferent points of view and be able to trans-
port themselves from one center to another.
It s so easy and'interesting to learn ‘facts
- about other cultures. However, it is ex-
- tremely-difficult to be able to transport
ouréelveQEfrom our own culture intc other
~cultures that we have studied and to be able
, to perceive the world of reality from their
‘~—~5,//’* points of view. (p. 14) - )
: s
; v& ﬁpéveloping an understanding of the ethnic groups within
one's own cémmunity may be facilitated by strengthening re-
lationships with students' families, and when possible par-
tiéipating‘witn them in their own cul:ural activities. Once
fappoft hes been developed with parents; they may be willing
to include teachersrand other studehts in special ethnic and
religious activities.

One of the biggest mistakes that can be made is to over-
generalize about a.grbup of pecple and to attribute charac-
teristics to individuals that have been used to describe the
culture as a whole. Vast differences exist among individuals
of the same ethnic group. Discovering an individual's values

and traditions embedded in .a local setting must De done with

gfeat sensitivity, lest it appear to be snooping. It is at




this level that a-partnership needs to be'formed between

parents and teachers so children can be better understood

and appropriate educational programs planned. The initia-
tive for developing this partnership lies with the educator,
but there are barriers to establishing commdnication.

School systems and human service agenciés have often

expressed tremendous frustratlon at the lack of or strained

_communlcatlon“WIth"parents—of‘blllngual culturally differ-

ent and economically disadvantaged students. Another prev-

~alent complalnt 1s that parents fallrto partlclpate 1n

'school act;v1t1es or in programs designed to preovide spe01a1
needs students with supportive services. Poor communication
and ‘poor recordsvof parent participatibn have led many %o
assume that parents lack interest and concern for their

children's academic or emotional success or progress.

| Cenerally, nothing could be further from the truth. Maria

‘Wilson Dor‘tuondo, former Ass1stant Dlrector of the Blllngual

Wultlcultural Soe01a1 qucatlon Progect, Massachusetts

Department of mducatlon, descrlbes some of the barriers to

cross-cultural and cross- class communication, and suggesfs
some considerations to facilitate communicating with parents

in a school setting.

3ARRIERS TO COMMUNICATION
Many state and federal programs that encourage or require

parent partlcvpatvon are aimed primarily at the economically



disadvantaged, and are not designed for specific minority
groups. Generally, these programs have not involved parents
in the design or planning stages. As a consequence, many -
parents do not view these programs as capable of responding

to the needs of trr »r children or of their community. Where

-

g
relevant programs do exist, they may be taken advantage of

only by those parents who have access to and knowledge of
the system, while others, whd may acthally have greater
needs, may be overlooked.

In order.io work, parent programs must be accessible,
but frequently funds have not been set aside for transporta-
tion, babysitting, or followup activities. Many families do
not own a car or live near public transportation. If the
family does own a car, it may be needed by the working parent.
In some instances, the father may be at work and the mother

. may not be allowed to go out by herself, especially at night.
However, she may be permitted to pérticipate in a progfam if
ﬁransportation is provided.

Lack of babysitting services poses another very real
deterrent to parent participation. Many families cannot
afford to pay a babysitter or will only lea&e their children
wiﬁh members of tﬁe extended family. If persons who usually
habysit are not available, the parent 1is forced to stay home.

Followup activities are needed to establish trust and

friendship between the school and the community. Such
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activities also help to reinforce new concepts and provide
parents with an opportunity to raise questions after dis-
cussing the issues or events wiﬁh other family members or
neighbors.

A large number of minority families are living at a

survival level. There are so many immediate needs to attend

to that education and school become secondary. Tnese fami-

lies live under tremendous and continuous stress. Child
care problems, health problems, and the demands of a .special
needs child are among the most stress producing factors. A

special needs child is a drain both emotionally and finan-

cially. Such children may create in the parent feelings of

shame or guilt about the child's difficulties. Parents may
feel anxious or worried about the child's future, and dis-
treséed that constént-supervision may be needed. Parentsv.
may also Se experiencing severe behavior managément problems.

Many non-English speaking parents do not understand the

.concept of parents' rights or parent participatioh, because

such things did not exist in their native countries. Even
if parents are familiar with the conéept, they may lack
thorough knowledge of their legal rights or may be misin-
formed.'.Parents may also lack knowlgdge about available
services, including referral and appeals processes. As a
consequence they do not demand the necessary'and approoriate

services for their children.

b
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.For many minority parents, asking for special services

may be very difficult. Some reasons for this difficulty are

listed below.

They may have ccome from authoritarian countries or areas

where guestioning is discouraged.

They may fear leaving the security of their house and
immediate neighborhood.

They may lack sufficient fluency in English to converse

comfortebly with school personnel.

Tney may feel anxilety, frustration, and anger when there
are no bilingual personnel to help them with services
they have been promised.

- They may become confused or angered by poor translaticns

of notices and educational plans.

They may feel that social workers, truant officers, and

welfare case workers are trying to usurp their contrecl.

They‘may fear that they are relinquishing their rights

 when they are asked to sign forms such as those required

for psychological evaluation.

They may repress complaints because they are afraid of

deportation.

'Although they may be aware of some resources, they may

lack the knowledge of how to gain access to them.

They may nct have the confidence to participate in cer-

tain activities such as IEP? meetings.

They may be fearful, defensive, or ashamed when school
authorities contact them about a problem.

They may feel their pri?acy is being violated when school
personnel attempt to learn more about the child's home

environment.

b
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e They may view support services and extracurricular activi-

ties as a waste of time, especiz’ly if their own education

was limited to basic skills.

® They may be embarrassed or angered by a suggestion that

mental health services are needed.

¢ Thney may cuestion the school's ability to educate their

children, especially if problems are recurrent or if the
school in the country or area from which they came had no

complaints.

Suggestions for Facilitating Parent Involvement

Parents need h=21p in understandlné what the school is trying

to accomplish. They need to be oncouraged to ask guestions

about thin gs they don’t understand. Sometimes having a friend
or relative along at mee ings is heipful.

Meetings need to be scl heduled at times and places acces-

-

sible to parents. Non-English speaking parents are more

likely to go where bilingual perscnnel or interpreters are

nd

[\

available{ where treatment is warm, pleasant, caring,
attentive; and where services are delivered competently.
Parents need iﬁformation about educational resources
and legal rights. They may need more than written informa-
tion. Jupport systems al iready operating within a community
should tg used to nelp provide information and training

Parents need a forum where they can express t“u”aé”VQ\

_about issues important to them and the reality of their

lives. There needs to be a place where parents and educa-

tors can begin to bridge the culture gap.



Suggestions to Teachers for Discovering Where Individual
Students are Coming From

Involving parents. Find out what things were like in

the,family's netive country, and what satisfactions and dis-
satisfactions they have with the present school system. Try
fo:get an ildea of parents' expectations. This may be done

as part of the educational assessment, before developing an
individualized education program. For example, ask what they
expect from schools in terms of programs and goals (immediate
and long range) for their child.

If the school and home_expectations initially seem very
different, try locking at the issue from the perspective of
what was normal 20 or 50 years ago. Many differénces of
opinion may be céused Sy old fashioned ideas. For exampieg
some parents may not allow theif children to go swimming or
may not nermit their daughters te wear‘pénts.

<

Establish contact with parents before ajcrisis develops.
From the start of the sehool year, enccurage support and in-
clude parents in the planning. if ﬁculturai'discovery"-is

to be part of the curriculum, involve parents from the very
beginning. Have them iaentify major events in the cultural

or religious calendar that may be appropriate for field trip§
or discussion. Suggeét meeting with them at locations other
than school;—places where they may feel more comfertable.and
~secure. Be sensitive to a family's pocketbook before reqnest--
ing such tnings as ethnic foods or other items that may strain

.their budget.

}'7.,[
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Involving Suudents In developing a multlcultural

.perspective, it is 1mportant to look at the ties that exist
between and within cultural groups.v Students could develop
a series of booklets about the cultural heritages represénted
in their class, school, or cdmmunity. Features of the gen-
eral history could be documented, followed by ZiIndividual or
local departures from the generalized cultural or ethnic
patterns of the group.

In cases where students are too yocung or too dlsabled

»_to participate in such a project,‘teachers may choose to
aebélop\thesenresources for their own information. One such
model booklgﬁ'exis?s in a publication by Tam Thi Dang Wei
(1977), prepared for the Illinois State Office of Education
and available from the ERIC Document -Reproduction Service,
P. O. Box 190, Arlington, Vifginia 22210 (ED 167 281). This

98 page Fandoook for Teachers of Vietnamese Refugee Students

descrlbes core features of V1e+namese culture, 1dent1f1es
conflictes Vletnamese chlldren may face as students in Amer-
ican schools, and provides suggestlons for accurate *“HOOT
records; grade placement, assessment, and instruction in
English.

Part I outlines religious beliefs énd practiées, indi-
cates ba31c values (flllal piety, family loyalty, “espeCua-
for'educab;on, love for lear;_ng, affective sensitivity, -and

concern for *“ne ethical aspects of interpersonal relations),

10




ana:briefly describes personal charaéteristies and holiday
customs. '
Part II spe01fles t?ac1tlonal expectatlons for chil-
~ dren! s behav1or,au home and at school, recounts features of
Vietnamese educational institutions, pusil orientations, and
practices, and explores the world of the Vietnamese child in
the United States in terms of emotional, social, cultural,
and educat;onal conflicts and adjustments. Sevenbshort case
studies illustrate problems with coeducation, food habits,
climate ana clothing, 1llnesses and ‘medication, adjustmenﬁ,
"motlvatlon, and the language barrier.
Part III indicates the Vietnamese naming svstem and
" birth datlng practices. Culuure-sen51t1ve assessment
practices for determining grade placements are described.
'_Aspects of learning a new language and English as a Secoﬁd
Language (ESL) programs are‘explored.ﬁ Se;eral selected
lists of oublished materials and readings on the Vietnamese

are appended.
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2. Special Problems of Exceptional Mincrity Children

Jean N. Nazzaro

Culturally differegz children who are also handicapped or
gifted face a spec;al set of problemé. Yot oniy d¢ these
students have to cope with the commen problems faced by
minority'individuals, but they must carry the additional
burden Qf being physically or mentally different from their
own ethnic of racial group. In the case of an exceptiocnal
minority child, the discovery of where the student is coming
from requires a lobk at some-very specific variables, in-
cludiﬁgwfhe educafor's own attitudes toward race, ethnicity,
social c¢lass, and exceptionality. Although the topiciof
teacher attitudes is not dealt with in depth, studies are

presented that ciearly'illﬁstratelhow expectationslaffect

judgments about pupil abilities.

Parent attitude is another variabie-that should be
considered when assessing the néeds of the culturally différ-

ent exceptional child. There is considerable variation in

the ways différent cultural groups view exceptionalities.

. Although it is important to recognize that each family will"

respond in a unique way to héving a handicapped'or gifted
child, it is also helpful to have some idea of any general

cultural 'attitudes that, may exist.

13



Cﬁltural values and learning_styles also influence how
students approach learning situations. Again, every student*h
is unique in this regard, but'certéin geheralizabie factors
have been identified for different cultural groups that may
serve to help teachers betgef understand the special prob-
lems of exceptional students who are members of those groups.
| This_chapter describesAsome-of the t;aditional charac-

teristics associated with four major cultural groups: Asian

&

Americans, Black Americans, idispanic Americéﬁs, and Native
Americans. Where_known, reactions of families to specific
Wandicapping or gifted conditions are resported. The inter-

face between culture and exceptienality has not prec-iously
been expléhed in any depth; therefore, many of the suggested
‘implicetidns remain'eﬁeEulative. Caution must be used to
avoid making generalizatiens about individual children. The
purpose of phis.chapter is tc stimulate thinking about how
culture and exceptionality‘may interact and to ﬁroyide
teachers with some clues for interpreting the behavior ana

~

responsiveness: of various ethnic groups.



ASIAN AMERICANS

The traditional Asian family was highly strdctured, with

™ -

L

father as therhead and mother as the heart of the nousehold.
The  traditional Asian child held his parents; and oldep

_ people in general, in high esteem and avoided anything that
would cause them embarrassment.ﬁ Public expdsufe of personal -
problems or needs was considered a cause of shane. leedy’
individualé were taken care of by family énd friends and
pu;liq aésistanée was generally notiprabticed. )

-Schoo¥s in Viet Nam (Wei, 1977) are authoritarian in
nature and teachers are trezted with the utmost respect.
Parents do not interfere with curriculum, and groups such
as Parent-Teacher Associations do nbt exist. ‘"High academié

"achievement and obédienﬁg courteoué behavior are nofmaL

expectations. T
* Although most Asian Amefican families are no longer

"traditional" in the strict sense, 0ld values are nct light-

l& pu£ aside: ?urthermore, because of the recent Indochinese

refuges ihfluk, there may be a large number of families who

closely hold the traditional vaiues'of their culture. It

has been QPserved, however, that many Asian families who

have immig;ated in recent.years have made an enormous effort

to Americanize their childfen and themselves as quickly- as

possible.
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.fdentification of Asian AmeriginiExceptional Children

&n a culture where people believe that the exposure, of>per;

sona? problems is a reason—fo; shame (Wakabayashi, R., Ayers,
G., Rivera; 0., Saylor, L., & Sﬁewart, J., 19785; it is very
hard to esta”lish opeg COmmunicatién.about children‘who are .

having difficulty learning or behaviag app:opriaﬁely.

Consider the requirement for parental..permission to

'evaluate.a child. Without a prbper'undérstanding of how

Asian parents might feel about having a'énild with a problemnm,
let alone having to discuss it w;tﬁ strangers, it would be
very easy to misintefpret parental reactions. |

In an effort to reduée parental anxiety,-schoolsumay
éeék te héve a staff member who éhares the sgﬁé.cultural or
ethniec background talk to thne parents about the child's
problem. But this étrategy codid'aléo inadvertently create
a problem; On the oﬁe hand, parents may develop tqut more
easily with a person who isﬁethnicallyvfamiliarf’but they
may aiso feel greatef shame exXposing their probiems to a
person'who better understands their value system

(Wakabayashi, et al., 1978).

Special Problems of Asian Refugees

it is difficult to say how the newesi wave of Indochinese

s

rafugees, "the boat people.” fit into this diseussion’. In
the strugglé to survive, families have been separated and
numan dignity has suffered a devastating blow. Many of

these people are from. rural areas where education and cther

Y
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amenities of mclern life were not available or even known.
Sorting out these children's educational needs as they

relate to educational deprivation, lack of English language,
emotional andAphysical trauma, and.handicapping conditions
"will be one of the most difficult tasks ever_faced by edu-
cators. Much patience and experimeatation will be needed

+» devise effective leard@ng environments for these children.
Determining the appropriate»financial assistance program to
help pay for these phildren's education will also be a

challenge.

Values and Learning Style

Children who have attended schcol in Viet Nam and most other
Asian countries are used to a more structured, lecture-
o;iented environment than we have in the Unifed States 
School in the United States can be a real shock to many

" newly arr’ved Asian youngsters Qho are not even used to
attendiﬁg coed schools. They do not know what to makeﬂof
the frieﬁdlinéss of teachefs in=American schools because
'they<are used to a much more.formal setting. The lack of
eruCture on playgrounds andsin open-classrooms may confuse
them; producing a fange of inappropriate reéctioné varying

Trom withdrawal to overexuberance due to lack ¢f under-
standing - of limits (Wei, 1977). The orthography of Asi=n
languages is visually memorized, a skill developed by rote

rather than reéson.. PhySical education, requiring changing

17
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ym suits, taking showers, and participating in coed

yo]
m

rograms is embarrassing to many Asian girls. Sex education

is not in the curriculum in most Asian schools and may also
be a source of embarrassment for these students and offen-
sive to their families. Traditionally, Asian children are

expected to comport themselves with obedience, inconspicuous-

. ness, industriousness, and modesty.

Table 1 presents some of the relevant characteristics
of éelected ekceptionalitieé vis 3 vis related cultural
.chéracteri§tics. Possible implications concerning the in- .
teraction between these vériables are-also suggested. The
table is designed more to stimulate thinking about how
cglture and excéptionality may interact than to set any
ﬁérd and fast- rules about how they actually do interact.
Information about Relevant Characteristics of Condition
comes from Laﬁgley, 1980, and Woodward, 1975. Descriptions
l1isted under Relevant Characteristics of Cultufe were drawn
from Berk & Hifata, 1973; Chinn, 1974, Hisama, 1980; Kitano,

S
1974; Sata, 197%; and Tucker, 1972.

mRIC - - 8
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TABLE 1 T

EXCEPTIONAL STUDENTS ™

O

ERIC

Aruitoxt provided by Eic:

elevant Characteristics Relevant Characteristics
Exceptionality of Condition of Cthure
Visually Passive learning style, assive learning style
Impaired/ expecially in ear
31lind cnildhood
Dependent on others Sor Dependent on authority Sor
directicn directicn
Ceommunicanicr Nonverbal Inconspicuous, noanverbal Oth
Jisorlered oro
Gives the impression cf Sxilled at watching and Cth
und;rstanding directions imitating und
nd guestions but does not doe
Tz2ils to hear scme sounds Non-EZrglish speaking child May confugse communicatlicon
fails to hear sounds not prchlems stemming Trom A
in native language ba*d*cao with probilems
: rom lacl
“h English
Unable to answer geleral Unable to answer general May wrongly acsume that
information items because information items because inability o answer Qquestions
of different accultura- of different cultural is due to ¢cn. of thes
tion patterns related to experiences reasons when it is really
deafness secause 0T the other or a
combination of both
Uses other senses for Facility for rote visual ’
communication, e.zZ., learning, e.g§., complex
sign language written language
Cmotionally Anxiety, psychosomati Traditionalist child Requires special under-
Disturted/ complaints, ysteric blind inhibited, conventional, standing by oducators ol
- : I - 5~ P N
Senavior and cdeaf reactions; school Subservient to authoril traditional cultural
Disorderec phobia resulting from not expectations
being able te saticfy
achievement demands of
home and school
Suicide Suicide Japanese culture once rein-
forced this aliternat-ve as
a way of ending & shameful
situation.
Delinquency Youths refuse to give Less traditional youths
unguestioning obedience may use crime as a
to parental views statement of rebellion
Anxiety, depressive Youths may become angry Requires special effort
reaction zt racial barriers then to reduce racial barriers
feel gutlty for denying so youth will rot desire
their own ethnicity to deny ethnicity
Aggressive, actAng out, Desire to assert ethnic May be particularly shame
challenging, militant identity producing for mere
' traditicnal parents
Mental Limited level of Social class and selfl May have rcoor sSelf esteem;
Retardation educational achievement esteem determined by family may feel shame
v 4 level of education
Learning Achievement below ability Value placed on high Child may try to compensate
Disabled academic achievement, for disability by working
industriousness extra hard, memorizing
material, etc., so as not
to bring shame on family
Faulty perception of Faiiure to perceive May lead to confusion in
sounds,. words, etc. unfamiliar sounds; or diagnosing problem
remember words out of
context for non-English
speaking children
Hyperactive Seif controlled Behavior may be a source
of shame to parents % sell
Gifr+ed High acadenmic achievement Zxpentation of high Bisk that gifted cnild may

a(adomlc achievement

be taken for granted and
rot identilist as special



BLACK AMERICANS'

~

~

~ The nistorical background from which we must

Vconsiuer the education of 3lack children is

one of racism, bigotry, oppression, and eco-
nomic deprivation. While ‘things are getting
better with each decade,' each advance made in
behalf of full citizenship for Black children
and equal educational opportunity\has been by
struggle in the streets and courts.

(Johnson, 1976, p. 162)

It has been over 350 years since Black Americanshfirst

steppéd on the soii of this land and they are still striving

to be recognized as first class citizens. It has been over

100 years since the signing of the Emancipation Proclamation

and Blacks still do noﬁ consider themselves‘free. Today's

Black‘youngsters are the first generation to have come up

through a\legally desegregated school system. Because cf

economic factors, however, many Blacks live in ghetto neigh-

borhoods where school morale and motivation to achieve are

low.

Thé condifions which large numbers of Blacks
a~e forced to endure continue to be at the
roct of much of the impairment and disability
watch. Black children suffer. The three main
oroblems among Blécks as a group are poverty,
ignorance, and disease. Because of these
factors the kind, extent, and degree of
impairment and disability among Blacks may
be more severe than among other populations.

| (Jonnson, 1976, pp. 162-163)

a0



.Identification of Black Exceptional Children

iccording to the 1970 Report of the President's Committee on

Mental Retardation, the rate of viaczment of Negro children

ih special education was four times higher than the finglo
rate (Jones, 1976). Although this situation has improved
over the past deqade,.mainly through the efforts of the
courts, factors that cause Black students to be referred
for special education continue to affect teachers' attitudes
and expectations. One of the main factors seems to be Black
dialect.j In spite of recént efforts to explain, justify,
and legitimize Black language, even the slight differences
of\tone or rhythm affect the way a student is perceived.
Harber's (1979) extensive review of the literature on
teachers‘ attltudes toward Black English shows that non-

standard dialects are perceived negatively and mark the user

as inferior to members of other groups. The remainder of

"the material in this section is drawn from Harber's review.

-ﬁoodworth_and Salzer (1971) asked urban and suburban
elementary school teachers to rate reports which had been
read onto audio tape by Black and White sixth graders.
White children's reports were consistently rated superior
to Black children's reports, although the content of the
reports was identical. Furthermore, urban teachers tended
.to rank all reports higher than sﬁburban teachers. Wood-

worth and Salzer {1971) concluded that teachers "{dentified

21
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the Black cnild's voice with his racial background and

ct

o)

(]
et

asébciated such a backgrcund with negative achlevement
expectations” (p. 171). According to the av-hors, the
Black»students read the Standard Englis:. stimulus materials
as‘written;vthey did not alter the syntax, substitute dia-
iect lexical variants, or deviate substantially from con-
ventional pronunciaticns pf words. Tnerefore, the authors
concluded that the téachers'picked up sufficient paralin-
guistic clues (e.g., intonation patterns) to identify the
race of the child.

In a similar study, Crowl and MacGinitie (1974) audio
taped Black\and’White-ninth grade boys speaking identically
wor? °d answers to typical school questions. They presented
the recorded‘éﬁswers to 62 White experienced teachers and
found that the £eachers assighed significantly higher grades
to the answers when sprken by White students than when
spoken by Black stuéents. Teachers who were most susceptible
to'yocal stereotyping could not be differentiated on the
basis of sex, age, number of years of teaching experience,
most frequéntly taught grade, or percentage of Black students
most fre@uently taught.

Granger, Mathews, Quay, and Verner (1977) investigated
teacher judgments of functionally equivalent speech samples
obtained from middle and lower SES Black and White children.-

They found that middle SES children were rated more positively



than lowar SES children and White children were rated more
rositively than Black children by their sample of preschool
and primary grade teachers. Their results suggested that the
teachers were attending less to what a child said than to how
he or she szid it. Thus, there is evidence that feachers are
not totally objective in their evaluations of children's per-
formance but are influenced by the speech patterns of chil-
dren. This finding suggests that teachers should be trained
to develop aﬁ understanding of the fact that their attitudes
toward a child's speech may hamper their ability to evaluate
the child objectively. As Granger et al. (1977) stated,
teacher training programs should include training teachers
.to look beyond 2 child's speech patterns in evaluating his
6r her,ability and/or performance.

Biodgett and Cooper (1973) administered a questionnaire
"on aﬁtitudes toward Black English to 134 White and 65 Black
elementary school teaéhers in Alabama. Analysis of the re-
sults indicated that 53% of the White teachers and 26% of
the Black.teachers viewenglack Englisn speaking children aé
less intelligent thanﬂStandard English speaking children.

In summary, there is considerable evidence to suggest
that speakers of nonstandard English dialects in general
and speakers of Black English specifically are evaluated as
Jinferior to speakers of Standard English by their teachers.
Furthermore, the findings of Bickley (1972) suggest that

morphosyntactical features are more powerful in evoking
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negative attitudes in teachers than are phonological features
of nonstandard dialects.

Teacher expectancy has been found to influence chil-
dren's zchievement (Rosenthal & Jacobson, 1968) and, specif-
ically; culturally different children's achievement (Buford,
1973; Henderson & Long, 1973; H. Milier, 1973; Newland, 19754
_ Rist, 1972). Thus, the opinions teachers form of students on
the basis of their nonstandard speech patterns may be par-
tially responsible for the poor academic achievement evident

among many Black children in our schools.

Vaiues and Learning Style

Family membe;s—-mother, father, grandmother, grandfather,
brecthers, sisters, and others who may bé.part of the house-
nold—are all very important people in the life of a Black
child. Family life is a private matter and'chiliren are
expectedﬁto protect ﬁhat privacy. Yqung chiidren may not
know how to respond when asked to talk about their families
or draw pictures of thelr home life. Youngsters learn very
early that the family described ir the standard primary
reader may be very different from their own.family and

they are reluctant to expose those differences (Hilliard

& Smallwood, 1974). A child faced with an-assignment that
jnvolves disclosures about the family may simply not do it
or may pretend not to-understand what is required. Some

teachers may view the child as indifferent or defiant while

34



otners may think the child is slow. Ignorance of what makes
childred behave in certiin ways can lead to misconcepticons
about the children themselves.

Black children may bec suspicicus c¢f interest shown ﬁhem
by teachers and other schcol personnel. These suspicions
may stem from parental attitudes. Many of today's parents
who grew up in the early days of desegregation ﬁay have few
good experiences upon which to build posiﬁive attitudes
~ toward schools. Yet most Black parents are very’aﬁxiOus
for their children to learn and\get ahead. For many Black
children, school is not the most comfortable place to bde.

It is a place where their language may be criticized and
their life style demeaned. Although educators do not do
this intentionally, such attitudes can be expressed subtly
through the teacher's body language and the way things are
said in textbooks. The response to these messages may be
_hOStlllty or wlthdrawal on the part of the child.

It is sometlmes difficult to dlstlngulsh between nos-
tile behavior and the interactive style used by many Blacks.
There are a number of cultural pféetices unique to the.
Black community that are often misunderstood by Arzlos.

For example,‘there is a tendency in Black culture to demand
continual verification of role and authority. Students who
freqqently interfupt and question whét is going on may
simpiy be engaged in an inseractive process practiced in

their community (Smallwood & Taylor, 1974). Along this

25
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same line, it is a common practice for Blacks to vocally

affirm wnat a speaker is saving. Enthusilastic studeuts

may spontaneously speak out in positive response to a’
teacher's remarks. Teachers who are not familiar with
this kind c¢f interplay'may view such behavior as rude or
disrespectful. The use.of wit, hir language, or "running -

a game" is a culturally valued device for self protection.

A Black student may employ this type of response to builld

self esteem among:his peers. Teachers who do not under-

stand the use of this strategy may take it as a persocnal

threat to their authority.
Economically disadvantaged Black children may have
developed some unique strengths as a result of their living

conditions (L. Miller, 1973). Because children f'om poor

homes are called upon to do a variety of tasks not likely

to be eXpectéd from middle cléss qhildren, many have become
highly resourceful. A pbsitive spirit of ‘competitiveness
is often found among these youngsters. - As a result of
adjusting to chronﬁc crises,;@efeats, and sacrifices, Black
children tend to develop a sense of realism. . Through the
’ AN

efforts of Black leaders there exists a sense of racial
pride and dignity. Black children Share>a rich heritage,
anc the accomplishmants of modern Afrigap nations further
contribute to the pride of Black Americans. Finally, the

talents and gifts of Black American artists, musicians, and

writers help builcd a pos.tive esthetic identity..
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Table 2 presents some interactions that may exist in
the experiences of Black exceptional students. Relevant

Characteristics of Culture were drawn from Gay & Abrahams,

4
i

5

73; Hilliard & Smallwood, 1¢74; znd Smallwood & Tz2ylor,

P
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‘ Hel nt Characteristics Relevant Characteristils
Zxceptionality of Condition of Culture ?
s - . "
Vigually Tependent on others for Zarly independence encour- Acequal
Impaired/ stimuiation in infancy zged; dapend rnce on sitlings ndl cfcour
3iind for child care
Dependent on oral modes Sensitive to verbal tone May De sernsltive Lo suntlc
of communication and inTlection implicutions of ianguagey
Com: inication Nonverpal .Wnen there are mary chil- Others may not notioe enild's
i« ered dren in the home, children poor cemmunication skills
cften speak for each other
Pour use of language _ang:ane 1S & valued and May be rejected, ignored,
specialized part of the sgclated by cther group
culture mencers
Gives impression of Skilled at interpreting Others ink the child
urderstanding but does not tcdy language unde-~sta en s/he doesr'®
Fails tc hear some sounds “ialects and Elack English May cor mrunication
Jdo not use some souncs problem ing from a
handicap W sroblema ste -
ming of dial. =
Unable %o answer general Unable to onswer general May wrong y assume that i~
- information items decause information items because ability - ancwer guestiors
’ cf different acculcura- of different cultural is due to one of these
tion patterns related to’ experiences reasors when it i1s really
ceafness _ . e e e T T because of the other or a
—_— T T combination of botn
Uses other modes of Uses posture and gesture
communication in communicating
Hmotlona'l' Delinguency Youths may rebel against Antisocial beh-vicr may be
Disturved/ system wlicre they balieve used to achier status ¥hen
Behavior they have little hope for it cannoct be ichieved wlithin
Disordered - success the system
Drug anc alcohol abtuse Youths may beccme drug or Requires cpecial effort of
i y el alcchol dependent in en- community to combat atuse
vironment where narcotics o
are commonly use” as an
c2ape
Aggre sive, acting cut, Desire to assert racial Needs to be directed into .
‘lengﬂﬂ", militant identity positive channels
enya; Limiteﬁ Teval of Historically received Tanm 11y may give up on c o
Retarcation educational achievement littie or no schooling uhocllng
Slow thinking ’ Tolerance for brcad range ay not be pcreeived 28
- of abilities disabled except related
to acadenics
Poor performance on Poor performance on tests Misdiasnosis: parental
tests of intelligence normed on non-Black hositility and defensiveness
populations . ]
Learning Achievement below ability -APility often misjudged Students with learning dis-
Dicablad s necause of test bias :bilit'es misdiagnosed ar
. R mentally retarded
raulty perception of Words not spoken with Child believed to have 2. .-y
sounds, words, etc. familiar intcnation not tory pe"coatua- “roblems -
nz2id attention to whza there is simply & Tall-
ure to recogn*ze neaning
without the cues of diales
Hyneractive Interactive style Child engagod in interactlive
N process may be viewed ac
hyperactive
Gifted Creative thinking Gooc at probiem solving Mav be an area of excellercer

[E
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RIC

High academic achievement

N\

Special talents/gifts

l,eadership

Does poorly on tests
¥

Culture supports athletic
excellence as way out of
poverty

Socially/ organized around
leaders

35

May be overlocked 1f sele
“ion is bagced on tus*
pcrformance
May neglect one
e.g., inte

ther, €.5.,

appears to nave

ieaders may he o8
acecmrlished oulside scrool

setting



EISPANIC AMERICAWNS
As 2 matter of perspective, it must be realized that the

ted States has the fourth largest Spanish speaiing popu-

Uni

on in the Americas. At least 25% of our Spanish speak-

g people are living below the poverty ievel. Unemployment

19
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high and the school drop out rate ranges from 50% tc &5
art of

e
n

D
-

Negative attitudes on tn

3

(Pzdilla & Ruiz, 1973).
many teachers and a lack of understanding of the child's
schoel an unpleasant experience

[ values and language make
!
for many children. "Many Hispanic acults remember a time

when children were actually -punished for speaking Spanish

in school (Aragon &-Sierra, 1974). - Common to all poor
Py ?

people, there is a high level of health Dproblems including

'/ malnutrition and congenital defects (Wakabayashi et al.,

—————

1977). Coupled with this is a lack of responsivensss on
the part of service agencies to provide health care in a

! way that is acceptable to the people:

Traditionally, Spanish speaking people considered the
family as the most important social unit. Each member of

the fémily had a unique status and role. In the tradi-

: tional Chicano. family it 'was important that each family

O

ERIC
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member know his or her responsibilities to the others, and
The family.was in n-

"
ia e

what could be expected in retur
way limited to blood relatives. The spirit of La Raza

fosters the belief that all Mexican Americans are united
! - .
i, .

Cy
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‘bw a common spiritual bond and have a responsicility to

help each other (Wakabayashi, et al., 1977). In this spirit

'g

eople tended to rely on the extended family for help rather

"

than on some impersonal institution or agency.

The father is the head of.the household anc is respon-

‘'siple for providing for the family and accounting for the

nehavior of family members both in and »ut of the home. In
sz *-aditional family the mother devotes herself to her hus-

band and childrén. The birth bf a handicapped child holds

 the potential of disrupting the system, thus producing a

serious crisis. For example, if the mother 1is forced to go

to work in order to help pay‘for treatment for z child, the

father'svrcle as provicer is challenged and he may be per-
sonally devastated. This in Zurn could lead to despondency,
alcoholism °r other behavior on his part which would affect
the degre. . respect others could have for him. With Zhe

help of the extended farily, hcwever, disabling conditions

may pe sustained without trzuma (Wakabayashi, et al., 1977 .

Identification of Hispanic Exceptional Children

Language is the major problem in the identification of ex-

ceptional Spanish speaking children. Test translations pose

0
]
(o]
]
O
o

lems. Vocabulary differs for various Hispanic
groups and subgrecups. Words have different frequencies and
potencies in different languages. Context is zalso a problem;

many seemingly harmless English words translate intc Spanish
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swear words.l Literal translations rep%esent a éomplete
_denial of cultural differences. Even if an adequate trans-
lation could be found, the test»wouldvhave to be renormed
~ because populations differ markedly from‘éhe standardiza-
tion sample.’ |

The ﬁerm "pilingual™ is currently being used to
descfibé populétions whbse‘primary language is othér.than
English. The American Heritage Dicfionaﬁy defines bilin-
gual as "able to speak FWO languageé with equal ékill."
_Fov a significant number of "bilingual" children, this
- skii> for both languages is at.a very low level. In other
words, some SO cal}ed "bilinguals" lack fluency in eithgr
lahguage. It takes a skilled diagnosticianAto sep;rate 
the youngster whc is weak in both languages from the child
who is learhing disabled, mentally retarded, or'even.heér-

ing impaired.

Values and Learning Style
In his study entitled "Value\Clanification in the Bicuitural
Classroom," Guinn (1977) summarized the value diﬁferehces

between the Méxican American and the Anglo Américan as

follows:
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Mexican American's Value: = Anglo American's Value:

Being rather than doing - Doing rather ‘than being
. Limited stress ¢n material Material Wwell being

possessions: ’ o '
Present time orientation . Future orientation

‘Simple patterns of work ™ Individual action and
organization and group reaction

.cooperation

Central imﬁ%rtance of the Impersonal relations
family, personal relations )

Fatalism, accommodation to Man's mastery over the
problems universe

Tradition Change

Being rather than doing. According to Castaneda (1976),

Mexican Americéns have a humanistic orientation that results
in aicommitment tao hélp others and leads to the development
ofhfgnsitivity to the needs and feelings of other persons.
This sensifﬁvi£y_is critical in'both the verbal and nonverbal
realms of intérpersonal relationships. It permits the indi-
vidual to read ahd undérstand another person's feelings
without forcing him to embarfass himself by pleading for
.help. "A person who has the-capacity to help assume;‘the
role of-helpef,:knowing he can expect others in turn to
exteﬁd.fhe same courtesy when hé is in need of assistance”.
(Castaneda, 1976, p. 186). Teachers must be sensitive to
the child’s feélihgs, remembering that a child centered
;agher than a task centereéGapproach is more effective

with traditional Mexican American children.




. . . / . . -
Limited 'stress on material possessions. Although this

bvalue has a.much broader social implication,; one example of

- . 'its application is in the choice of rewards. -Rather than
using tangiblé ;einforce;s such as stars or candy to reward
work wéll done, a chance to wgrk more'closely-with the teacher
or a note to the parents stating how well the child is doing
ﬁay be more effective methods of reinforcement (Castaneda,

1976) .

Present time orientation. In general, the Mexican

Americén culture is not oriented toward working fastl What
one is doing at the presént moment deserves full attention.

~ This characteristic can result in poor performance ;h timed
tests or other tasks that measure rate (Sierra, 197h).
Furthermore, <this characteristic, combined with a sense of
fatalism, promotes an attitude of "enjoy today,‘for who
knows what tomérrow will bring.”

Simple ﬁatterns of work organization and group cooper- AN
~ation. '

Achievement for the family appears to be
generalized as cooperation. To strive for
individdal'gain is selfish. - Individual
competition 1s seen as destructive because
it hurts family, communitiy, and ethnic

unit . . . . Mexican A.erican children are
more likely to adopt cooperative modes than
Anglo American children . . . which helps
to explain why Mexiéan American children

are often described zas not motivated or

(YN
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achievement orienteg. Many suppress indiv-
idual gain in favor of family, community,
or peer group gain. Teachers could utilize
this characterisiic preference for a cooper-
ative mode by assigning groﬁp projects which
7require children to work together.

) : (Castaneda, 1976, p. 185)

A real conflict may.be presented when a Spanish speak-
ing person who is psychologically prene to accept support
and cooperation is placed in a treatﬁent plan that emphasizes
self reliance .and individualism. The potential fear of being
lost or disregarded by social, medica1, or rehabilitation
_ service agencies often‘overrides the person‘s desire for
those services (Wakabayashi et alj; 1977).

Central importance of the family, personal relation-

ships.. The traditional Mexican family and community struae
ture develeps in the individual a strong sense of identity
with erd loyalty ro his family, community, and ethnic group.
Since personal idenfity is so strongly linked with the
family, a desire -0 achieve for the family is developed
early in the chilc. One immediate implication is that it
is critical that Mexican American parents be involved in
the educational process; Parental involvement strengthens
the idea in the child that scholastic success is important
to the family. Parents place as much emphasis on social
roles and behavior as they do on academic matters. They

are often confused when school personnel do not seem to




understand that a child's duties at home, such as caring
for younger family members, are just as important as his
. education. Because of this emphasis on pérsonal'relation-
////////gﬂ;;s, the teaching style that is most successful is model-~
ing. The.child learns to "dc it 1like the teacherf and wants
to become like the'teaéher. It is important, then, thap thé
teacher rei;te personal anecdotes anq be willing to interact

with the child outside the classroom (Castaneda, 1976€).

Fataiism, accommodation to problems. - The Spanish speak-

ing coqmunity accommodates disabled members by alteriang ex-
pectations and roles fér the individual in accordance with
his gbilities. The individual's status, acceptance, and

) prestige is based on his ability to assume those altered
roles and responsibilities whichvcontfibute to the common
good cf the houschold (Wakabayashi et al., 1977).

Traditién. By incorporating the traditioné of the
community into the curriculum,.the HiSpanic chi;d can devel-
op a sense of belonging to the school. Many traditions are
centered around religious practices;andhholidays. Involving
parents in the planning of»specialAevents and units helps
children develop greater respect for their own heritage.

It should be noted that sex roles are clearly defined 1in
Hispanic communities. Men, are considered to havevmore
status in business and leitics, whereas women have more
status in religion, child rearing, and health care.

Teachers should be cautious about forcing children from
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tfaditional families to perform tasks that contradict
their sexual roles (Castaneda, 1976).

Table 3 offers some possible ihteraéﬁions between
specific.exceptiohalities ang the characteristics of
Hispanic;childfen. -Relevant Characteristics éf Culture
are drawn‘from the writings of Casténéda,‘1976,‘and

Wakabayashi et ‘al., 197T7.
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HISPANIC

Relevant Characteristics

TABLE 3
EXCEPTIUNAL STUDENTS

Relevant Characteristics

Exceptionality of Condition of Culture Possible Implications
. a
Visually Dependent on others for Many supportive people
Impaired/ stimulation in infancy: around to stimulate infant
Blind . .. and young child :
Communication Nonverbal Highly verbal Zarly recognition of
Disordered R communication problem
Poor use of language Bilingual child may have Bilingual situation may mask
- poor language skills true communication disorder
Gives the impression of Skilled at understanding Sensitivity may substitute
understanding but does not needs and feelings from for hearing and problem may
nonverbal cues be masked
Fails to hear some sounds Hispanic doesn't hear all May misdiagnos communication
English sounds because problem stemming from a handi-
” they do not exist in cap with problems associatad
. Spanish with bilingualism
.iJnable to answer general Unable to answer general May attribute failures to
information items because information items because wrong cause
of different.accultura- of different cultural
tion patterns related to experience
deafness
Uses other modes of Uses gestures in conjunc- Many gestures are integral
comrmunication tion with. language parts of language
_Emotionally Depressed, anxious, Confiicted when forced May not be able %0 cope;
Disturbed/ withdrawn into a role that contra- may drop out if situation
“ehavior dicts values is too uncomfortable
Disordered Ly . R R .
Delinquency Youths may rebel against Antisocial behavior may be
system when they believe useé¢ to achieve status
they have little hope for when it can't be achieved
, success within the system
Drug and alcohol abuse Youths may turn to drugs Requires special extended
or alcohol in situations family and community
where family roles and effort to combat abuse
resporcsibilities have
N broker. down.
Aggressive, acting out, Desire to assert cultural Needs tc be directed into
challenging, militant identity positive channels
Mental Limited level of educa- Historically received Drop cut rate high, even
Retardation tional achievenment littie or no schooiing among ncnhandicapped
Slow thinking Adapuz rules and Person assured of place
expestations to 2hb3i1ities in community in spite of
) limitations
Poor performance on tests Magt tests n:t appreuricte; Fregquent misdiagnosis
timed tests <cnzclaliy U7
. Noncompetitive Noncomp-titive or -
oachk to
—~Learning Achievement below ability feaw 3kills in betn »¢. . lem determining nature
Disabled ZIngliish and Spanivd o7 learning problenm
Faulty perccption of Many E£nglish words Zcund ".oblen determining cause
sounds, words, etc. alike *o Spanish s»iak-r- »f misperceptio=s
Gifted High achievement Reluctant to set sell 4ay be reluctant to show

O
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Leacership

apart from peers; willing
to achieve for the family

Those who are capable are
expected to help

(%)
At
-~

ability

May not be recogniced as
anything speocial



NATIVE AMERICANS

Native Americans, including American Indians, Eskimos, and
kﬁleuts, are the most diverse minority discussed-in this
cgabter. They come from hundfeds 6f different tribal groups
“or nations, each with its own language and culture, yvet they
do share one basic charaéteristié: the desire“to preserve
their cultufe and tribal idehﬁiﬁy. Native Americans have
tenaciously élung to their languages and cultures in spite
of hundreds of'years of attempted'acculturation by the
United States government. Not until 1924 were Native Amer-
icaﬁs granted U.S. citizenship.

In spite of scme rece%t efforts to restore cultural
identiéy, there remain many barriers to équal opportunity
for indiéiduals beleonging to these groups. According to
Wakabayashi et al. (1977), the average income of the Indian
is still approximately $2,000 ar year; unemployment averages
40% overall; and the 500,000 federally recognized Indians
(repfesenting over 26Q tribes and 215 Alaska Nati?e'vil—
lages) are spread very thinly over 26 states where Indian
populaticns vary from about 425 in Loulsiana to 180,000
in Okléhoma. These figures do not include Indians living
in integrated settings. Disezses related to poverty and
malnutrition, as well as crippling accidents and an abnor-
mally high rate of ear infections (10% to 34%, depending

on the group, compared to 1.2% in the general population)




y - .
cohfribute to a disproportioéate-ﬂumber of handicépped
children amohgvthe Native Amgriéan popﬁlations,

The vast majority of Indian children attend boarding
schools, either on their owﬁ reservation or in other loca-
tions. According to seveg#l‘reports (Bergman,i1968; Bryde,
1967; Pepper, 19765, conditions at many boarding schools
contribute to a very poor state of mental health.. Tﬁe
childrén's language’énd culture arerregarded as valueless
and the youﬁ5§ters are disébﬁraged from followiﬁé ﬁgérw
traditions of their people. |

Indian children attending public schools often feel
isolated in these predominantly White institutions. Pov-
erty, discrimination, institutional neglect, and culturally
alienating:schopl systems leave many children with feelings
of social and emotional isolation which, according to Bryde
(1967) and Pepper (1976), account for drop out rates as
high as 60%. ‘

‘ Although tribal stiructure and values differ signifi—
cantly, thefe are a number of characteristics that are
commdn‘among most(groups. Indian life style is in harmony
with nature. Traditions are follbwed feligiously and tri-
Bal knowledge and mores are passed from elders to children
by means of the spoken word. Generally, physical punish-
-ment is not useé. Parents, relatives, and other tribal
members share in the raising of children.

N
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- Alaska Nati#es have. scme particulafly difficult prob-
leﬁs tc'cope with. Nachmann (1969} identified 3 number of
factors that may interfere with zhe intellectual develop-
ment of some studernts who live iu remote areas. Lack of

" varied sensory input resulting from-thc barren Arctic land-
secape and thecmeagerly furnished home environment tend to
deprive childnren of the_earlykstimulationwbeliéveq‘critical
to intellectual development. Prolonged separation from
parents'énd family because of boarding school or frequent
hospitalization (15% are hospitalized each ‘year) interferes
with emotional chelopment. vOften the school curriculum
has nothing to do with 1life in the village, and there 1is a
Shafp discontinuity between school and other meaningful
expericnces. Many teachers go to Alaska for their first
teaching a551gnment, and lack of experlence and profession-
al and soc1a1 isolation account for many problams that arise

between teacher and children.

~a

Identlflcatlon of Native American Exceotlonal Children

There are several significant barriers to 1dent1fy1ng excep-
tional children from Native American populations. Because
the people are spread cut so thinly across the United States
and Alaska and the agencies that serve them have not system-
atically_recorded disabilities, there is.little dependable _
data on number, location, and type of handicapped individ-

uwals. To further -complicate matters, there are no clear




understandings or what it means tc be hazndicapped. DNative
Americans tend to be far more accepting of dev;ance éhd
able to absofbvthé handicapped and other "different" per-
sons into fhe structu;e of their society. For example,
many Navzjos who are deaf become Sheep~herders,'a‘¥alued
\ coccupation and one not really affected by aeafnes§j
\ (Wakabayashi et al., 1977). |
N -Some tribes believe that individuals have the boWer
\\Fo make prenatal choices of how they wish to be born, so
gf a child is born with a handicap it 1s no; regardea nega-
ti&é}; but rather as tke individual's wish. In view of
this\é;titude, the family may simply igncre the problem
(Hakaba?ashi et al.,.1977). Althahgh extremely tolerant
-of most héndicapping conditions, Indians may ridicule the
~use of proébhetib‘devices such as eyeglasses or hearing
aids. Bécauéé of this, a person,may-choose to try to
adjust to his disability rather than attempt to remediate
the condition (Wakabayashi et al., 1677).
| Among traditiohal Navajos, seizures are a cause for
alérﬁ or disgust, fof~they are believed to be brought about
by incest or ﬁaunting by\the dead. Sometimes 1individuals
with seizures are belicved to be witches. Children with
this conditién are invariably ostracized, but they often
use Eheir disabirity»to terrorize those wtuo shun them

(Wakabayashi-et al., 1977).

b1
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Values andé Learning Style-

Pepper (1976) provides the following insights into ‘the
learning stylie of Zpdian,children in her list of character-
istics that are ¢losely tied to value systems.

1. Many children need to learn English as a
second language. More than one half of S
the Indian children between the ages of
6 o 18 use their native language.
Approximately 300 different Indian lan-

- guages are in use today-

: 5. Indian stufents may use shorter sentences
and omit adjectives.

3. They have trouble using the correcst
’ English verd..

¥, Indian children have not lived in a

' vacuum, but have been influenced by the
anxieties, taboos, mMOres, aspirations,
eligion, and behavior patterns of ’
their culture.

5. After Indian students have met with
- continual failure, they tend to drop out.

6. The Indian's concept of timz affects his
school performance in four ways-——as out-
lined by Joe 3ando (1974):

a. —-Attendance may be lowered, particu-
larly where school bus schedules
increase inflexibility.

b. It may be harder to command chil-
dren's attention according to
teacher designed schedules.

c. Differences in time orientatiocn
probably affect scores on any test
or test-like assignments which are
timed . . . .

d. Time crientation may be related to
willingness to plan ahead and delay
gratification. (pp. 61-52)

7. Indian students socizally withdraw when
they are unfamiliar with acceptable
behavior, compliance Vversus aggression
and self-assertion versus ancnymity.

)
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8. Indian
vation

97 Indian

children are taught to listen
wait until their years of experience

students learn more through obser-
or visual means rather than verbal.

and to
have

%J prepared them te learn enough and to be

“® influential enough to attract listeners.
(In the Indian way, you may be 35 years
0ld befeore the tribal members will listen

to you.)

10. Due to the years of %training as an observer

and listener,

Indians often commit things

to memeory and may be able to relate the
stories and prayers they have heard.

11} Indian stude..ts prefer a quizt or private
; type of —ecogniticn rather than a public

announcement.

12. Most Indian children have a low self-image.

{p. 140)

Although the following list would be modified somewhat

for different Indian groups, Zintz's (7970) comparison of

.~ Pueblo and Anglo values serves as a good summary.

¢

Pueblo
Harmony with nature
Mythology .
Present time orientation

Work to satisfy present
needs . -

Time as infinite

‘Following ways of elders

Coépe:ation
Anconymity
Submiésiveness

Humility

'Sharing

Anglo

Mastery aver nature

Scientific explanations

Future time c¢rientation

- Work to get akead .

Efficient use of time

Climbing ladder of success

Competition
Individuality
Aggressiveness -
Striving to win
éaviné,for the future
:f

M
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Harmony with nature. Indian students may not feel com-

fortable participating in some activities required in biology

R

‘and other science classes. Destruction of -life for the sole

purpose of examining an organism may not be tolerable (Sando,
1974). :

"Mythology. Care must be taken not to ridicule’ legends
and folk myths when teaching scientific subjects. Mythology

is part of the history of a people and as such deserves to be

respected, preserved, and explored.

Precent time orientation and time as infinits. Lack of

attention to scheduies may create a number of prcblems at

.school. Chiidren may fail to complete assignments on time

or méy do poorly on timed tests. Atte:dance may be lowered,
especially where schocl bus schedules increase inflexibiliftw
{Sando, -1974).

Work to satisfy pr~sent needs. Attenticn to events

beyond the seasonal cycle is considered by some groups as
uﬁnecesséry‘or'even d;ngerous. Such an attitude is incom-
patibie with cbmmitment to a long range curriculum {Sando,
1674).

Following ways of elders. It has often been taken for

granted that Indian -ouths naturally wish to improve the
conditions under which they live. Although this assumption
is probably true, the image of an "improved" ccndition may

- .

be very different in the minds of the Anglo and the Indian.

4L
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R
_publie—display of recognition.

-1

Indian youths may have no interest in climpi"g tha ~orporate
1adders of the outside wirld. bu%t may nrerer tc continue in ”
the more traditional roles of their native comaunity.

Cooperat. on. Although some groups encourage indivic =al

" compatitiveness, most value group achievement through cooper

ation. The community tewnds to utilize the talents of all
levels‘to accomplish the tasks at hand. In recént years,
tripzs leaders have learned the importance of"cooperation
among different Indian nations in order to maximize political
pqwer.h

Anonymity. Boaéting and loud behavior zre disconraged
by most Native American societies. Children are taught :to
Se seen and not heard iz the presence. of adul*s. The child's
rqle is to observe ;éther than participate. ‘admiration as a
reward for a job well done islggéggciated-more than some

Submissiveness. ‘This is not a trait that would be

éommon ta\all'groups. A natural reaction, however, of many
Native Américan children when faced with a situation in
which they either Jc not know what is expected or they an-
tiecipate failure is‘co pecome nonverbal, passive, or shy.
Sharing. A tréit that is valued most highly is gener-
osity anc giving\to each other. This:characteristic ma;” be

eapitalized on by using peer t-itoring in the classrocmn.
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Table U suggests some possible interactions between
;s

specific handicaps and the more general traits of some
Native Americans.

Relevant Characteristics of Culture zare

based on the writings of Pepper, 1976; Sando, 1974; and -
Wakabayashi et al., 1977.

O
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WA IYE AMCRLICARN

CALLCI LUNAL D 1UDEINIID

Relavant Characteristics Relevant Characteristics
= . e Do s i -
Zxcepticnaiity of Condition 'of Culture Possible Implivcatinng
] ABRY: el IR in o } 3
i;i:?:;i/ Cassive learning style Passive learning styvle
Impaired
31ind Bependent on others for Culture very dependent orn °~ May have added difriculties
. stimulation in infancy visual learning ac;"q“‘ tooaisavilicsy -
May be ccrrected or Tendency %S¢ ridicule use
improved with lenses of eyeglasses
Communiation onverhal Cnildren expected to be
Jigcriarecd guiet and observant
Poor use of language Billngua1 child may have
' poor language skills
Gives the impression of Much communication occurs
understanding but does not at a nonverbdal level
Fails %o hear some sounds High incidence of Otitus
Media causing nearing loss
. Mav be corrected or Tendency to ridicule use

. ises

izproved with hearing aicd

Jnakle Lo answer general
:nformation items because
of c¢ifferent accultura-
tior patterns relatecd to
deafness ____——
e -

other modes cf
communication

Tends to associate with

of hnearing aid

Unable to answer general

information items Cecause L ‘ron
of different cultunaL~—~f~—-””ﬂﬂd'~*w
e ——— .

experienctes’

May use gesture. to
supplement language

Community accepts wide

- Mav not be
e

develon v

Disability may not Le

dea: subcommunity range of dizabili® .es perreives as tremandous
and accommcdates them randicap
within work hierarchy
Depressed, anxious, Feelings of unworthiness, Common syndroma2: may not
xithdrawn, suicidal due o conflict of values receive attention
~Delinguency ~ Inability to succeed nay Xidicule may be more
. lead to rebellion effective deterrent than
’ other punishments
abuse Alcohol abuse Requires special

!

Alcohol

Militant

Desire to assert cultural
identity

famil

Need to te
productive chanp

vy & communi

Mental

/Retardation

Limited level of
educational achievement

3low thinking
Poor performancs on tests

Noncompetitive

High drop out rate, social

promotions
Community adjusts’to wide,
range of ability

Most tests not appropriate; cn\quenu mi

timed tests especially tad

Noncompetitive

\Wiﬁitaulo

Academic achievement not 2
primary value-hizh dropout

Person ass
comnmunity

ur i

in zpite of

1S
sdiarnosis

\
N )
Best to use cooperatilve

approaches to learning

Learning
Disatled

“Achievement below ability

Faulty perception of

Weak skills in both native
language and English

tuditory loss from ear

Problem determining nature
of learning protlem

N
Needs careful dizgnosis to

sounds, words, etc. infections separate hearing loss from
other perceptual prob‘ems
" Or<hopedicall May have defermity or Importance of body. Tendency Adjustment may ne very
Impaired loss of limbs to scapegoat or individuals difficult o masl ne assim-.
with this type handicap. Cul~ ilated with no troblem
\ ture 'takes care of its own.'
Epilepsy/ .: Seizures . Some groups fear & disgusted Individual ostracized;
Erain Damage hy seizures. Others accept ncormal social adjustment is
Lo this as quirk of nature. dependent on view of tribe
Gifted High achievement “Anonymity, passive learn- Individual may mask ability
’ ing style so as not to he singled out
AN Leadership/Talent Olgplay of leadership May have few opportunities
N ability in youth may not to devdlop ahilities. Talent
N he sanceioned in tribe may be ridiculsl or cromoted
N except in xris % sports depending on trite
Y U? =i
LS z) i
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The material presented in this section 1s offered zs food

for thought to teachers who may Ce experiencing uncertainties
about students who are éulturally different from themselves.
When facea with the question of whether or not to refer a

student for special eﬁucatien#evaluatiéh, it mayfbe helo:ul
eclal € I

: to read over the material that is relevant to that youngster

O
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and to review the child's behavior in terms of learning style
and value system.

Wher planning a parent conference,.teachers may gain
some insights by examining the com;on perspective of the par-
ticular subgroup. And when planning an individualized educa-
tion provfém, it may be desirable to soecify certain approaches
to'be used that are convruent with the Chlld's way of life.

Once again, it must be emohas zed that not all mlnorlty
children 7it the standard profile of their cgltural group,
and to stereotype in this manner may be worse than not péying
any attention at all to the child's cultural affiliations.

It is only upy developing a multicultural perspective that
teachers will be able to understand where each student is

rezlly coming from.

U1
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3. Development and Empiemen'&aﬁion of IEP’s

for Excepiioﬁn\a! Bilingual Children

Alba Ortiz

Y

“

ir; emerging ~oncern of public school educators 1s the appro-

-1

priateness of services offered tc linguistically and cultur-

ally different children who have special education needs.

Questions have been raised about assessment procedures, over-

represeptation in classes fcr the handicapped, instructicnal

services provided, and the nature and extent of par<ntal

[}

participation in decisions affecting their children's educa-
tion. Attempts to address these issues highlight a myriad

of complex variables which must be examined in order tc pro-

vide appropriate special education for children who have

timited Ehglish speaking abilities.

53

o
¢



RESQURCES NEEDED FOR DEVELOPING THF IEP

The Education for All Handicapped Children Act of 1575
(Public Law S4-142) is federal legiélafibn which mandates

a freé, appropriate edQCation for all handicapped‘éhildren
and youth betweén the ages of 3 and 21. A critical feétﬁﬁe
of this law is thé fequirement éf an individualized éﬁucation
program (IEP) tailored to meet the unique needs and abilities
of rcach handicapped chila. The inaividualiged education pro-

r

m

m is a written statsment which inciudes documentation of

)

[8)

ac¢isions réached about thé cbjectives, content, implementa-
tion, and evaluation of the student's educational program.
By law, the individualized education program must inciude
the following components:

“1. A statement of the student's present level cf educational

performance.

2. Annual goals describing the educational performance to be
achieved and short term instructional objectives which
are measurable, intermediate steps between the present

level of educational performance and annual goals.

3. A statement- of specific educational services needed by
the student, including special education and ralated

services..

4. A description of the 2»xtent -to which the child will
" pe -t cipate in the regular education program.

5. The date when services will begin and the length of time

the services will be given.

&. 4 1list of the individuals responsible for implementation

of the student's program.
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Criteria and »rocedures for annual review cf the IEP.

To develop apnropriate individualized education pro-

grams “or students who have limited English speaking abil-
ities, s2losl systems must have the following minimum

- resources.

tdeqLzte assessment data which yleld information about

the student's linguistic and cultural background and

other unigue characteristics, as well as the effects

a
of these characteristics on educational performance.

Admission, review, and dismissal committees which in-

. clude representatives who are knowledgeable concerning

the effects of bilingualism/biculturalism on performance
and behavior.

Procedures to facilitate parent participation in the
development of the child's education‘program.

Placement alternatives which inciude opportunities

for interface between bilingual education and special

~education programs.

Instructional étaff'who have -the necessary skills’ and
competencies to work with exceptional children who

have limited English speaking abilities.

Materials, media, and other resources i .n are linguis-

tically and culturally relevant for the studenrt.

Additionally, teacher behavior and the characteristics of
school prbgrams must be aalyzed to determine their influ-

ence on pupil performance.
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SPECIAL CONSIDERATIONS FOR LINGUISTICALLY AND CULTURALLY
DIVERSE STUDENTS

Present Level of BEducational Performance

. Zfficacy studies have indicated that minority children are

well represented in special educatlon classes. Dunn (1968)
estimated that 80% of the students in classes for the mental-
ly retarded in the United States’areiminorities. Mercer
(1973) supported this finding in her study of special edu-
cation practices in Riverside, California. She found that
th ree times as many Mex“can Americans and 2-1/2 %times as
many Blacks are identified as candidates for special educa-
tion th;; would be expected»from their representation in the
generel oopulation. The primary criteria feor special educa-
tion placements are falture to achieve zcademically and/or
failure to adjust to the school setting.

Professicnals contique to be eritical of the practice
of teSting ethnic/linguistic minorities with instruments
normed on White, mlddie class 1n01v1duals. Convenu-onal
procedures often discriminate agalnst mlnorltles bctauqe of
heavy emphasis on items which essentially vield an a‘,ess—.
ment of English language verbal skills ana/or knowledge of
tne culture of the dominant society. Prerequisite to devel-
oping an individualized education program is the gathering
of data that eccerately identify handicapping conditions and

provide an interpretation of the child's performance in

- | Eos
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light of his or her linguistic, cultural, or other uniqgue
characteristics.

For educational planning, the assessment data must

include characteristics manifest both in school and out ©

=)

school, ‘including family and environmental situations which
may infiuence a child's learning or behavioral patterns.

Specifically, assessment must provide an incerpretation of

s

entiz

[=N

how a different language, cultere,rlifestyie, or =s.iper
background affect performance. Assessment data must also
include a measure of the effectiveness or degree Eo which an
individual meets the standards of personal ihdependence and
social responsibil;ty expected of hfe or her age and cultural
group, both in and‘away from school. The inclusion or adap-
tive_behaviof measures will eliminate the '"six hour retar-
date," the child-who experiehces social or academic diffieul—
ty in..the school but who 1s an independent, self sufficient

individual in the community.

The Decision Making Team

P.L. Gl4-iL2 requires that irierpretation of assessment data

o

ar.d subéequent determinaticn of the student's education pro-
graﬁ and placement be made by a team of persons knowledgeable
about the student, thelmeaning of evaldaﬁion results, place—
ment options, and personrnel avalliable to provide services

determined necessars to maet the unique needs of the chilid.

/ 3
i

s} ~f -appraisai, 2

n

i

The *:am includes a representative

1,

3
L

O
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and the

stration, the parent,

~epresentativa(s) of adm
imit English

child, if appropriate
Fer excebdtional chilaren who have limited
speaking abllltles; the team :hoﬁld inciude a representa-
tive(s) of the locai education agency, other than the
%hl; s toache“s who 1s qualified to orov;de and/or supe
vise .the p“OVlSlon o} special education and bilingual edu-
This individuzl{(s) must have the authority

cation services.

to insure tiiat the recommendations of the team are imple-

mented and fhat.ﬁO n Sllingual educaticn and speclal =duca-
student's

be committed tc meetlﬂg the

tion resources wi

educational needs.
The team shculd aiso include a representative who has
jculturai

; N .
training and experience in both special education and bilin-
the lack of bilingual/bic

Because o
the tean should include not only
ion specialist

gual education

special educaticn personnel
pe01al educator, but zlso a bilingual ddUCath

who can provide insight into linguistic and cultura* fzctor

<
P}

-l

~
- " a
that influence student achievement and who can suggegt teach-
¢ ing strategies and materials that can be used in planning and
[ 4 ) - / - . - ’ o
implementing l1tfiguistically ani cultura relevant interven
tions. Ideally, the bilingual educator should be the '
individual with OlPQCt re spon31b1L1ty for ;mo‘enentln the
. child's individualized educatlon provram
\ \ £ 5
e O
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Parental Participacion '

Historiczlly, rany parents have simply given consent for
their children to receive special'eduéation services after
the placement decision was made. P.L. Gi-142 establishes
procedureslthat require increased parental participztion 1..
this process. Parents must be provided information, assis-

tance, and/or counsel to insure that they understand proceed-

ings, deiiberations, and tine.significance of ine decilsions

RN

made.
“very eflort should be made to encourage parents and
the child to participate in the IEP meetings. Tnils ircludes
providing all written communications in\tpe parent'c native
language (fér'parents whose native language 1is other than

.

English), and advisirg parents that they ' ive the right tc

bring someone to meetings who can serve-as their advocate in
+*pre deliberations. - This advocate should be someone who 1is

familiar with special eddcation and-~ who can assist the parent

in understanding information presented.

Educational Planning Considerations

I+ is not possible to address tne content.of IEP's for all
nandicapping conditions within the scope of this chapter.
However, there are several areas of commoﬁ concern in educa-
tional planning for children from linguistically and cul-

turally diverse backgrounds.



'Laﬂguage./ O-e of the first questions asked 1is, "What.
shquld be. the 1anguaée'of instruction?” It is a common mis-
;nconceptioﬁ to aséume that because handicapped children are
11kely to experwence c;fflculty in masterlng language skills,
the language of 1nstructlon should be Engllsh to insure that
they can communlcate in the 1angu6ge of this country 5The
literature in language acaulslulon end bilingual education
does not support'th%s rationale. Unless the children first
dominate thei"'ngtiQe or primary;ianguage, they will have
difficjlt" devefoping second 1an5uage skills and will in all
l1ke11hood experlence dlfflculty in cognltlve skill develop-
ment Assessment procedures should have determlned the
" child's native or dominant 1anéuagéTA That should be the
‘language cf 1nstructlon. When .no clear dominance has been
established, other variables mcj need tc be taken into con-
sideration, incguding the child's age, language prefecreance,
motivation, previous language e*perience, and the attitude |
or wishes of the par ;ts. The,lqnguage of irstructidn
shcul? be the language in which tme cnild learrs best, based
u§'a review of all these factors. \

| ) \

\ Oral _aznguage development must) precede academic skill

i
. \ . .
develo,ment. The chilAd must be able to communicate idezas
‘1 \
2ffe tivr .y before being expected to\@aster skills such as
_readlng and wrltzng To begin instruétion in these skills
\

before the chil. has a sound 1inga;stlc base will conPounc

the instructional process because the dbild will likely

4
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. \\‘
require remedial instruction in bagic skills, a pfoblem
created by the-lack of language skill. It is an impossible
task forr children té read or write a language they do not
comprehead or speak well. |
| There are many programs available fdr teaching English
as a secoﬁd languége. Therg are fewer materials available;
however,’for'development of the child:s primary language.
The teacher must have a firm understanding of the .child's
hative language so tha;”oral language instru;tion-can be
provided in a logical, sequential manner. The teacher must
‘also be able to determine when a child has developed enough
~language skill to profit from academic instfuction in that
- 17 guage. ’

When the child has mastered native language skillsjiy
instruction in English as a second language can begin.‘ The
sequenze of instruction is the same. The child must first
develop English oral language skills before academic instruc-
tion in Engliéh_is begun. Instruction in English academic
skills should not be initiated if the ph‘ildy is experiencing .
difficuity mastering‘these»skills in his or her native lan-
guage. Tﬂis is an indicator that the child is not ready fo
make the transition from native language instructioﬁ to
insﬁruction in the second language. Making the transition
premaﬁurely will again create a situation where further

remedial instruction is required.
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Culture. fnstructional strategies and materials mustb“
be culturally felevant, What is culturally relevant.will
depend upon the environment in which the child is being
reared;-therefore, an analysis of family, lifestyle, commun-
ity vélues, and other relevant variables shpuld be made.

Too often, commercial materials specially pfepared for minor-
ities present cultural patterns that do notjreally reflect a
child's expekiences. For eiample, it is often assumed that
Mexican Americans eat such foods as "éhorizo con huevos" and
"tortillas™ for.breakfast. However, because many mcthers

are required to work outside the home, it is not unusual to
discéver that Mexican American children eat cereals for break-
fast. This simple example illustrates the neea to be sure
that materials accﬁrately reflect Fhe child’s experlences.

Teachers ~ust also understand the Qéulture of povertv"
and its effects on school performance. Students will not
profit from instruction unless basic needs for nutrition,
clething, and shelter are first met. It may be necessary
for school personnel to assist the child's family in access-
ing social services. The curriculum should reflect the
Ahild's experiences, which are often far removed from the
experiences reflected in a middle class schocl curriculum.
Adherence to the principle that you proceed from the known
to tne unknown is critical. Concepts presented in terms

of experiences children have not had will not be mastered.

62

O



Cognitive style. Children have“different cognitive

styles which affect perfofmance in school. It is therefore
necessary'to determine the manner in which eaéh child learns
best and to achieve a match between teaching and learning
styles. The absence of such a match is frequently the rea-
son why children experience school failure. Ramirez and
Castaneda (197L4) suggested a process for determining cog-
nitive styles by examining those socialization practices
that affect the development of‘cognitive style. Socializa-
tion practices that reflect cultural values naturally differ
from culture to culture. Teachers need to be alert to rec-
ognize different cognitive style elements and adapt instruc-
tional materials to meet the unique needs of individual
children.

Ramirez and Castaneda suggested that teachers assess
the cogﬁitive style of the child, assess their owﬁ cognitive
style,‘and then consciously use them both in teaching. The
child should first be taught in hié own preferred style and
then introduced to other styles. This process assures that
children will lsarn to usé\behavidrs approrriate to their
own and to the school enfironments. Children will continue
‘to experience_school difficulties if the cognitiv styles
reflected in the curriculum are different from their >Jun

styles.

e



gnstructional materials. Few materials are available

- that are specifically designed for handicapped children from
linguistically and culturally diverse backgrounds. Teachers
‘must adapt materials or create new materials to meet the
unigque need: of such children. To be effective, materials
snould reflect the child's language, culture, sccioceconomic
status, background experiences, arnd cognitive styies. Bi-
iingual educators and special educators working as teamns

can facilitate the develiopment, testing, evaluation, and
modification of materials, media, and teaching strategies
appropriate’for handicapped students.

-~

3ituational variables. In order to enhance npportuni-

“:3a for school success, the ansironment in whizh a ¢aild
.. 1 pe required to perform rust be evalusted. Traditionaily,

-4 ational plans have fcc' sed on the chilﬂ.ahd on strategies

£

:-- changing or improving his ¢~ her behavior. For'certain
.dren, school failu e may be the result of variables such
-s pupil chafacterict'cs or teécher-pupil interaction patterns
~~erating wizhin th- :.ass or school and affecting performance.
School difficr:i~ie for manv ¢! “¢~en are privarily due
' to school progrzms which doO ot acccmmodate individual ¢if-
ferences (Adei-.aw. 1970); For example, researcn has shown
! that individuals labeled underacnievers or nandicapped tecome
victims of jowered expectations for achievewmen: which further
affect the'r social, @ neational, vocational, and economic
performanc:. A.perusal of literature related to teacrer

s
<
v
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ex .5 nations and self fulfilling prophecies illusfrates the
:g?entiélly devastating effeqts of these labels on pupil

- ~~fermance and achievement. Merton (1957) observed that
e self fulfilling prophecy is a mechanism whereby the
~»iginal error; whether it be in judgment, prediction, or
~valnation, ylelds the very condition erroneously believed
+o exist.

Jzckso. and Cosca (1974) surveyed L9l classrooms
1pcated '.n the southwestern United States. The study was
¢asigne  tec measure whether the gthnicity of students in-
+_+...2d the quantity and quality of teacher verbal inter-

az.ious. In particular, the possible disparity between

w.xiecan American and White children was emphasized. -The——"

dntﬁors'beported that teachers praised or encouraged White
students 35% more than they did Mexican American children,
Qand accepted or used the ‘ideas of white students U40% more
than those of Mexican Americans. It was ccncluded that
Mexié;p American children receivead substantially fewer
positiyve interactions with thelr teachers. Jeter and Davis
(1973) and Rist (1970) found equally astonishing evicence
of the effects of teacher expectations for pupils.

Interestingly, the fact that some youngsters are la-
beled handicapped has also been sﬁown to influence the way
- in which these children interact with regular or special

education teachers. Not only does the label affect teacher
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perceptions and expectations, but it also has been demon-
strated to create sterotypes which can be detrimental to
the academic and/orfsocial development of particular chil-
dren (Salvia, Clark, & Ysseldyke, 1971).

. These conclusions are significant when-eonsidered in
the context of research evidence indicating that minoriﬁies
eften leg far behind their peers in educational achievement.
For example, the U.S. Commission on Civil Rights (1974)
reported that only six out of ten Mexican American students
who enter first grade in the southweste 'n states graduate
from high scnool. These students are three times more
likely to have repeated a grade than their Anglo peers.

Only two out of five Mexican American students reaching
twelfth grade read at grade level. In another Commissicn
study (1975), evidence was presented that Mexican American
studerts score more than three years below nationel norms
in reading, math, and verbal ability by the fime they reach
twelfth grade. Therefore, Mexican Americans are more likely
to be labzled underachieversAand/or to be referred for spec=
ial education services._

The data suggest that diagnostic and remediél inter-
vention needs to be directed as much toward teachers and
programs as toward children.

Placement alternatives. Once the individualized edu-

cation program is written, a decision must be made as to



the placement(s) or program(s) in which the goals of the IEP
can pest b2 met. In reaching this decision, the local educa-
~ion agency must identify the "least restrictive environment"
which insures that
to the maximum extent appropriate, the
handicapped child is educated with children
who are not handicapped and that separate
classes, schooling, or removal from regular
classroom envircnments. occur only when the
nature or severity of the handicap is such
that education 'in regular classes with
“supplementary aids and services cannot be
achieved satisfactorily. (P.L. 24-142, -
Final Regulations, Section 121a. 550)
Frequently, the concept of "least restrictive envi- -
ronment" is ignoredAwhen the placement decision is made
for children who have limited English speaking abilities.
Students are placed in bilingual education programs on a
full time basis in the hope that putting the child ‘n a
class with a teacher who speaks the chilc's native language
will, in and of itself, remedy deficit corditions. This is
.. not the case for children who’érg indeed handicapped. e
Figure 1, adapted ffom Reynolds' continuum of place-
ment alternatives (1962),i11u$trates the possible placement
options for limited English’speaking students. It is criti-
cal that the child be placed in the program which provides

the highest' likelihood of success. The continuum illustrates
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Figure 1

SPECIAL ELJCATION PLACEMENT ALTERNATIVES
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two critical concepts in educational programing for handi-
capped children:

1. The most sé€verely or profoundly handicapped students
'will pe furthest rémoved from bilingual education:
programs; the mild ﬁo_moderately handicapped children
are most likely £5 be found in bilinguzl ed—-cation

classrooms on a partial or full time basis.

2. The goal of the educzticnal program should be to re-
turn the handicapped child to the bilingual education
classroom on a partial or full time basis as soon as

possible, but‘only as appropriate.

When children are mainstreamed inpo bilingual’educaticn
programs, teachers must receive training and/or assistance
from special educators to provide educational intervenpiods
which will help handicapped students achieve their potential.
If the handicapped child is to be,gquess@dlly integrated
into the classroom program, teachers must be trained to
adapt or modify aspects of the bilingual education curric-
ulum. This is an important but not an awesome task, given
the tyaical range in student abilities found in bilingual
educaticn classes.

One of the mcst significant components of the IEP is
‘the statement of educational services needed by the child.
This 1is tq be determined without regard to the cost or
availability of the service. 1icv nandicapped 2hi.“-en of
limited English preficiency, this ¢ompraent provides the

assurance that services provided will be linzuistically
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If- a child requires instruc-

e -2and/or culturali; appropriate.
tion in his or her native language, bilingual materials, ©

other such. support services, the school district is required

to provide them, or must contract for the services through
other schcol districts, private-agencies, public agencies,

t ‘ ,
or individuals. .Contracting.-he services must be done at no

expense to the parents if such services have been determined
to bﬁ integral to the provision of an "appropriate” educa-
aw, no longer can the school system fail

tion.! Under the 1
to pro&ide 1inguistically/¢ulturally different students

appropriate services because of the lack of personnel,

resources, or the costs invslved. The school must seek

the requﬁred services and pay for them.
EXAMPLE dF EDUCATIONAL PLANNINC FOR A HANDICAPPED BILINGUAL

i

CHILD \
udnless educatiénal planning consideratiocns discussed in the

previous section are incorporated into individualized edu-
cation programs, the child will continue to experience school

failurse and may not profit from special education services.
The following example, Oy suggesting interventions in the
oral language and rezding. illustrates how infor-

J
ea. o.

mation about a child's language, culture, and learning style
can he used to develop instructional programs appropriate to

tne chilc s unigue needs.

-~
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Name: .7T. Age: 8-& Grade: 2  Language: Spanish-dominant

7

Present Level of Performance

v.T. has beenrn in a traditional monolingual English classroom
for 3 years. 23oth Spanish and English language skills are
characterized by errors in vocabulary usage, syntax, and
grammar. He does not make articulation errors in Spanisn.
tnglish épeechlerrors ére characteristic of Spanish spezkers
WAno leafh English as a second language (e.g., substitution of
sh for ch as in shair for chair and substitution of s for z

as in sipper for zipper).

- . . . = \.
Language of Iustruction .

Because F.T. is Spanish dominant and does not sea2m tc have
profited adequately from instruction sclely in English, the
language of instruction should be Spanish. He should also

receive structured, sequentizl instruction to help him devel-

-2 English language skills. ) N

Learning Stvyle

F.T.'s cognitive stvle is characteristic of a field sensitive

P

learner. £ strong orientation toward family an. peers influ-
. - s o : N N

ences behavior and decision making.  He is motivated to do :

well, "so my family will be proud of me."” To capitalize on

nis orientation toward sharing and cocperation, small group

instruction is recommended. Instruction should emphasize

~
—

Q 4 . . R
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L ' social relationships. If F.T. is to“b2 able to werk inde-

pendent Iy, he must be taught how tc do so. He requires

- 'drganization and clear;y stated rules and direcﬂionsl He

. proflts from examples, modeting, and demonstraticns.
because F.T. holds au*hoslty figures in nigh regard, he
may freéuenVLy reques* assi suance Pr‘om or seek the approval
of ‘his teachers.A Frequent 1qeaoacn concern,ng progress on
;tasks should be gifen.

instructional Strategies

1 . <

1. Teach cral language-and academic skills in his native

e

ianguage. Provide English as a second language

instruction.

N 2. Use small group instruction, but alsc teach him to
L - work 1independently. = ]
2. Cultural character stlcs specific to F.T.'s family,

community, lifestyle, customs, and traditions shculd
he incorp.rated into all instructional strategies

and content. For example, when the concept of

1)
['R

amily" is used,. the cultural ohenomenon of the

extended family should te incorporated.

L. A& structure should be provided for language usage,
seth oral and written. 3Basic sentence natterns

should o. taught, znd structured drills snould uve

A ~ 1sec to reinforce sentence pat 2rning. Cne pattern

72 S~
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(92}

(@]

shcull be introduced at a time, with each new pattern

zontaining some aspect of a previcisly learned pattern.

vVocabulary should be selected for immediate need or

usefulness (e.g., family, home, school, or the language

of subject areas). If vocabulary is not a part of
F.T.'s ey =rience base, the experience base should be
provide:.

Pefore continuing formal reading instramction in Spanish
or Eng;fsh, F.T. @must demonstrate the ability to spon-
taneously tell a story apout a picture, expressing
relétionships between characters and objects in the
picture, and giving relationships of time, place, and

cause-effect.

A language experience approach to the teaching of

reading is recommended (e.g,, Van Allen's Language

Fxperience in Reading materials’, incorporating tnose

vocabulary and language structures which have been

mzstered in oral language instruction.

Correct pronunciation of English speech sbunds should
be modeled, and corgebt respons=s should be reinforced.
Although F.T.’sierrors are characteristic of Spanish
speakers who learn English as a second language, such
errors may influence the judgments of others relative

to such factors as intelligence. He should not ve
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referred for articulation therapy, but assi sta““

shculd. be provided to help V¢m master COPPeCu wronun-
- - - - . \

ciation of English sounds. This. should not, however,

be the primary focus of intervention.

Recommendation for Placement

o7
& e h

. should be placed in a bilingual educatiou program.x

Bilingual education personnel should provide instruction

in the native larguage as Well ae'Engllsh as a second
language instruction. Special education personnel should
assistlﬁhe teachey in modifying the bilingual education
¢l ssroom progr am to 1ntegr‘atc F.T. succéssfully into on-
zoing activitiles. Any spe01al education services provided
in a;special education resource room should support and
reigforce instructicn pfovided in the bilingual education
classroom. |

If parents should refuse placement in a bilinguai edu-
cation program, alternative intervention stretegies should
bé,expiored. If the school has bilingual spccial education l
personnel; they should assume responsib;lity for develop-
ment of native language skills, for academi, instruction ;
in the Spanish language, énd for English ac 2 second lang-
uage instruction. Assistance should be provided to regular
education classroom personnel so that they can also assist

in the develcpment of English language sk”1lls prior to re-

[y

_quiring mastery of other academic skills in Erglish.

Th



Zf no bilingual personnel are availzable, tnen special
zducation inte-—--ntiorn requires that the chila be provided
2 structured English as a second language program and that
intervention initially focus on development of language
skills necessary to function in a totally English lahguage

curriculum.

SUMMARY

The 1980 Census figures confirm the magnitude ol the respon-
sibility educators face as they attempt to focus, adjust, .
and adapt educational programs for ;inguisticaily different
children. Althousgh the task is - difficult one, it is clear
that schocls must successfully pro&ide the needed services
in order to ﬁeet humanistic, legal, and educational mandates.
The development of individualized education programs which
are tzailored to the unique characteristics of the child,
including linguistic and cultural differences, is a major

step toward accomplishing this mission.
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4. ‘tindersianding the Use of Abusive La

e

=
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Allen Sullivan

From time to tir- - -»v teacher is faced =ith the preblem of
. aw to handle =h..:'w: _zwguagfe in the clessroom. The normal
~=tion to prcisvaty in & -chool setting 1s shock, foliowed

v tne need to respond Lo 3uch cutbursts with some appropri-

rehzvior is tolerated depends very ruch or the setting and
the type of child involved. For exaumple. teachers who work
with youngsters diagnosed as emotionally di sturbed or behav-
ior diso:dered havg bezn trainec to ~xpect such behaviors

from some students, whereas most regular class teachers have

not had any training i~ how to .cpe with profanity from stu-

dents. It s impocrtant that a.l teachers be aware of some
of the reasons Students use what is pesrceived as abusive
language. The»use of profanity as w regular part of conver-
sation varies considersnly from one social class to another
and from or= age greur tf¢ nother. This chapter examines
some 5f the re2asons certain "pirofane” uctereances may be made

by students znc¢ provides teachers with a more realistic

perspéctive from which .o resp.nd.
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41lthough this topic 1is somewhazt far afield Ifrcm the
general focus of the pock, its inclusion seens warr..nted
cecause the socizl background of so many exsepntonal

children 2iffers from tnat of their teachers. Mest of

the examples presentac here are drawn

from ¢vreriences

with Rlack students. 3ut chese examplas shculd serve to
heighten awareness aboub "apasive™ oehavior i general.
Zy bezter understanding the motivaticas behinl certain
tyres of ofjectionablé behcviors, Leachers cea become

betier equirpad to avoid unnecessary conf.ontation.



NG ABUSIVE LANGUAGE
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In discussions with teachers concerning the use of language

in school; the conversation invariably turns to the topic

of abusive language. Teachers often view themselves as the

object of this abuse. - But there are many different purposes
B for abusive language, and a functional analysis of these

verbal responses should enable tea;hers to reduce the furor

generally associated with the use of profanity.

Almost everyone uses profanity to some degree. Some
people may not regard the phrase "gosh darn it" as a curse,
but profanity isn't ﬁecessarily what you say, but how you
say it, where you say it; to whom you say it, and how it is
perceived.. For,example, yod hear people using "Christmas,"
"fudge," "sugar,"‘etc., as "repressed profanity,”™ which is
'geperally recognized as such when it'g used. Thig is often
called acceptable, unofficial,'or_quasi-offensive profanity.
Some definition of terms is therefore important to any dis-
cussion of profanity. Profanity by definition means irrev-
erence, defilement, debasement, contempt for sacred things,
commonness or vulgarity, or misuse of anything that should
be held in reverence or respect. It is this latter per-
cepticn that teachers most frequently have when responding

to profanity in the school setting.
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Profanity from a Historiczl Point of View

)

~re evolution cf language in terms of word changes and their

3

b

meanin_s is very obvious tc acdults who work with children in
schoois. Because. teacners are not always aware of the mean-
ing of slang words, & commurication gap often exists between
teacners and students. All language, including profane words,

is sudject to evolution, and teachers must become aware that

—-~—wnat-was.considered cbscene in their youth may not be sSc now.

Lét's go back, hypotheti&élly, to the origin of p.ofanity.
Consider the first cavéﬁan trying to move a large rock with a
stick. The rock rolls back on his toe, followed by his ang-'
ulshed scfeam of "Ugh!!"—;thé first curse. Then:imagine this
same caveman exploring ﬁhe flame of a fire. He discovers much
t> his amazemen®’ that this phenomenon not only looks funny,
but when touched it also makes you say "Ught!" Imagine the
caveman killing an animal for food, only ﬁo have another
c: veman carry it off. fhe only sound he can make to indicate
n.-> bacic displeasure and to let the othar person know that
+his be-avior is unacceptable is—you guessed it—"Ugh!!"
Thus, profanity is an extension of a basic primal'scream of
pain, a natural communication of anguish. It finds new-
appiications when used O communicate feelings in other
cbntexts.

éwearing in antiquity was proscribec and socially con-

femn=4 because it was often regarded as subversive of social
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and religious institutions, 25, for instance, when the
names of gods were profanely invoked (Montague, 1967).
Not too long ago we witnessed a public uproar when former
President Nixon used expletives in expressing his feelings

to ¢ 3malil group of nis advisors (New York Times, 1973)

A p3ychological explanatior " this behavior is provided in
Montague's (1967) summary:

Swearing has always been censured as a weak-
ness in the swearer, a lack of restraint and
good taste, an illicit or irreverent cbercion'
of the Great Powers and, at the same time a
defiance of the powers that be. Thus while
weaklyAswearing, the swearer has found himself
defying those very powers that, under normal
conditions, he would not dream of abusing.

It is in this fashion that weak men have often
passed for strong ones by the frequency and
boldness of their oath. (p. 19)

Swearing from a Psychological Point of View

Vetter (1969) analyzed some of the social-and psychological

factéré involived in socilety's treatm;nt cf profanity. He
cHserved that our soclety, by the nature of word§ considered
L0 Pe taboo, reflectéﬂinaiﬁs language a hostile attitude
toward sex and thevbody. Aéécrdiﬁg to the Whorf-Sapir hypo-'
thesis (Wnorf, 1956), language not-only mirrors culture, but
is instrumental in shaping 1it. Althoughithe issues presen-

ted b the linguistic relativity hyvothes’s afe"fan‘from
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settled, we can readily identify an integral tie between

<

sociztal attitudes toward tabooc worcds and what those words

'

represent. For example, there is 2 need Lo express the
idea oI copulation in a short, concise term.. All larnguages
have such a term, but_féw are so threatened by it as to
invoke taboos as strong as those found in the United States.

Though obscene Qords are subject to intense taboos in
our sosiaty as a whole, there are some circles in which such
words are exalted. In male groups such as the armed forces
and adolescent peer groups, one of the criteria used to
judge a person on such qualities as ribaldry, masculinity,
and sophistication is the number of times he uses "dirty"
words in conversation.

Prudish attitudes toward tabooc words can have detri-
meﬁtal effects on society. The-ve?y reai harm of prudery
can be demonstrated b& the covert and even overt resistance
to prin;iﬁg or speaking the words "syphilis" and "yenereali
disease." . forts to reduce the large numbers of people
afflicted by this disease were hampered by this pruderv
(Tryer, ‘96&5.

3eca.se of embarrassment or exaggerated propriety,
parents often fail to provide imstruction for their chil-
dren in matters of s.x and excretion. At an early agé,
therefcre, childpen iearn from their peers that these

shunned topics have rames that are forbidden in everyday

g2
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~usage, and these words acquire an emotlional crarge. The

forbidden characteristics of the words come {0 be associated
with the objects themselves.
Chbscene words that children learn outside the family

often have extremely regative connotations, such as "scum”

- for "semen." Children who learn :erms assoclated with such

negative emotionality have a hard time acquiring wholesome,
uninhibited éttitudes toward sex. In this case language .
molds attitudes, yet the words are taboo because society has
previously forbidden them. Since the beginnings of language
acquisition correspona with the Lge of Innocence, children
are not apt to discover the meanings of taboo words from
their own'ekperience. Irnstead, the meanings are imposed
upon them. ~“rom that pein* on, idezs about taboo areas are
already negatively established by the language. This can

be seen as a cycle: sociely molds the language, wﬁidh in

turn molds society,. and the beginning zond end of the pro-

g

cess are extremely amb: uous (Vetter, 19691).
Attitude. toward profanity, as w:e-l as interventions
used to manage profanity, may thus have a profound effect
on the psychological development of youth. ~The problien is
furthéf compounded in_those-children who already have dis-
torted self images. When cefﬁain words are allowable-by

law, there are also legal implicaticns in the interventions

used by scheels 1n reaction to utterances of obscene or

83

47
RV



O

ERIC

Aruitoxt provided by Eic:

profarz words. Consideradble controversy exists ceoncerning
the ce‘lnltlon of obscenity from legal and social sclence
points of view (LaBarre, 1935; Read, 19380,

More often than not, prcfanity ot 'served in achooTs
sServzs an unrecognizéd function. One major assumption
that must be made is that all behavior‘iskpurposeful,
aithough the purpose is not always obviocus to the sender
or réceiver of “he message. In our own minds, we make the
distinétion between legi£imate and illegitipate commﬁnica—

tion. Legitimate communication is consi :red to De expres-

sing what's on your mirnd in a tactful—or nonoffensive _manner.

Illegitimate communication is expressing what's on your mind

using taboo verbalizations or language which is perceived as*

$

offensive by the receiver. The message that the sender is
(=]

attempting to communicate 1is often diffuse and misinterpreted.

"he followlng r°a1 life situations are used to illustrate

that profaﬁlty is one legitimate way to communicate feelings.

A FUNCTIONAL ANALYSIS

Profanity functions as an eff ective tool in attempting to
get a person tc do or to stop doing something; to feel or to
Qtop Leellng a certaln-ﬁay or as a way of cuummenting on the
feelings or behavior that a persog generates in you.

Examples are as follows:
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Institutional Cuss

Jimmy Smith lives directly acr2sss the street from a lagge
sgrawling inner city school. 0One snowy morning ne ran

across the street and attempted to enter the school by the

2losest door,; only to bte told by the teacher on nzll dutv,

"Jimmy, you know the rules c¢f the school. You are supposed
to come in the door nearest to your homeroow. NOW you go |
back out and around the buiiding to the correct déor,"
Jimmy kept walking past the ﬁeacher and said, "Bullshit."
The teacher got extreﬁely tpéet and took Jimmy to ti.e office
for swearing at her. Jimmy smiled as he was being tazken.to
“the cffice. yhgn,asked why he was smiling, since ne was
coviously in ;rouble; he séid, "Shit, I'm in, ain't I?"
‘ .
Jimmy's verbal behavior may be called an "institutional

suss." He weas réally:saying that the rule didn't make se¢nse,

especiallysunder the prevailing concitiens. The te-chsr, on

(Y

other hand; didn'% rake the rule, but was merely erforc-

ing it. Thus the cilemma: Jimmy was taken tc the cff-oe
<

for cussing at the teacner rather than for challenging the
institutional rule th?t didn't make sense tc¢ him. There
i
wasno exploration of the basic issue, thus ¢ cala.ing con-
33 . S ; 3 ,.’-" %. 4 N \'--
flict and reducing communication and trust between o rdent
and teéacher. It see o$ c3dd_ that the school c2tting wiich

‘ ,‘ supposedly attempts té develnp indzpendenc. . self reliance,

- and increased self confidence, does nct trast a student *o

O .
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go to the correct rcom without instituticnal restraint-.
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cuss is an attempt to point our rules

or regulz-ions that zre regarded as ambiguous or without® a

meaningful purpose.

-

Instructionzl Cuss N

In presenting some individualized materials to one of my

students. Itsaid, "If you have any Qquestions or problems
with the woﬁg, let me know."™ She looked at the work,
crumpled it up, and threw it on the flcor, saying, "I ain't
doing tnis shi.."™ I picked up the paper and said, "You

_méan this is too difficult for you?” She said, "Yes.,"

" -

I asked, "Which examples are too difficult?"-and she pointed
to three. I responded by saying, "You deca't have to do them.
Dc those you feel vou can do." She said, "Okay," and pro-

ceeded o co the work. Just a short time—Pbefore, I would

have taken her to the principal's office for zussing.

T This behavior, ldbeled an "Instructional Cuss,” is
really declaring that the educational expectaticns and

- T .

activities the teacher is. using differ from the way the
’ ; !

student sees himself. Teachers are likely to hear this
type c¢f cuss when the student considers the assignmént %o

pe "paby" work, as well as when it is perceived as too

difficult.

- b
i

'nis student was eventually able to restate her Teel-.

ings, indicating that the work was toc difficult, rather

G' . -
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than making use of éqofanity. The major focus should be

response to the issue, rather than to the language used.

Interracial or Intercultural Cuss

Statements that refer to a student's racial identity are
often ﬁeard in desegregated schools, sometimes in combina-
tion with other cuss words (e.g., "that wﬁite bitch").

Many teachers get upset about statemgnts with racial refer-
ents because they thought the social élimate had progressed
.beyond racial confrontations. Teachers must guard against
overreacting in these sitﬁatiénsd since students often use
racial descr%?tions as a means of identifying a particular

person in a radially mixed group.

Ingroup or Intraracial Cuss

Children may use what sounds li%g,a derogatory racial label
when talking to their peers (é;g., "you lazy nigger"). This -
practicé is often used, however. merely to convey a spirit

of co@;édery. The phenomenon confuses many teachers becausey
although children from within the beer group may tease each

~other in this fashion, individuals outside the group will

évoké an angry response by saying the. same thing.

Insulting Cuss or Namé Calling

Farb (1974) summarized the research done by Wi=:low (1969)
concerning derogatory epithets used by children. Almost
all examples of name calling by children fall into four

categories:

87
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1. Names baszd on physical peculiarities, such as defcrmi-
ties, use of eyeglasses, racial characteristics, and so
fortr. A child may be called "flat top" because he was
born with a misshapen skull; or, for other equally oD-
vious reasons, "fat lips," "gimpy," "four eyes," "pea-

nuts,™" "fatso," "kinky," and so on.

n

Names based on a pur or parody of the. child's own name.
Children with last names like Fitts, MecClure, Duckworth,
and Farb usually find them converted to Shits, lanure,

Fuckworth, and Fart.

3. Names based on social relationships. Examples are "baby,"
used by a sibling rival, or "chicken shit" for someone

whose courage is gquestioned by his social group.

4. Names based on mental traits, such as "elunkhead,"

"dummy," "Jjerk," and "smartass."

Other examples of thevphenomenoﬁsof the insulting cuss can
be fohnd in the work of Labov (1972).

One strategy often used by adults when they are the
objects of insult profanity 1is to feign ignorance and carry
out their activities as if they heard nothing. If the stu-
dent actually has the goal of insulting or aggravating the

Q
adult, nowever, this strategy will only escalate the ampli-

tude ana frequency of the behavior rather than reduce it.

Impulsive or Spontaneous Cuss

The sudden discovery of a solution to a problem or l.2aring

some astounding news may occasion spontaneous exclamatlons

88
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such as "damn" or "shit." This reaction of wonderment -
should not be considered cffensive, although teachers

should try to help students learn to monitor their spon-
taneous expfessions more éarefully and choosc apprepriate
words.: Occasionally a person will respond impulsively in

" a situation Where he or she is especially enthusiastic or
flustered. The mosﬁ common blunder is to say something that
is acceptable among peers but not appropriate with others |
(e.g., "Teacher, I would liké you to meet my biteh").

Disrespect is not the intent of such remarks.

Inguisitive Cuss

L student enrolled in a "specé¢ial" class for the mentally
retarded once asked, "Do teachers shit?" .When asked what

he was talking about, he said he had never seen a teacher
leéve class to go to the bathroom, so he wondered if teach-
ers ever did use the bathroom. The Inquisitivz Cuss is
usually the most direct form of cuscs_ng, because 1t réquires
some sort of answer and, if used correctly, can clarify
issues. The swear word used may be either an idiom or part
of thé content of the questiocn. VWhat the hell is wroﬁg

with vou?" is another form-of the Inquisitive Cuss.

Immobilizing Cuss

This type of cuss is used in an attempt to stop a person in

his tracks. For example, "Get off my damn back,™ or "Cut .
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the shit," can be . 1 as é "cease and desist order"”
mganing, "Stop talking , you're really aggravating me."
When this strategy is useq, thé person to whom it is direc-
ted often misinterprets 1@ spezker's intentions, belleving
that he or she is just % -ing to get attention. For this
particular cuss to be ef:zctive, the speaker has to Dbe
fairly certain that the person to whom the cuss is directed
will withdraw. Thus, before a full bloom iﬁmobilizing cuss
is uséd, there is usuzlly a check to see if the person finds

cussing aversive.

Instigating or Impzct Cuss

The intent of this cuss is tne opposite of the immobilizing
cuss. It asks thé recipient to explore his or her attitudes
or behaviors. Comments such as, "Whenvare you going to get
your shit togeiher?" or "I wouldn't take that bullshit if I
were you,® are examples. In essence, they are ‘a call to

action. If the feigned ignorance stratsgy is used to coun-

teract, you have really missed the message.

SUMMARY
The forms of abusive language discussed in this chapter do

not exhaust the varieties of profanity used in schools.

Certainly thé more experienced and proficient cussers can

_put together all kinds of_combinatidns with many purposes.

Seasoned teachers will listen with the "third ear" as



suggesﬁed by Theodére Reik (1i965) and respond to the issues
rather than the intonation and invectives of the presentation.
Most of the profanity used in schecol can be understood
and respecnded to effectively by the reductior ¢or elimination
of the rcot causes that produce frustrat}gn and, consequently,
profanity. There may also be some leéal implications involved.

Children have constitutional rights of freedom of expression °

that very well may be breached by the way that £ .100ls re-

uspond to their expressive language. With legal proceedings

increasing as students and parents question school policies,
practices, and preocedures, it would be appropriate to estab-

lish actions consistent with the law and sound pedagogical

'practicesl Euphemistically, treatment of profanity in school

is referred toc as "discipline."™ Much more serious considera-
tion should be given to this matter, because present practices
concerqing the treatment of profanity in schools frequently
escalate rather than réduce”conflict.

Expressions of frustration or discontent are not used
exélusively by individuals with acting out or behavioral
pr?blems, but are also used in some fashion by a significant
number of individuals of all races and social classes—the
only difference may be in intensity and frequency (MeGinnes,

19ﬂ9; Montague, 1942). Profanity is an act of fundamental

‘communication. If responded to correctly, the frustration

which precipitated it can be diminished and positive rela-

t_onships between student and teacher can be enhanced.
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5. Competencies for Educating Culturally Different
Exceptional Children

Helen Bessant-Byrd

The most critical determinants in the education of children,
Seyond themselves, are their teachers. It is the teacher
whc creates an environment in which children either blossom
or wither. It is therefbre imperative that attention be
given to what abilities teachers should develop and what
programmatic efforts are needed to foster those abilities.
Instructien of excepticnal persons, with ﬁheir Qaried
and épeciél needs, requires distinctive skills on the part
of.teachers.. Educators must not ‘only understand typical
patterns of human growth and development, but they must alsc
" understand the variations that occur in handicapped and
éifted persons. Teachers must learn how to personalize or
individualize instruction in order to be respohsive to each
learner, recognizing deficits and accentuating strengths.
Likewise, the education of culturaily or yacially dif-
ferent learners requires a skilled departure from curricular
content and techniques designed for "méinstream" American
socicty. To meet the needs of these special populations,

teachers also need to have a particular perspicacity. This

chapter examines competencies relating to values, philosocophies,
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traditional and contemporary life styles, human growth and

development, assessment, and the learning envircnment.

VALUES -

The teacher demonstrates knowledge of the rcle of a value

system and. is able to analyze and evaluate its infiuence on

behavior. This competency is listed first because it must
serve as the foundation for the teacher's mastery of subse-
juent competencies. The teacher who works with exceptional
-minority children shouldlhave a good self doncept. The |
te-cher cannot be confused about his or her own identity.
Secure feelings, and matﬁré thinking are requisite traits as
well. Excepfional minority children need teachers who exude
warmth_and_opehness——teachers who wiil not embarrass them or
#idicule them as they wrestle with the conflicts between the

'“‘*”9””—va&ues~of their"subcuiture anémthose which they experience
at school.

Emphasis shduld‘be placed on developing a child's self
esteem ,andythe valués of all subcultures should be treated
with respect (Wakabaﬁashi, Ayefs, Rivera, Saylor, & Stewart;
1978; Wolfe, n.d.). Teachers shodid nct arbitrarily impose
their own values on children. Rather, they should accept
the fe;lity of society and help the children to do the same.
Children shéuld also be helped to learn how to take control
of the direction of their own lives (Arnez & Anthony, 1972).

Tasks for developing this competency 1include:

1"
l\"j'
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1. Know your own value system.
2. Analyze the effect of your value system on behavior.
2. Xnow how to resolve conflicts.

4. Be able to modify your own value system.

 PHILOSOPHIES

The teacher demonstrates knowledge of the philosophy of

various cultures and exhibits, througp observable personal

behavior, an interest in expanding that knowledge. This

task requires teachers to develop a better dnderstanding of
éﬁd a greater sensitivityvto the belief systems of minority
cultures. This is critical td the adjustment of the cultur-
ally different child (Chinn, 1979). Teachers must also
evince a positive attitude toward the diverse individuals
with whom the§ worg;

~ The literature is replete with articles addressing
teacher attitudes toward exceptional children. Although
some of the research findihgs_are equivocal, they generally
concur on a significaq&gdifect relationship between teacher

attitudes and learner performanée. It has been documented

"that regular education teachers have lower expectations of

children who are labeled as handicapped than they do of
unlabeled children with identical tra2its (Gillung & Rucker,

1977). Research on values of Black people {Bessant-Byrd,

' 1980) corroborates the conclusion by Hobbs (1975) that

. : 5 .-
» ’ 1ug



"attitudes toward racial differences can influence rapportc
and thus may have a deleteriou§/e§£€€f‘dn the child’s test
scores and general performance” (p. 239). Wakabayashi et

al. (1978 concluded that:

If professionals . . . are going to increase
their efforts in serving the handicapped
Black, they _re going to have to examine and
change some of their attitudes. It is im-
possible to objectively help the handicapped
Black develop to his fullest potential if
prejudiced attitudes are not recognized and
dealt with by the educator himself.(pp. 435=
436) '

Tasks for developing this competency include:

-3

Investigate the philosophy of various cultures from a

historical perspective.
2. Stuiy contemporary thought of various cultures.

3. Evidence interest in various cultures through voluntary
choices of activities.

- TRADITIONAL AND CONTEMPORARY LIFE STYLES

The teacher uses relevant information and materials charac- .

teristic of both traditional and contemporary life styles

of various cultures for developing curriculum content. It

is important that teachers possess a basic knowledge of
similarities and differences within and across cultures.

Indic~~ of culture, such as styles of verbal and nonverbal

commlicication, the recle of time, and social value patterns




\ .o b

should“be'?eli understood’ (Hall, 1976; Lonéstreet, 19785 .
The teacher ought to have z basic knowledge of mainstream
American culture, majer ethnic and racial groups, and spec-
ific unique customs indigenous to the community in which
the teacher works.

The index of culture wnich probably receives the
greatest.amoent of atteption is verbal communication or
lahguage. Failure to speak standard English often sefves
to cast an individual into "second class" statue. Cultural
differences regafding the concept of "time" can also create
major'pfoblems. Certain Blacks and other ethnic groups mav
plaee little value on promptness. Instead of recognizing
this as the culfural difference that it is, many Anglos
view it as a form of rebellicn (Asbell, 1963).

’ Teachers need to know the heritage_of various imerican
ethnic groups, including their rcots in the coﬁntries of
their_origin and their history since their arrival on Amer-
ican shores. Additionélly, teachers should understand the
chronoclogy of events in the history of education as it per-
tains to minorities in America. Knowledge of traditional
life styles'of various minority groups and ﬁhe adversities
they have suffered provides the nececsary basis for under-
standing conteﬁgorary life styles and the scars that remain

for many.
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" Educators and others, however, must recbgnize the
broad.scopé of life styles wnich may be observed within any
given cultural or racial group teday. We must not conclude
that all Blacks, Spani§h speaking people, or -Incians are
poor, nor that all of the poor ére Blacks, Spanish_speaking,
or indians. There are multitudes of poor White pesople in
America as well as many other minorities.

It is a Awi‘dely held\\\tzelief‘ that the,\;alues or life
sﬁyles of impoverished or di§§dvantaged“peop1e are lnade-
qyate;‘are out of synchrony, or have nocthing to offervthe

dominant culture. Every effort should be made to correct
T . N )

‘misconceptions concerning racial, ctltural, and ethnic
2

\ o~
. [ o
differences. Wolfe (n.d.) commented tnat

v

-w-— Many who are ecpnomically disadvantaged cone
from homes where emphasis is placed on such
middle ciass values as honesty, self~reliance,

- ) "inigiétiQe, cleanliness ‘and neatness, civie
’responsibility, and educaticn as preparation
for adulthcod . . . [Many also] have develoned

. | - unusual ‘responsibility for others and loyalty
in their gqgups.‘ Their humer, physical or
manipulative skills, and p;agmatism are vir-
tues to be emulated and r§§pectéd.— Indeed
the,dualitieé which make for heélt@y person-
ality and matufityaarefnof ‘he excfgsivs
monopoly of any culture gro.,. (P- 1)

Nl

~

e
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It is also important that teachers khow.the history
of special education~in America. Like the education of
-Black Americans, the approach to educating the handicapped
‘has proceeded from no educaticn to "separate but equal”
(which was not ‘really equal) to full integration (which
. nas nct yet been realized for either population). Teachers
should activ;iy seek coccrtunities to participagé in the
social and cuipural activities of tue populations\w;th

>

which they work. <Such experiences provide the basis for

cevelcping relevant curriculum. |
Tasks for developing this competency includei
1. Know thc cultural relevance of exicging curricula.
2. Be acle to design relevant instructional'materials
that complement existing curricula.

HUMAN GROWTH AND DEVELOPMENT

Thé~teachef understands -different patterns cf human growth

" and development within and between cultures. For a teacher

to interact appropriately with exceptional minority chil-
dren, it is;necesséry to understand theirlcodes of conduct
énd their cultural milieu. Knowledge of typical human '
growth and development,.in‘the context of information about
Specific cultural practices,is_prerequisite. For example,
many Black children hardly speak in school; 'It'is often

assumed that these children are deficient in innate ability,

-

but it 1is far more likely that their nonverbal behavior is



a response to negative attitudes of teachers toward their
"nonépandérd dialect. |

The learning characteristics of the Black child have
moSt often been evaluated from the perspective of a cultural
pathclogy model which presumes the learning characteristics
of White children to be the norm (Taylor, 1974). From this
perspective, Black children may indeed lack somé of the cog-
nitive skills of White middle class children; on the other
hand, the reverse may also be true. It is important to
recognize that children may not be in synchrony with teacher
expectations because the cﬁildhen are different, not because
they are deficient. The concerned teacher seeks information
from the community and maces overtures to the children and
their parents_that demon%trate awareness anc sensitivity.

t is all too easy for minority families to becomg distrust-
fui and develop fgeliﬁgs of alienation (Comer & Poussaint,
1975). |

| Tasks for developing this_competency include:

1. Know basic milestones of human ghowth and development.
2. Identify anticipated cuitural differences related to

' social, physical, cognitive, and emotional development.
ASSESSMENT

The teacher recognizes aotential cultural and linguistic

biases in the composition, administration, and interpr-=ta-

ticn of existing assessment instruments. The content and
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use of standardized tests in the assessment of exceptional
Black, Spanish speaking,.and other minority children has

been a primary concern for some time. Barnes (1974) stated

[

that:

For too long, tests have been used in a

psychologically damaging way with disadvan-

taged, and especially poor black people. -

They have been used to exclude réther than

include; -they have been used to paint a

picture of an inferior being, biologically

or socially, or both. (p. 143)
The literature is replete with evidence of the unfair treat-
ment of minority persons through use of standardized tests.
Children are penalized for differences in dialect, pronunci-
ation, and experiential background. The Education for All
Handicapped Children Act (1977) seeks to address this issue.
The regulations stipulate that "testing and evaluation
materials and procedures used for the purposes of evalua-
tion and placement  of handicépped children must be selected
and administered so as .not to beiracially or culturally
discriminatory™ (§121a.530). "Except when it is not feas-
ible, tests should be given in the native language or other
mode of communication of the child" (81212.532)

Several attempts have been made to modify existing

instruments and to devise new ones. Research by Mercer

and Lewis revealed that "sceciocultural factors account for

19-27% of variance within the Black population . . . Black
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and Spanish surname children from sociocultural backgrounds
similar to the Anglc majority perform as well on intelli-
gence tests as the norm population" (p ix). Given this
information, along with other findings, Mercer develcped a
battery of instruments, including an<abbreviated form of

a conventional intelligence test and a newly devised socio-
éultural scale, for which norms specific to several cultures
were established.

Some states have ruled the use of individual intelli-
gence tests 1llegal. Some modifica%ticons have been made in
existing instruments, énd new instrumenfs COntinueito be
developed to assess éxceptional minoﬁity children. Efforts
to obtain nondiscriﬁinatory infofmation-on student abilities
continue. o : -

Tasus for developing thils competency include:

1. Know the linguistic patterns of various cultures.

2. Recognize biases invlingUistic.styles of assessment

instruments.

3. Identif} culfural biases in existing assessment

instruments.

L.  Recognize the cultural and linguistic constraints
involved in the administration of assessment

instruments.

5. Understand the standardization process.

102



N

THE LEARNING ENVIRONMENT

The teacher demonstrates the ability to provide a flexible

learning environment which meets individual needs of

‘learners from various cultural groups. Armed with the

'significant background of knowledge previously discussed,

teachers are challenged to provide educaticnal experiences

which best help excepticnal minority children exercise

“their learning'potential.' Listed beiow are some specific

poincers for teachers of Black children. Many of these

items are agplicable for other minority groups as well.

1. - Model the behavior you expect in your students.
Children read clearly tne :onscious and nconscious
messages sent by the teacher (Grier & Cobbs, 1968;
Tiedt & Tiedt, 1979). - :

Make your expectations known in a friendly, calm, and

confident manner (Comer & Poussaint, 39875).

3. Do not ovefreact tc hostility, since the child's
disthust, testing, and fear will disappear as soon
as you demonstrate that ycu are falr and working in
the best interest of the}chiid (Comer & Poussaint,
1975) .

4. Focus on the rich cultural heritage of,Black.Americans,
giving the child an identity base; foster a feeling of
pride in ethnic group membership and an awareness of

mutual gain through cultural diversity (Christian, 1974).

5. Help the éhild~to learn to speak and write formally
while you respect his informal -language (Comer &
Poussaint, 1975).
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Have the child keep a record of individual progress
toward established goals. Help the child to become
goal oriented and motivated through establishing

(@)Y

routine activities (Comer & Poussaint, 1975).

7. Praise what is'praiseworthy while pointing out errors
(Comer & Poussaint, 1975). '

8. Accentuate the positive; use the abilities of Black

children, such as keen sense of the dramatic, joy in

dancing, creative imagination, memory of the lyrics
of popular songs (Palmer, 1979).

- Many publications are available which c.tline Specific
instructional activities designed to‘promote understanding
.and appreciation of one's own and other cultures (Banks,
1975; Jarvis, 197%; Seelye, 1974; Tiedt & Tiedt, 1979)}‘ The
‘/f”““ ‘ideas they offer can be aﬁplied in theicontext of instruc-
' tional strétegies and techniques for éducating exceptional
~ children (Gearheart, 1980; Reynclds & Birch, 1977; Tﬁrnbull,
1979) . |
Tasks for developing this competency include:

1. Know the fadtors that.comprise a sound learning

2. Recognize and analyze variations in thz components

of the learning environments.

3. Design learning environments appropriate for

individual learners.
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