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The collectio’r of pap‘ers this volume reprecents the collaborative effort
of a number of educators in theield of bilinguai education to extend effective
educational opportunities to native speakers of Portuguese. Since the implemen-
tation of Portuguese: bilingual programs in the United States some nine years
ago, much” success has been achieved. However, this success has not been easily
att. ned, considering the paucity of scholarly research in Portuguese bilingual
education. Such neglect has historical precedence, as pointed out by John J.
Nitti:

For some time, the study of the Pbrtuguese language
had been relegated to a position of minor importance in
the curriculum of American colleges and universities.{1)

The above statbment s undeniably true, yet difficult to comprehend.
Over one hundred million people on various continents use Portuguese as their
vehicle of communication. In New England alone, a sizable portion of the
population is Portuguese-speaking. The infiux of Portuguese immigration has
been most heavily felt in the southeastern New England region, especially
Rhode Island. Since the changes in immigration quotas in 1965,

"~

“ The largest groups of limited English speakers have
arrived from Portugal, the Azores and thé Cape Verde
Islands. The 1975 Annual Report of the immigration and
Naturalization Service, Department of Justice, dramatic-
ally documents the tremendous influx of arrivals whose
country of allegiance has been Portugal. Between 1820
and 1975 3 total of 411,136 immigradnts arrived in the
United States from Portugal or Eemtories controlied by
Portugal. Of this total, 113,773 or 28 percent arrived in
the tan-year period from 1966 to 1975. During the
pertod of 1951-1960, the number of immigrants from
Portugal placed it 15th out of thirty-two countries con-
sidered- Europe by the Immigration-and Naturalization
~ .vice. During the period 1961-1965 it ranked 10th.
Between 1966 and 1973, it ranked 4th each year as the
country of allegiance in 1974 it had moved to 2nd place
and 1n 1975, immigrants from Portugal exceeded those
from all other countries considered Europe. {2)
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The gvave of Portuguese |mmig§ants to southern New England has had
a considerable impact on educational agencies and public schools, creating
sericus educational dilemmas. As a result, schools have reported a myriad .of
problematic situations concerning the education of Portuguese-speaking stu-
dents, as well as a high rate of attrition among this student ponulation.

The difficulty of local educational agencie$ in me2ting the needs of
Portuguese-speaking students stems mainly from the lack of trained personnel
who can effectively deal with the educational and psychological problems of
these students. This lack is a reflection of the neg'ect by institutions of higher
education in southeastern New England in the preparation of qualified educa-

*tors in the field of Portuguese studies. The few institutions offering a major

in Portuguese are mainly private colleges and universities which are beyond
the economic reach of lf’ortuguese 1mmigrants. The public colleges and uni-
versities which do offer Portuguese as a field of study generally have procrams
limited in scope and resources, while most ethers offer even less or nothing
in Portuguese. .

Consequently, there has never been a viable tradition of Portuguese
scholarship in this region that would inspire disciples to carry out scholarly
research ¥ the field of Pqrtuguese studies. The paucity of research in this
drea has prompted me to seek Portuguese educators from various disciplines
to present their research findings in hopes that they will help teachers in
Portuguese bilingual education more “effectively address the needs of this
student population. While this collection of papers does not pretend to be
a panacea for the numerous problems we are confronted with in our field
of study, it does identify areas of difficulty and establish direction for future
research. It is t0 be hoped that our text will motivate others to undertake
more exhaustive research and test the many hypotheses and assumptions
which are constantly being voiced in Portuguese bilingual educatior.

D.P.M.

»

(1) John J Nitts, 21 Portuguese Verbs, (New York Barron’s Educational Series,
1972).

(2) The Need to Develop a System for the Assessment/”esting of Portuguese-speak ing
Students+ Curriculum Research and Development Center, the University
of Rhode island, 1977 -
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As a concise picture of Portuguese/English bilingual-bicultural programs
in the United States, this essay intends to give a curscry historical account of
the Portuguese vis-3-vis this educational approach with the ultimate aim of de-
scribing the status of Portuguese studies in.American education today. Al-
though this djscussion will predominantly deal with bilingual programs on the
elementary and secondary levels, somE& attention will also be given to the na-
ture of Portuguese studies programs in colleges and universities. While refer-
ring to bilingual and Portuguese studies, it is difficult to remain strictly within
pedagogical boundaries for the subject involves cultdral ‘pluralism and the so-
cio-economic-political problems that surface when an immigrant group begins
to relate more seriously to the larger society. Thus, sociological and educa-
tional comments will be made with the purpose of illustrating the ramifica-
tions of this subject upon the society as & whole. It must be kept in mind,
however, that the sociological implications stated in this essay are from an
educator’s historical and empirical perspective of Portuguese bilingual studies
and consequently should be viewed.as such. Neediess to say, interdisciplinary
studies combining bilingual education with the social sciences are still wanting
in spite of some initial groundwork. Therefore,in the spirit of making a con-
tribution in iight of the paucity of material specifically addressing the Portu-
guese, this study will attempt to identify some of the educational and social
needs as well as the problefis pertinent to this group from a viewpoint that re-
flects an educator’s practical experience in this field..

The Portuguese presence in the United States has been historically noted
since the arrival of the Portuguese Jews in Newport, Rhode Island in the sev-
enteenth century. However, significant numbers of Portuguese immiggants ar-
rived during the whaling heyday of the nineteenth century and the i ustrial
revolution of the twentieth. Such cities as New Bedford, Fall River, Salem and
Providence reflect the results of both periods of migration and, moreover, at-
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test to the maritime historical experience so intrinsic to the Portuguese ethos.
(However, a definitive recognition of this cultural-and historical contribution
to the American scene has yet to be made.) Except for immigration laws es-
tablishing restrictive quotas, particularly during the first decades of this cen-
tury, Portuguese immmigration has continued since the late eighteen hundreds
with larger and more notable numbers arriving in the United States towarg the
end of the 1950's wher: the volcanic eruptions on the island of Fayal, Azores
prompted Congress to pass the Azorean Refugee Acts of 1958 and 1960 in-
" citing mass immigration (1) Since the new immugration law of 1965, more
than 100,000 Portuguese have arrived in the United States. Surveys completed
by local sociologists indicate that the majority of the Portuguese population
comes from the Azorean archipelago and that there are more Azoreans living
on this continent than there are in the Azores. (2)

United States-Census figures reveal that the Portuguese-speaking com-
munities in New England, New York, New Jersey, and California total approx-
imately one million, with Southern New England constituting one half a ’
million Portuguese speahcrs within a radius of 50 miles. Among the school,
populations in these Eastern communities there are youngsters from the
Azores, Madeira, Cape Virde, Continental Portugal, Brazil, Angola and Mo-
zambigue. Although from a common Portuguese heritage, these children do

’

~ represent a myriad of hinguistic and cultural differences with the Cape Ve, -

deans being the most unique in their creole language and mixture of African
heritage. This diversity naturally underlines the duffuculty in meeting the needs
of this-population as well as in creating curricula and instructional materials
that will be relevant and useful. Moreover and above all, this diversity |mpmges
upon the very establishment of Portuguese bilingual programs in some com-
munities where the problems are, on the one hand, conveniently ignored due
to their magnitude and thus unresolved, or on the other, raferred to unsympa-
thetically *as ccmmon growing pains of |mm|grat|on Local prejudices in the
form of such aclages as — «| was an immigrant but | made it» — do not.simpli-
fy the situation given that such discrimination within, as well as outside the
sub-group, only serves to confuse the larger society’s opmions as to the moti-
vations and possible achievements of the rising immigrant community and ul-
timately the dominant society’s desire. to provide political and educational
support. As a result, advocacy for such programs, regardiess of federal and/or
state fundmg, is somewhat ‘precarious because beyond such controversial is-
sues as cultural diversity vs. assimilation, the case for bilingual education as a

Q J
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viable pedagogical approach js still being debated: by American educators and
the public-at-large. Thgs for the Portuguese, and other ethnic groups who are
looking for their place in the American sun, the struggle becomgs more diffi-
cult since present-day educatior.al methods and socio-political issues regarding
ethnicity are often clouded by local and regional opinions that over decades
have fostered myths and prejudices about the immigrant group. As with other
waves of immigration to the United States, Portuguese immigration always has
been motivated by economic survival. With the Portuguese revolution of 1974,
emigration front Portugal-has become in part political, yet despive this recent
development, it continues to be mostly economic, drawing mainly humble,
poor, and rural individuals to the small industries and agricultural areas of
America. Progress and the climb up, the socio-economic ladder have been slow
and difficult because along with the daily burden of hard work, such factors
as the language barrier and local prejudices become counter-productive 10 suc-
_cess. In the case of'the Portuguese, attitudes labelling them retarded or unin-
terested in education have closed doors as happers frequently in the public
schools with Pertuguese students who are advised by guidance counselors to
take general or vocational courses which these educators feel are better suited
to their Portuguese nature. Unforturately, this type of behavior has heen
* symptomatic of the Arfierican experience with peoples of different backgrounds
and persuasions. Predisposition toward and personal contact within another
culture have not been ccmmon experiences for many Americans. Our some-
what geographically isolated and ethnocentric capitalist world has fostered
within us much ignerance about the intimate and diverse characteristics that
‘otHer people possess As a result, there is much mythifying about the behavior
of other groups such as the Portuguese. Unawareness of the Portuguese ethos
has izad many people, evén scholars, to simplify or generalize about them asa
* group. The Portuguese are a fine example of this mythification process. They
are often viewed as humble, hard-working people who have little interest in
education and the intellectual future of their children. Disputable studies
made by such scholars as Edward A. Rnss in 1914 and Donald Taft in 1923
ciassify the Portuguése as retarded and also describe the sanctity of the Portu-
guese family as a unit for economic survival and advancement which ultimate-
ly eradicates any chance of individual progress. (3) While there ‘may be some
truth regarding the Portuguese belief of strength through family unity, the
statements on lack of.intelligence and disinterest in education reveal a dismis-
sal of language handicap prablems and an oversimplification of the Portuguese
experienge in America.

QO ) -
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In the spirit of demythifying some of these misconceptions, we believe 1t
would be helpful to single out one example of the Portuguese experience in
America by briefly describmg a facet of the Azorean experience. Here, our In-
tent is to.demonstrate that with some knowledge of a people’s cultural back-
ground, one can arrive at a closer picture of the realities involve.J with their
cross-cultural existence

* ~ In order to describe the Azarean experience in terms of education and
fan.'ly values and aspirations, it is important to stress the word — isolation. (4)
This word alone has great ramifications for understanding and ermpadthizing
with this community from a social, personal, psychological, educational and

. behavioral point of view, This isolation 15 ever present if one considers from a
geographical stance an Azorean island with its mountains and valleys, humid
and cloudy weather, volcanoes and hot springs that induce fear; and strong
family ties that discourage mobility. In the rural areas, there 15 little travel ex-
cept from home to village with very httle village to village communication.
One ctiurch and maybe one cinema become, beyond the public square and a

“few local éommercial establishments, the center for socialization. The sea and
maritime distance enhance the isolation and are dramatically noticeable from .
early childhood. . . ’

In this ambienrce of natural as well as social isolation, class differences are”
great and thus clearly delmeate and cerent one’s positionon the social.ladder.
With this cultural baggage, one can begin’to appreciate and predict some of
the experiences that set the stage for the cultural barriers that Azoreans have
to overcome when they come into contact with American society and its
school system. ’ .

The Portuguese immigrant child’s situa*ion becomes even more provoca-
tive when one considers his or her family’s past experience with public educa-
tion in the islands. Until 1968, Azorean and Portuguese schools were very tra-
ditional with only four years of obligatory study In 1970, while 6 years of
basic education became law, there still remarned a standard, impersonal ourri-
“culum with little regard for the speciak needs ot the Azorean child. Classrooms

. were bare with plain walls eXdeept for a crucifix, a map and a picture of the
President of the Republic. Although the 1974 political revoluticn initiated
cultural and educational reform With more modernized materials and tech-
niques, much has yet to be fully implemented.

With an elementary schoo! education and little accessibility to costlier
secondary schools or a university, ssmpler and more humble famulieg prepared
their children early for work and their subsequent contribution to the welfare
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of the family which was under constant threat due to unemployment, low
wages, and the hard life of a precominantly agricultural existence, especially
in the rural areas of the islands. In the past, such a hfe made it practically un-
thinkable for alaborer's son to have a gomplete formal education. The univer-
sity was for an elite and not for jaborers. This mentality sufaced nct cut of
choice, but use of the way of life. University instruction was only accessible
on the maiffiind until the recent founding of the University of the Azores In
1976. Consgtjuently, With no meaningful objective for school attendance, edu-
“cation for many was| interpreted as a burden until one finished the compul-
sory years. A

These observations are only a few of the cultural elements that cause
conflict for Portuguese children coming from a rural school system such as the
one described above. Clearly, the Azorean student can encounter serious ob-
stacles and entertain many frustrations early in his English-speaking new world.
These comments can thus serve as a partial explanation of the numerous edu-
cational drop-outs that have labeled the Portuguese-in this country 4 non-in-
tellectual group. For recent arrivals and even first generation, the possibility
of a fine position or a career is slim. Better, educational opportunities and ad-
vancement have dsually been more readily"available for the subsequent genera-
tions who are obviously more American and thus better prepared to take ad-
vantage of America’s educatiorial offerings. However, given the character of
Portuguese immigration and the ghetto-like and rural mentality discouraging
‘ts members to venture forth beyond familiar boundarizs, professional and in-
fluential Portuguese serving their group and the society-at-large have been lim-
ited in nurnber. With a small.group of inrefatigable leaders, tne Portuaguese have
had minimal representation on tne “american socio-political and educational
scenes but in the future with bett.r prepared representatives they could avail
themselves more of their constitutional rights as well ag the many advantages
open to them as residents and citizens of the United States. Of course, central
to these needs and problems is the very issue of education, not as a panacea,
but raghler as a platform upon which the individual ‘can develop to his or her
fultcapacity. .

Fortunately, in the iast ten years we have witnessed some gradual changes
from the melting-pot ethic to the mosaic or culturally-diverse society. The
struggle for human rights and the development of bilingual education in the
face of a steady flow of immigrants have contributed to this change. Yet, to-
day we are only beg'nning to grasp the extent to which the rnelting-pot ethic
has eliminated values, ways of life, modes of expression and potential contri-
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butions to society that should have been nurtured and cultivated in our schools
and subsequently n our lives. Some schools are trying to refiect the cultures
of their school population with bilingual/bicultural education via the use of
their language and the presence of many cultural traits representative of the
different civihizations. And thus it is with this ideological approach that we be-

lieve ther= :s hope for all groups, including the Portuguese.

Aruitoxt provided by Eic

With this p eface, we shall now proceed to discuss the Portuguese vis-a-vis
bilingual education as well as the different communities and regions with their
educational models and their contributions in addition to the realities and the
socio-economic and political implications therein. While we will touch upon as
many communities as possible pertinent to our study, it is obvious that we
cannot describe in detaii every program and town. Rather, from a chronologi-
cal/historical stance, we will illustrate the development ¢? Portuguese/English
bilinguai education by examining some of the initial and major projects and
therr relationship to thg respective jocal communities. Later, reference will be
made to the relationship between Portuguese university programs and these
projects which in turn should iead us toward some implications and conclu
$10ns as to the state-of-the-art, so to speak, of Portuguese studies and bilingual
education in the United States.

rhe National Bilingual Education Act of 1968 mandated and thus called
attenticn to the use of two languages as media of instruction in an integrated
school program. However, this approach to teaching is hardly new when one
considers the bilingual schools of Europe which often served a more elitist
group, or the parochial schools of America in which the good nuns taught the
curriculum, in English and also in the language of the community they were
serving. New England has a history of such parochial schools with a consider-
able number being French due to the existence of the Canadian-American
communities. In such cities as New Bedford and Fall River, however, a small
number of Portuguese parochial schools flourished for some time. Interesting-
ly, these schools were rarely interpreted as bilingual schools because their pa-
rochial nature often overshadowed other asprcts of the curriculum., Moreover,
as private schools, they were not representative of the American mainstream
and thus, except for the reputation of having demanding ci'rricula, they were
not educationally of interest to the general public. Besiu.s these parochial
schools, there did exist another avenue in'some communities for those Portu
guese families who insisted upon providing their children with a Portuguese
education. Sporadically, the Portuguese government helped institute and sup-
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port in several American communities where there was a heavy concentration
of Portuguese immigrants, small schools with usually one teacher who taught
the basic curriculum of reading, writing, history and culture in Portuguese.
Similar to our country schoolhouse, th@ Escola Oficial Portuguesa frequently
heid its classes in old, dilapidated buildings or, in most cases, in back rooms °
and social halls of Portuguese sports clubs where rent would be free. These
cless took place in the afternoon several times per week with students at-
tending these sessions after their public school program. As a means of dissem-
inating the language and cuiture of Portugal, these programs, while struggling
to survive, provided an important service to the Portuguese community and
were a testimony to the need for such instruction. Often the teachers of these
schools were dedicated individuals who received low wages but continued
their work out of loyalty to the students and their heritage. It s this degdica-
tion that has blessed some Portuguese communities with instruction that oth-
erwise would never have been offered.

An outstanding case of dedication and perseverance Is the work of Miss
Laurinda Andrade, a public high school teacher who as a determined young
immigrant worked to receive a high school diploma proving that she was col-
lege material. After graduating from Pembroke and Columbia University and
working in Washington, D. C., she returned to New Bedford, her adopted
hometown, where in 1945 she began to teach Portuguese 1n the local high
school. In the face of much opposition from administrators and other lan-
guage departments that considered Portuguese to be less legitimate than French,
Latin or German, Miss Andrade forged forth and established a four-year pro-
gram_with college preparatory students taking Portuguese as one of their for-
eign languages. The National Defense Education Act which in the late fifties
declared Portuguese as one of the five critical languages to be learned was very
much in concert with this teacher’s efforts. Miss Andrade’s work, primarilv in
the vein of Portuguese asa Foreign Language, nevertheless represents the spir-
it and desire to offer an education that identifies with a child’s heritage. Her
interesting autobiography, The Open Door, captures this spirit and the contri-
bution she has made to Portuguese studies in the United States. Also, such
commendable work heralds the movement of this decade which seeks to give
every child an equal educational opportunity. '

Looking at the general history of earlier Fortuguese language studies on
the elementary and secondary levels in Amesican education, one can clearly
see that their existence did not have national impact. {5) It is only in the early
sixties that bilingual education gained the reyional attention that subsequentlv

b
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led to national legislation and recognition. Here we are talking about the Cu-
ban experience in Miami and the comnutment of the Cuban people to the lan-
guage and culture of therr origin. As political emigrés the Cubans struggled
with their own resources such as refugee funds to provide their children with
an education ‘.at w~.ald reflect their cultural heritage. As a pohtical and edu-
cationally-oriented immigrant population, the Cubans made an impact upon
American publi. education with their implementation of bilingual schooling.
This effort was noted and admired, serving as an example of community sol-
danty. Also, educationally the Miami project served as a model for later pro-
grams throughout the country as was the case with the first Portuguese/En-
glish bilingua! mainienance program at the Fox Point Elementary School in
Providence, Rhade Island.

Aware of the increasing influx of Portuguese students into the Providence
School System during the sixties, ESL classes were established to assist these
children in making an easier transition to regular classes. Nonetheless the Por-
tugriese immigrant child coming into the Providence area and specifically the
Pui tuguese neighborhood of Fox Point adjacent to Brown University, had
been recewving all instruction in English. With the national bilingual legislation
of 1968 and the Title VI allocation for the impleinentation of a few initial
demonstration projects, a small aroup of Portugusse parents and university
families living in the Fox Point area, along with educators from the Providence
School Department and Brown University, met to draw up a proposal for a bi-
i-ngual progra.n to meet the needs of the Portuguese child. After being awarded
a grant ‘rom the U. S. Utfice of Education in the Spring of 1969, bilingual
educatio: for the Portuguese was launched. As principal investigator, the
Providence Schoo! Department worked jointly with a team from Brown Un-
versity responsible for the teachar training and instructionat components. This
phase of the project immediate'y led to the founding of th2 Brown Bilingugl
Institute, a training program that has lasted for a decade and has worked
closely vatii Fox Point and other Portuguese projects of Southern New En-
gland.

Following e dual-medium curricular model of the Coral Way School in
Miami, thz:Fox Point program began with grade levels One and Two, each
with an Anglo and Portuguese ciass, in a back-to-back format with the Portu-
guese 2nd Anglo teachers sharing the curriculum of both classes and bringing
the chiidren together for group activities. This maintenance program with-its
team-teaching component was predicated upon the concept of skill transfer in
which subject matter learned in one language was transferred to the other
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without being retaught, but rather dritled and evaluated in the respective sec-
ond language. (6) Equipped with a group of teachers who diligently worked to
make this concept function, this program began at one point to serve as a
model for otner Portuguese programs given its instructional concept and the
coordination among the teachers and the teacher trainers As one other exam-
ple of the success of the Fox Point experience, the first grade reading program
deserves mention. Here the teaching of reading for both groups was organized
in such a way as to allow for individual teaching styles and materials represen-
tative of both languages and cultures as well as a coordinated method for the
teaching of reading which presented such concepts as word-attack skills with &
technique that was common to‘and comfortable for both the Anglo and Por-
tuguese children. The stress upon a method fami'.ar t both groups and lan-
guages In the teaching of reading and other subject matter was made with the
expressed purpose of further enhancing the transfer of sk:lis process. Years
later as the Fox Point School began their middle school program, the Portu-
guese students were functionally bilingual being able to perform well in all
aeas of the curriculum via English.

At the close of the five-year federal funding cycle in 1974, the Providence
School Department then began to assume most of the costs of the program
and at the same time initiated transitional bilingual education with ve<tiges of
the earhier maintenance program still heing practiced in grades One and Two.
Today, as a bilingul educational pro¢ram that is supported with local, state
and federal funds the Providence program still of fers an instructional compo-
nent in the lower grades that is efficient and well coordin: .ed. In addition,
teacher-made matenals for the first grade are impressive and reflect the efforts
of some dedicated personnel. On the otiicr iand, while bilingual/bicultural in-
struction 1n Providence is being made available for the midd < and high school
levels, a program as well coordinated and as well ‘staffed as the one at Fox
Point has yet to materialize. - ,«

Before discussing other Portuguese projects, it would be helpful to note
that one common problem to all 1s th¢ role of parental involvement. Here, it
is worthwhile to allude to the Fox Point experience because while there
is no easy solution to the problem, this program has been partially successful
in having parents participate in the decision-making process. Keening in mind
our earhier statements as to the feeling of /jso/ation in the daily part of the
Azoreans, the largest immigrant group in Fox Point, one can understand how
it would be difficult to engage parents given that they are unaccustomed to
venturing beyond home and work Moreover, the language handicap precludes
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communication, especially outside familiar surrourdings. Parents encounter
on a daily basis demeaning situations 1n which their inability to speak English
causes enough embarrassment to them and their children. Visiting a school or
a teacher that does not communicate in Portuguese is a humiliating experience
they would prefer to avoid. Consequently, unless they are familiar with ttie bi-
lingual nature of the schooi and are encouraged, often led, to speak with the
Portuguese teacher, parents who work a hard day and/or night are not predis-
posed to deal with the school. At Fox Point when parents were needed for im-
portant meetings, they were contacted by the Portuguese teacher-aides who
lived in the community. This door-to-door volunteer network, though de-
manding, resulted in familiarizing the parents with the American educational
process via their own language and people. In addition, these aides served as
guides bridging the cultural gap and drawing parents out of their self-enclosed
world. Aithough the process is siow, the results can be rewarding. This problem
has continuousty repeated itself in niany Portuguese communities and Fox
Point’s management of the situation 1s offered here as a suggestion. Of course,
Fox Point 1s @ somewhat self-contained neighborhood neatly ensconced on
the East Side of the city making it geographicaily favorable for the establish-
ment of an efficient internal network of communication.

Other Portuguese projects were soon funded by Title Vil, thereby calling
more attention to the needs of Portuguese children. By 1970, in addition to
Providence, there existed Portuguese projects in Nev: Bedford, Massachusetts,
and 1n the ABC Unified School District outside of Los Angeles, California. Al-
though each of these projects had a different range of instructional service giv-
en the different concen.ration of their school populations, both served the
lower grades with special attention to the kindergarten level beiieved to be im-
portant for preparing the child with the proper readiness skills in his/her own
language Caiiformia teachers who oniginally had worked on this level later pro-
duced . eadiness package that has been published by the Bilingual Network
of Centers

On the East Coast, the New Bedford program is a provocative one for it
witnessed open controversy In a community that he, a s:zeable Portuguese
colony n dire need of sound bilingual instruction. Unfortunately, and despite
the efforts of some Portuguese educators, the program, though successful in
teaching and in a few areas of original matenials such as language arts, had an
uphill struggle with constant opposition from the local intelligentsia, adminis-
trators, educators, and the established commanity, who were wary of this
educational model and who apparently harboured reservations about a special
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program designed to assist the city’s largest immigrant population. The mythi-
fication process as to an ethnic group's behavior and interests discussed earlier
in this essay directly applies to the New Bedford experience. Sterectypical at-
titudes implying a Portuguese incapability for high inteliectual achievement
coupled with a rzluctance to innd services to a group that was felt to be unde-
serving, summarize the tone and perspective of the established community in

_power. Also, with the Portuguese immigrant as historically the more notable
backbone of the city’s local industries, 1t was as if they were no{'kxpected to
aspire to higher goals. Furthermore, it would not be an exaggeration to sug-
gest that bilingual education represented a threat to the established communi-
ties of New Bedford since improved education for such a large minority could
mean an eventual cnange in the social stratification of the city. That bilingual
education was discouraged and to a certain extent outlawed, in spite of suc-
cessful government funding and a State law mandating transitional bilingual
education, is indicative of the misconceptions, prejudices, unconscious fears,
and harm that can accumulate in the face of ignorance. Much is to be gleaned
from the New Bedford scene, especially in the realm of community reaction
to bilingual/bicultural education. Providentially, zfter the threat of litigation
and the tenacity of the Civil Rights Office and the State Office of Educaticn,
New Bedford is complying and providing a just program. All of this controver-
sy should not minimize the work of the bilingual teaching and curricular staffs
who have produced elementary and middle school materials, as well as testing
and audio-visual packages that merit examination for more extensive use in
other projects. This type of evaluation is being completed by the National
Portuguese Materials Development Center at Brown University in its study
and assessment of these and other teacher-made materials.

As other programs were beginning to surface in Massachusetts and Rhode
Island, different models serving the unique characteristics of each community
were being developed as, for example, the trilingual project (Portuguese, Span-
ish and English) of Pawtucket, Rhode Island. However, the next program that
merits special note is the Fall River Title VIl bilingual project funded in 1972
and dyndmically directed by John Correiro.

This program is of particular interest because of its overall objectives
which deviated from the usual pattern of burgeoning bilingual schooling for
the Portuguese. Af‘er an honest assessment of the immigrant school popula-
tion pattern, the initial thrust in Fal! River paved the way for meeting the
needs of the middle school child Beginning with fifth grade bitingual instruc-
tion and a pre-service training program at the Brown Bilingual Institute, the
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staff proceeded to carry out long-range objectives that vere most challenging.
Besides the in<t;uctional component which was developed to serve between
300 and 500 Anglo and Portuguese children, the program had four other ma-
jor components that reflected keen insight as to the realistic needs of the pro-
gram as well as good proposal writing. In fact, the grandiose nature of the
project’s objectives revealed the kind of leadership and forthrightness lack-
ing in many past educational endeavors for the Portuguese.

The most significant component of the Fall River proiect was materials
development for language arts, science, social studies, math and ESL. A special
and separate staff was employed for this component which was designed to
parallel the regular Fall River curriculum for grades five through eight. With
additional in-service from Project Spoke in Norton, Massachusetts, the curri-
cular staff began to produce units {individualized packets) for each area of the
curriculum. While there has been criticism as to the relevancy and vocabulary
of some of these materials, one cannot negate the overall achievements :n this
area which to a great extent were a prelude to the activities of today’s Materi-
als Development, Assessment and Dissemination and Resource Centers of the
Title VII National Bilingual Network. This curriculum staff produced forty
units for each area of the curriculum and twenty for ESL. The other compo-
nents, though not as outstanding as this one, struggled to make some headway
in the areas of parental involvement, guidance, and staff development. Besides
in-house training, the latter embarked upon a credentially-based and diploma-
oriented program drawing upon Title VII Trainee and Fellowship Programs at
such institutions of higher education as Boston University, Southeastern Mas-
sachusetts University and Brown. With one of the largest staffs to carry out all
of its objectives, the Fall River program grew with the implementation of the
State Transitional Program (TBE). However, the Fall River Title VIl program
had already received recognition and acclam by 1975 when it was judged to
be one of the twenty outstanding bilingual programs in the country. Neverthe-
less, despite all this achievement alone Fall River Title VI could not meet the
needs of all the immigrant children. Lack of space, staff, and local support
precluded service for more children. The familiar opposition from local ad-
ministrators as to expansion of the TBE program on all levels also became a
reality in Fall River. Along with the administrative resistance, the lack of
space and staff also forced unprepared students to mainstream prematurely.
But this resistance met opposition from local and regional bilingual educators
as well as state leaders who proceeded recently with a Civil Rights Audit. As a
result, the 1978-79 TBE prospectus for grades K to 12 suggests a favorable
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outcome for Fall River's students.

In reviewing the Fall River program, one has to admire the dynamic lead-
ership as well as the decision to start bilingual education on an appropriate
grade level in the hope of diminishing the number of sixteen-year-old drop-
outs. Furthermore, the hiring of native speakers of Portuguese for vernacular
teaching balanced with a good number of monolingual English teachers pro-
vided an atmosphere that was constantly trying to emphasiz. bilingual educa-
tion in contrast to a facile ESL package usually recommended by most school
committees and administrators. Moreover, the dissemination of Fall River ma-
terials and staff resources as well as their exposure at regional and national
conferences demonstrated the kind of professional acumen required to render
more zealous programs of advocacy for bilingual/bicultural education on the
regional and national levels.

Considering the three New England States of Massachusetts, Rhode is-
land, and Connecticut of heaviest concentration, it is accurate to say that the
Portuguese represent the largest immigrant group. Weekly newspapers such as
O Jornal de Fall River, The Portuguese Times, and The Azorean Times, to
name just a few, attest to a growing Portuguese presence and reading public.
In order to provide a panoramic picture of the magnitude of this Portuguese
presence and to impress upon the reager the work that has yet to be accom-
plished, we will nnw draw upon an assessment completed by the Multilingual/
Multicultural Resource Center of Providence fisting those communities that
reflect high concentrations of Portuguese.

In Massachusetts, the Portuguese are mainly from the Azores, Continental
Portugal, Madeira and Cape Verde Thére, the largest concentration exists in
the cities of New Bedford, Fall River, Taunton, Cambridge, Lowell, and Lud-
low each with Title VIl and/or TBE programs. The cities with the second lar-
gest concentration are Dartmouth, Framingham, Falmouth, Hudson, Peabody,
Stoughton, and Plymouth. Despite some progress in these and other cities,
more professional input, communication, and growth have to take place.

For the Cape Verdean population of Massachusetts, the cities of New
Bedford, Roxbury, and Scituate, represent the largest concentration with
Providence and East Providence being the largest colonies in Rhode Island.
Struggling to preserve and record their Creole mother tongue while maintain-
ing and cultivating their unique Afro-Portuguese culture, the Cape Verdean
linguistic, cultural, and racial differences present their youngsters with special
problems that cannot be resolved by merely placing them in a Portuguese bi-
lingual program. The need for cultural materials irr Portuguese and English,
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relevant to the Cape Verdean world, would alleviate some of the alienation
problems surfacing in Portuguese classrooms with the youngsters. Also, teach-
er training materials aimed at guiding and orienting teachers with the aid of
Creole speakers (teachers and/or paraprofessionals) so that these children can
make a smoother transition to English or Portuguese, or both, would be inval-
uacle contributions in the servicing of Cape Verdean-Americzn children. The .
Scituate program appears to be the one with the mostexpertise in this area. Also,
Tchuba, a regional Capd Verdean social and eduzational organization with the
assistance of local educa}o\rs and scholars, has launched a campaign for cultur-
al maintenance and the use of criou/o as a vehicle toward English and/or Por-
tuguese. As the beliefs and needs of the Cape Verdean community become
better known to educators, it is clear that bilingual/bicultural education is the
means through which Cape Verdeans can build the most appropriate educa-
tion for their children. :

In Connecticut, the Portuguese hail mainly from Continental Portugal,
Cape Verde, the Azores, Madeira, and Angola numbering approximately 100,000.
The cities of largest concentration are Bridgeport, Hartford, Danbury, Water-
bury and Naugatuck. Given the number and a less dense population, it is not
surprising that there has been a slow development of Portuguese studies and
" resources throughout the state. Except for the University of Connecticut at
Storre and a small university program at Yale, training and resources have
been provided by both state and out-of-state educators. The Multilingual /Mul-
ticultural Resource Center of Providence has been taking an increasingly ac-
tive role in assisting the Portuguese programs of Connecticut.

For the State of Rhode Island, it has been estimated that at least 12%
and perhaps as much as 20% of its population are of Portuguese descent. The
make-up of the Ocean State communities is primarily Azorean, Madeiran, and
Cape Verdean with Providence, Bristol, East Providence and Pawtucket being
the citieb of largest concentration each with Title VI projects. Cities of sec-
ond largest concentration are Valley Falls, Cumberland, Warren, West War-
wick, Warwick, Cranston, Central Falls, Middletown and Newport. Although
there are federal programs i four of this last group, the absence of local sup-
port and much-needed Bilingual State Law reveal that many of the Portuguese
children in Rhode Island are not being served. The small State budget at pres-
ent cannot accommodate the needs. The groundwork being accomplished by
the State BilinguslM€ommission toward the establishment of a Jtate Law man-
dating bilingual education promises to provide Rhode Island with effective
legislation that is commensurate with its pioneer work in this field.
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Providence as a center for Portuguese immigration and Portuguese studies
continues to provide the New England region with vibrant programs offering

numerous services that can strengthen the Port;g/dese bilingual/bicultural field.

The unique cooperation and communication bé€tween the community, public
school, and university programs has fostered a working relationship that has
been healthy and productive The active and ubiquitous Resource Center of
Providence and the Title Vil Traineeship Program and Materials Development
Center at Brown University work together to offer a cornprehensive program
of services and resources. Recent interest at the University of- Rhode Island in
the area of bilingual/bicultural education and testing for Portuguese programs
could lead to an invaluable contribution in this field. In short, for its size
Rhode !sland 1s most fortunate. Besides the largest Portuguese undergracuate
and Brazilian Studies and 8ilingual Education of Brown University, the State
has several other smaller programs in such institutions as Providence College,
Rhode Island College, and the tJniversity of Rhode Island.

As of this writing, there are a dozen Titie VII Portuguese bilingual pro-
grams in New England ~ seven in Rhode Island, three in Massachusetts, and
one in Connecticut. These programs serve approximately 3,500 Portuguese-
speaking youngsters. Beside$ these model programs, there are at least twenty-
five other communities that have non-Title ViI bilingual programs plus others
proposing new programs for the next fiscal year. Some of the latter communi-
ties lgunching new programs are Cumberland and Cranston, Rhode Island;
Hudson, Somerville, and Framingham, Massachusetts; and Waterbury and Hart-
ford, Connecticut. All these communities in the New England area number
more than forty and reflect a growing interest and investment in bilingual/bi-
cultural education. However, in order for these programs to have @ minimum
of success, 1t is mandatory that several forces come together. These forces or

" elements are local/State educational and political support, active community

leaders; relevant training programs carrying on effective communication with
the Bilingual Network of Centers as well as more IHE interest, support, and
direction in the form of credentially-based and degree-oriented programs to
provide better and more qualified personnel to maintain and defend the fu-
ture of Portuguese studies in America.

Looking briefly beyond the New England area, statistics from the U. S.
Census and the assessments completed by the Resource Center of Providence
demonstrate that the Portuguese presznce in California, New Jersey, and New
York 1s notable and warrants educational attention. These states could profit
from models, instructional materials, and training devised for the Portuguese
of Maw England who come from the same Portuguese territorities that consti-
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tute the immigration make-up of these other states.

In California, there are ar estimated 350,000 people of Portuguese ances-
ry who have since the nineteenth century settled in such cities as Oakland,
Hayward, San Leandro, San Diego, Newark, San José, Santa Clara, and Sacra-
mento. Although the immigration influx is not as intense as it is on the East
Coast, this population isstrivingvia bilingual education to preserve its language-
and culture while serving those children who require bilingual/bicultural edu-
cation for their survival At this writing, Califormia has four Title VII Portu-
guese programs in Chino, Hayward, San Leandro and Newark, in addition to
seven other nen-Title VII Portuguese programs. Experienced staff in the Hay-
ward program in joint sponsorship with local bilingual centers and universities
are building a fine network of offerings for Portuguese programs. Also, more
coast-to-coast communication is uniting and strengthening the Portuguese re-
sources of the whole country. - - \

In New Jersey, the Board of Education reports ﬂroximately 62,000 .
Portuguese speakers located in Newark, Elizabeth, Harrison and Kearny. With
some bilingual foe?mgs in Bedminster and Newark, this population whith has
for the most part emigrated from Northern Portugal maintains strong culturat
ties and supports a weekly Portuguese newspaper — O Luso-Americano. New
Jersey has established dialog with bilingual educators in New England and in
one instance contracted training services from the Brown Bilingual Institute.

In New York there is an interesting example of the growing awareness of
the educational needs of the immigrants In Mineola, a city which boasts of a
population of 6,000 Portuguese, as well as in smaller communities on Long Is-
land, bilingual services are needed. These ethnic communities originated in the
1920°s and 30's when a number of unemployed Portuguese living in New Bed-
ford migrated in order to seek employment in the construction projects of
Nassau County. Now with a new Title VI| bilingual program in Mineola and
interaction with the programs in New Efhgland, this community is beginning
to meet the tieeds of its youngsters.

This cursory look outside the New England area suggests a wide represen-
tation of Portuguese on both coasts and consequently, the need for more
communication as well as more representative professional resources to build
and guide these programs toward success. The issues of communication and
stronger provessional resources are most appropriate to our discussion at this
point because it 1s time to allude to American institutions of higher education
and their development of Portuguese studies vis-a-vis the Portuguese commun-
ities of America. Notwithstanding the work and contributions of eminent
Luso-Brazihan scholars, large university programs as well as the small pro-
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grams at such prestigious universities as Harvard and NYU, Portuguese studies
programs on the university level have practically ignored the Portugiiese com-
mumities of America. Local writers, poets, artists, and musicians who could
have been encouraged to participate in umwversity cultural activities have gen-
erally been overlooked. Unawarenesc as to the existence of such elements in
the Portuguese communities has further promoted the myth that the Portu-
guese of Amenica are not endowed with such resources. The same attitude ap- °
plies to students who could be potential scholars. Here, the problem is defi-
nitely linked to communication and the dissemination ot/knowledge and op-
portunities among the people of these communities. In effect, this is one of
the major missions of bilingual/bicultural education. Of course, without the
"willing cooperation of unwversities in their admissions programs as welt as in
their curricular offerings, the gap between the Portuguese and Portuguese
studies will remain.

In general, Portuguese studies on the university level with a few excep-
tions have been overshagowed by ubiquitous Spanish departments. Asa result,
the struggle to establish Ponugue’f studies in America has been more difficult.
This struggle, however, was morhentarily lessened with the support of the

“NDEA federal language and area studies programs of the 50's and 60’s which

as mentioned earfier had singled out Portuguese as one of the five critical lan-
guages to be learned. Given the already mounting interest in Brazil and the
Ianguage‘p'rograms at such universities as Wisconsin at Madison and Texas at
Austin, tull-fledged undergraduate- and graduate programs iR Portuguese to
train future teachers and scholars were instituted. lronically most of these
federally-funded programs were established in the Midwest, Sofith, and South-
west far away from the Portuguese’communities of America §r.d unfortunate-
ly prior to the wave of bilingual/bicultural education. Thuy uP versity atten-
tion to these ethnic enclaves is only now beginming to surface. In the past, even
with fellowships to study in universities not too distant from Portuguese cor1-
munities — NYU, Queens College .and UCLA, for example — the possibilitizs
of access to these programs from the position of the uninformed and unpre-
pared Portuguese iImmigrant were in most cases reniote and almost inconceiv-
able. Moreover, with native-born Americans making up the majority of the
students In these university programs, the Portuguese or Luso-American stu-
dents were not necessarily in demand. Needless to say, Portuguese studies pro-
grams do not have to be overpopulated with, nor dependent upon students of
Portuguese or Brazilian origin for their survival. On the other hand, their lin-
guistic and cultural presence can enrich a university program. Moreover, what
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better way to interest academic departments in the sociology and culture of
these communities than through their own students who have been a part of
that experience? Furthermore, from whence will come the future language,
_literature; linguistics,~sociology,  and history teachers and scholars who will
- make,a commitment to- the Portuguese communities of America and thereby
provide the professional expertise and scientific empiricism so desperately
needed to document this sociological and cultural phenomenon? While many . .
of these scholars could be and are Americans, the all-too-familiar condescend:
ing attitude on the part of university academicians toward these communities
and their inhabitants‘regrettably will not disappear overnight. Therefore, an
invested interest in the name of ethnic identity and involvement is most war-
-ranted. Although renowned American universities have in the past maintained
an ivory tgwer stance wuth a history oNut.tle community and public school in-
volvemént, the late sixties and seventies called attention to this problem and
witnessed some progress. Yet, there is much room for improvement as far as
the cese for the Portuguese is concerned. Though efforts by the
sociation ¢f Teachers of Spanish and Portuguese and the Modern
Association have been noted, they have made little imipact upon the relation-
ship between language ceaching, ethnicity, and bilingual/bicultural education.
Meanwhile, staid; theoretically-oriented university faculty, presumably out of -
tear of professional embarrassment, contine to demean any contact with thé
public schools and/or local community. After all, it is believed that applied,
relevant, and interdisciphnary programs should remain in teachers’ colleges.
Also,\it is strongly held that relevant and interdisciplinary programs may de-
valuate the caliber, of a hard-co?, in-depth university curriculum in a given
area. Unfortunately, some univérsity communities can also be accused of
mythification! Instead of coming to the realization that contact and commun-
ication with the sotial and educational communities outside the university
could be an additional component in an undergraduate and graduate program,
most university departmants prefer to close their-doors to such innovation.
The idea of a high caliber Portuguese academic program w.ith cultural activi-
ties and services to the community characterizes the type of challenging and
exhilarating education necessary for the mutual growth of both local and uni-
versity communities. As an example, the Center for Portuguese and Brazilian
Studies  and Bilingual Education at:Brown University has programs that are
striving toward this goal and commitment.
In this era of social awareness, scientific empiricism, and commumty ser-
vice, a university program cannot afford to overlook the outside community
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where there is much to be learned. As we become more academically sophis-
ticated, just the potential linguistic and cultural resources alone should make
scholars and university administrators stand up and take note. The bilingually
as opposed to foreign language-trained students entering our universities today
arrive with a language preparation that suggests more advanced studies at an
earhe/ stage where even & bilingual university curriculum could materialize
‘and make a significant contribution to the advancement of language study in
the United States. Moreover, the presence of a larger number of bilingual stu-
dents on university campuses can only help to broaden the linguistic and cul-
tural talents and horizons of monolingual American studénts.

The multicultural society exists and“We must-consequently prepare our-
selves to communicate properly with the different peoples that come into our
daily lives. The mythification and stereotyping will only disappear with more
ava:labte and documented knowledge af the ethos of a given people. With all
due respect to teachers’ colleges and education programs, it is naive to believe
that only personnel trained in the field of Education are going to be the salva-
tion for these bilingual programs and communities. Just as important as it is
to recognize the influence of- the economic, social, and political forges upon
the status of these communities and the typs of people equipped to deal with
these areas, it is equally important to work toward the establishment of an in-
telligentsia that will provide the knowledge and the tools for a more compre-
" hensive and realistic picture of a people’s ways and means. In the case of the

PortugJese with the lackluster immigrant image so dif’ cult for them to over- .

throw in the past, it is crucial at this point in time for them to move ahead
while the climate is increasingly more opportune.

As we have seen, the Portuguese immigrant community in America is be-
ing better served and thus is benefitting from America’s offerings. The number
of Portuguese newspapers, radio and TV programs alone suggests the begin-
ning of a more literate and better informed community that is developing in a
bilingual/bicultural direction. With communities such as the Portuguese,
America canr: 1t negate the existence of a multicultural society. In discouraging

. these communits " rum building bilingual/bicultural programs, we Americans

will unconsciously reveal how multiculturally deprived we really are. Failing
to recognize that linguistically handicapped and intellectually incompetent are
not synonymous, only proves that we have not learned from our errors of the
past. For the Portuguese communities of America, this realization alone will
ensure a more humane and just treatment for them in the future. Concomi:
tantly, the development of Portuguese studies on all levels can be t/ic impor-
tant step toward that realization
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Several texts offer historical resumés of the Portuguese presence in the
United States. The more interesting to date are Sandra Wolforth, The
Portuguese in America, (San Francisco, Ca'ifornia: R and E Research As-

, sociation, Inc., 1978), and Leo-ffap’s short introduc.. - to his Portu-
guese-American Speech, (New Yf#k: Kings Crown Press, C.  ‘bia Uni-
versity, 1949). A definitive historica! text has vet to be published.
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(2) James Adler, Ethnic Minorities in Cambridge — |. The Portuguese. Cam-
bridge, Massachusetts, 1972.
@
(3) Sandra Wolforth, The Portuguese in America, Op. cit., pp. 97-98.

(4) The four paragraphs that follow, in addition to several statements made
in th2 next two pages, are taken from another essay by this author en-
titled «Overcoming Differences» to be published in a forthcoming 1979
issue of /nternational Migration Review edited by Lois Monteiro.

. (5) For a historical picture of foreign language and bilingual education in the
. United States, see Theodore Andersson and Mildred Boyer (eds.), Bilin-
gual Schooling in the Umted States, 2 vols. (Washington, D. C.:. USGPO,
1970).
J
(6) Nelson H. Vierra, «The Bilingual Classroom: A Clinic for Foreugn Lan
guage Teaching,» Hiscanie, 54 (1971) pp. 902 907. -
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As a consequence of an article in which | presented arguments in
favor of the Portuguese as a national minority in higher education, it was
suggested that | elaborate further on the topic and examine the implica-
tions of minority status for the Portuguese in higher education. In my first
article, | argued that the Pdrtuguese have the same basic educational prob-
lems as the minority groups recognized for affirmative action on the college
and university levels of education. In this article, | shall discuss the advantages
the Portuguess would have if they were included in the affirmative action
plan. Those advantages would be the same as they are for the «recognized»
minority groups.

| have purposely accentuated the phrase «minority status for the
Portuguese in higher education» because this is the specific area of concern
| have investigated. Likewise, «minority status for the Portuguese in higher
education» does not imply, nor should it, a blanket minority status for the
Portuguese in other areas of our society, for it is possible for a racial, ethnic
or linguistic group to be disadvantaged in one area and not be in another.

When | speak of «The Portuguese,» | am referring to « . . . persons who
are from environments in which a dominant language is ocher than English
and who, as a result of language barriers and cultural differences, do not
have an equal educational opportunity, ... » as defined in The Emergency
Schoo/ Aid Act in which the Portuguese are identified as a «minority group»
for purposes of bilingual-bicultural education. The other groups identified
as minorities are considered for affirmative action in higher education by the
Federal Interagency Committee on Education (FICE). The Porcuguese,
however, are not included in their affirmative action plan. This is the basis
of our concern.

One of the basic problems the Portuguese encounter when applying
to a college or university are the SAT (Scholastic Aptitude Test) scores.
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For a student not identified as a minority, a score of 429 is considered aver-
age on the verbal section. The average score on the math section 1s 471.
A score of 350 is considered average for minority students but this score is
used arbitrarily and may vary from institution to institution. This does not
mean that minority studems do not have to comply with the established
standards of an individual institution. «Minority» 1S not synonymous with
«inferiority.» What it does mean s that admissions personnel are aware of
extenuating circumstances (language barriers and cultural differences) with
respect to minority apphcants and use a score of 350 as a rule of thumb
because it is more represenrtative of the average for students who come from
environments in which the dominant ianguage is other than English. in
effect, then, the SAT score is not weighed as heavily as i1t is for non-minor-
ity students. High school performance is very important and a student’s
high school record would probably . given more cc ~sideration by a com-
mittee on admissions than the SAT scores. Letters of suppori from teachers
who have observed the student’s progress and motivation in the h:gh school
are also important and should be included with the application, especially
letters from teachers of English, Math and Science and History. High school
teachers could further help these applicants by indicating the number of
students who recewved A’s, B's, C’s, etc. Admissions personnel are influenced
by the standing in class of every student. Also, because of the affirmative
action plzn of the FICE, committees on admuissions are apt to be more posi-
tive in evaluating an application from a minority student, the more informa-
tion 1t has. There are no guidelines which standardize this procedure. It is left
to the discretion of the indwidual institution.

Admissions personnel are made aware that an applicant is from one
of the recognized minority groups because the student is given the oppor-
tunity to indicate his predominant ethnic background on the application
for admussion. A typical application might include the following:

PREDOMINANT ETHNIC BACKGROUND

This information will be used to compile data to be
released only as unidentifiable portions of statistical
reports requested of educational institutions by the
Department of Health, Education and Welfare under
the Title VI of the Civil Rights Act of 1964. This section
to be completed by U.S. citizens only.

AN
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White (non-Hispanic) @ ______

Black (non-Hispanic)

Hispanic

Asian or Pacific Islander @~ =000 __
American Indian

Alaskan Indan

The FICE uses this information to compile the Higher Education Gen-
eral Information Survey (HEGIS). Although a student is not required to
provide this information, if he is a minority it is to his benefit to do so as
admissions personnel take into account a student’s minority status when
evaluating SAT scores and requests for financial aid. Except for the first
category, all are listed as minority groups under Title VII as are the Portu-
guese who were excluded from the affirmation action plan of the FICE. As of
this writing, | still do not know why.

Most students fall into the category of ¢White {non-Hispanic)» and the
FICE considers the Portuguese as part of this category as well as the French-

Canadians, Italians, Asian Indians, etc. The FICE REPORT, Volume 2,
Number 1 of May 19, 1975 states the following:

«The report ot the Ad Hoc Committee points out
that there are two ways to obtain racial and ethnic infor-
mation: observer-identification and self-identification.
The Committee noted that, when possible, it is preferable
to have an individual identify his racial or ethnic back-
ground himself. When this is not feasible, as in civil
rights compliance surveys. an observer’s determina-

tion of an individual’s racial or ethnic ‘heritage must be
accepted.,

Some administrators to whom | spoke believed that the Portuguese
were identifying themselves as Hispanic. Some students to'? me that they did
not indiLate any category on the application but wrote in «Portuguese,» ! am
not sure if this got them any special consideration. | do know that some
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Institutions in this area as a matter of private policy do give the Portuguese
special consideration in admissions and financial aid.

The other basic problern the Portuguese student faces is financial
need.There are any number of scholarships available to him as 0 any other
student with financial need but as a minority he would also be eligible to
participate in those programs which are reserved for minorities. In 1965 the
Education Opportunity Act established funds for scholarship aid to coliege
students and directors of financial aid programs in the various institutions
were encouraged to seek out and help minority students. Also, The Martin
Luther King Program assists qualified undergraduate minority students.
Awards are made on the basis of need and academic potential. This program
assists ali minorities, not just Black students. It is not commonly known
that the Portuguese can a..ly for aid under this program even though they
are not considered a national minority. In an area such as ours where large
concentrations of Portuguese reside, they are considered a local ethnic minor-
ity and are eligible to participate in this program. In other areas of the
country they would most likely not be considered. Two other pieces of
information not commonly known are that the application fee is usually
waived for minority students and they are usually given some priority in
housing on campus. The implications of minority status for the Portuguese
in higher education, therefore, would include a better chance of getting
into the college of your choice and a better chance of receiving financial
aid, anywhere in the U.S.

In May of 1977, when | began to gather information for my first
article on the Portuguese as a national minority in higher education, | wrote
a number of letters to key personnel in various federal agencies in Washington
which many area political figures identified for me, as per my request for aid
in this project. | received answers to all of my letters and also many docu-
ments dealing with my reguests for information. One letter and one document
are of special interest. In his letter to me of May 18, 1978, Mr. Albert L.
Alford, Assistant Commissioner for Legislation statec::

«We have learned from OMB (Office of Mangement
and Budget) that the FICE work did not include Portu-
guese 1n the Hispanic category, and that in fact they are
counted in the category of ‘Other White . . .’
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Finally we have some difficulty with a phrase used
In your most recent letters, namely; . . . the establish-
ment of minorities in higher education.” Except for the
Emergency School Aid Act, which is aimed at elementary
and seconcary schoo' students, and other legislation deal-
ing specifically with desegregation and/or the eliminaticn
of minority group isolation, most of this Agency’s pro-
grams have been targeted to educationally disadvantaged
children or those from low-income families or with
financial need without regard for racial or ethnic classi-
fications. We realize that a good number of those eligi-
ble for, and participating in these programs are members
of one or another racial, ethnic or linguistic group. But
this 1s not generally the primary qualification for such
participation.»

| agree that this should be the case. But, is it really the case? The
FICE’s affirmative action plan does not include the Fortuguese. This means
that they are not given the same consideration on SAT scores given to those
groups identified in the HEGIS report for affirmative action. Before you Ciit
participate in these progr.ms you must first be accepted to an institution of
higher education. Although the primary purpose of the HEGIS report is to
collect data, it nonetheless identifies specific racial, ethnic or linguistic groups
which are nationally accepted as minority groups (except for the first catego-
ry) for affirmative action in higher education. College admissions personnel
are influenced by this identification and consequently it appears that racial,
ethnic or linguistic factors are the primary qualification for general particiga-
tion in such programs and not, as Mr. Alford stated,« . . . not generally the
primary qualification for such participation.»

In a «Memorandum to College and University Presidents» from the
Department of Health, Educaiion and Welfare, dated November 1975, we
read: «In August 1975 the Office of Civil Rights, Department of Health,
Education and Welfare, distributed a Memorandum to College and University
Presidents which transmitted the newly developed Department of Labor
‘Format for Development of an Affirmative Action Plan by Institutions of
Higher Education.” . .. » Now, the question is, what is « Affirmative Action?»
As | understand it, it is an attempt to correct a terrible imbalance in our
society with respect to equal educational opportunities. The imbalance has
been identified as existing within certain racizl, ethnic or linguistic groups
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which according to their numbers are not fully represented in higher educa-
tion, and consequently, not represented in the so czlled «learned» proressions.
The Portuguese fall into this category,, for even in those areas where they are
numerically a majority, they are a minority in these professions.

The Portuguese also have educationally disadva1taged children who are
from low-income families or with financial need. The problem the Portuguese
are facing is that even if they have no need of financial assistance, which is
rare, they can't get into the college of their choice because, although they are
educatiorally disadvantaged, their SAT scores are judged as though there were
no «extenuating circumstances» and, therefore, not considered under the
affirmative action plan of the FICE and, consequently, institutions of higher
educaf?qn. . .

If the Portuguese were given some consideration for purposes of higher
. education, it would give them some leverage in getting past the SAT scores
and make available funds which are earmarked for minority students, in
addition to scholarship aid available to any student in need. Until the Portu-
guese are given this consideration, they will never breech the walls of academ-
ia and get the necessary training to enter those professions which have, for
the most part, been closed to them. But, it is the Portuguese themselves who
must decide if «minority status» is the way to solve the problem.

I
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The Luso-Americar: Limbo:
Closer to Heaven or Hell?

Ana M. Fonseca
Fall River Schools




INTRODUCTION

Like many other immigrants, we uprooted ourselves in hopes of finding
the American Dream. We sacrificed what we had for that elusive «something
better». We suffered the disillusion, conflicts and sorrow that any stranger
feels when in a strange land. Not only must we try to understand this strange
language, this concrete world, and its novel customs, but we must decipher
what our own children have become. They are no longer Portuguese children
growing up in Santa Barbara, Sdo Miguel; they have grown up in Fall River,
Mass., have attended American schools and have been bombarded by the
«American cultures. Our children are not Portuguese, nor are they Americans.
They have become victims of the battle between both cultures and are now
residing in «Limbo» (often referred to as marginality or bi-cognition). (1)

This state of Limbo in which many children find themselves, its causes,
consequences, and implications are what this paper attempts to deal with.
The role of the educational system is emphasized due to the influence it has
upon these adolescents and the possible role it may play in making Limbo
a good place to be. Certainly there are many other aspects of the immigrant
experience that are important, but for the purposes of this paper, | will delve
only into those factors which are relevant to the rural Portuguese adolescents
who now reside in the United States and are part of the educational system.

It is my contention that Portuguese adolescents have the possibility
of becoming better people as a result of this marginality. One’s marginality
can become an asset if value clarification courses, effective counseling, sup-
port systems, and positive role models are provided by the educational sys-
tem. After exposure to such a program, the adolescent will then be able 1o
select the best from both worlds and consciously choose what to accept and
what to reject from both value systems. Exploring alternatives and conscious-
ly meking choices will result in the creation of an individual who is secure
in_his / her self identity. She / He will gain greater freedom, greater flexibility,
graeter openness to others and to life situations.
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But for this to happen, educator; must intervene on behalf of these
adolescerits and provide a curriculum that offers guidance, directed self-
exploration, and ways which aid in eliminating the negative social and psy-
chological consequences which often result when the American culture
encounters the adolescents’ native culture and values.

PORTUGUESE STUDENTS AND THE AMERICAN EDUCATIONAL
SYSTEM

It is a recognized fact that schools, in addition to teaching the 3 R's
foster the development of a student’s attitudes, self-concepts and values
even though this is not explicitly stated in any curriculum guide. The research
done by Aspy (2), Mosher and Sprinthall (3) proves that the educational
process influences the student’s self-concept and value system.

« ...Schools, in an indirect and unrecognized manner, affect how
the student sees himself, his competencies, his worth and prospects as a
human being . . . » (4) }

Fantini with Weinstein (5), and Minuchin (6) refer to this affective
aspect of the educational process as the «hidden curriculumy». This «hidden
curriculum» tends to reinforce and reward the students who exemplify the
«dominant American» value system and penalizes those who do not overtly
conform to that system,

As the documentation of the existence of the hidden curriculum
increases, s0 does the realization that the schooling process can have negative
psychological effects upon students. This is especially true for Portuguese
students since their background may not adequately prepart  'm to function
and succeed within American schooss.

Studies of this phenomenon (hidden curriculum)...
suggest that schools are educating students’ attitudes,
self-concepts, values; that there is significant «hidden
curriculum» of this nature accompanying formal academ-
ic instruction that has much to do with the student’s
psychological development . .. The school, at minimum,
reinforces the child in the psychological advantages or
disadvantages with which he enters it, and may often
negate expectations for a large group of children
{especially poor blacks and poor whites). In short,
teachers are, whether they realize it or not, psycholog-
ical educators. (7)
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The valLzs that are fostered by the «hidden curriculumy are autonomy,
achievement, individualism, competition, mobility, success, and the impor-
tance of education.

For the Portuguese student, the «hidden curriculum» often conflicts
with the values learned in his/her ethnic background. This disparity can cause
misunderstanding, conflicts, or even pathological symptoms which can effect
the student’s self-concept, academic and social performance. The causes of

these conflicts and their subsequent effects are examined in the proceeding
section. '

PRIMARY AND SOCIAL REFERENCE GROUPS IN CONFLICT

Prior to continuing this discourse, | feel it is necessary that | give clear
definitions for the terms | will be using. Social .eference group refers to
the group that sets up the standards by which an individual medsures him/
herself. The social reference group for the Portuguese adolescents who have
immigrated is the «dominant Americany society as portrayed by the school,
peers, and "‘community. The primary reference group refers to the student’s
immediate family and the home socialization process.

It seems obvious that conflicts will arise for those students who are
situated between their primary reference group and their social group in
a form of differential socialization. De Vos wrote of the importance of the
inter-relationship of an individual and his/her primary and social reference
group in the formation of a positive identity and,self-concept.

« ... self-ide.ntity is shaped and supported by the nature
of the basic social reference group, as well as by a basic
continuity in the mocified functioning of ego mecha-
nisms which are developed within the primary family.
Social self-identity (or the way a person sees himself
relating to ot“er people) helps determine the choices
that a person makes among alternative means of coping
with his environment . . . » (8)

To accept some of the values set up by the «dominant American»
society is to develop a self-image that can isolate the individual from his/her
primary group without ensuring any direct acceptance by the social reference
group. Because of this differential socialization, the Portuguese student
will have a difficult time receiving validation of a positive self-image from
either reference group. This may lead to confusion in deciding what is appro-

-
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priate, feelings of alienation from botn reference groups, and the formation of
a negative self-image that will adversely effect his/her made of relating to the
world. . o .
This situation produces a new, type of person who is often referred to as
a «Luso-American». She/He is a mixture of both cultures. This state will not
_be one of crisis if these students are assisted in developing an awareness of
these conflicts. It is polsible for them to develop and maintain a positive
self-image as Luso-Américans who are both Portuguese and American.

There is not much data to support this positive bi-cultural hypothesis
since most of the research done in the aréa of marginality originates from the
viewpoint that marginality is abriormal and therefore is a probtem. The milieu
existent at the time of marginality research work was very antagonistic towards
a pluralist theory. At that time, there was considerable support for the Anglo-
conformity theory (9) and the melting pot theory {10). These th.aories stressed
conformity to the dominant American society; acceptance was withheld until a
person could «cleanse» ﬁim/herself of his/her background and become assimi-
lated into the dominant culture. Much has been written on the weaknesses of
ethnic minorities but 'lttle space has been designated to describe their
strengths. Cultutally different children have been regarded as culturally
deprived and littke has been said or researéhed about their positive potential-
ities. Now that ethnicity and pluralism {11) has been validated and the melt-
ing pot theory challenged, | believe that future research will support my

, Ppremise. . '
«Gradually more and more social scientists and educators are recog-
nizing the positive values of the marginal child. (12)»

CULTURE AND IDENTITY .

A brief discussion of culture and identity is warranted so that one may
better understand the inter-relationship of the two. Conflicts and problems
may arise from the interacting of two different cultures especially in a per-
" son whose self-identity has not been completely formulated prior to the
exposure to the second culture. The first ‘'section will be an dverview of
the development of identity- through culture. A summary of the dominant
value system, (13) the Portuguese value system,‘(14) and the® Luso-American
value system {15) is discussed-in section two. -

Culture can be broadly defined as a set of stable, habitual preferences
and priorities in aperson’s attention and behavior as well as in his/her thoughts
and feelings. People within a certain culture tend to share the same assump-
tions about their environment. Each culture structures the behavior and
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shapes the attitudes of its members. (16) Kiev cited studies which demon-
strate that culturally institutionalized facts have an important role in influ-
encing established behavior: it defines what is righf or wrong, appropriate or
inappropriate. (17) )

" Values are derived from the culture which in turn is developed from the
relationship of the people te their land and the knowledge they acquire through
that relationship. Norms are set standards against which a person must
- measure him/herself. Through individual motivation, a person interfalizes the
objective world by interacting with it. She/He objectifies reality and aims
toward this internalization of vatues and norms. The ultimate product of this
process is identity. (18) T

The self-concept is the sum total of roles which allow an individual to
attain identity During the selection of roles, the person confronts his/her lim-
itations. Often these limitations are imposed by the primary reference group
or the social reference group; these limitations are perceived as real by the in-
dividual. Negative or positive self-identity emerges at this stdge.

Having established a working definition of the inter-relationship of cul-
ture and identity, | will proceed onto section two of this ségment: an exami-
nation of the difference of the Portuguese, dominant American, and Luso-
American value systems.

Stewart, Danielson, and Festes (19) have described the dominant Ameri- .
can value system using five assumptions that exemplify the traits that are
typically ascribed to the American culture. : :

+

1. Self-expregsion in the American society takes place in an «activity
modality» of doing. Activity should result in internali. ed visible
accomplishment. c e

2. Social relationships emphasize equality and informality.

3. Achievement is a prime motivating force. A person is what a person
achieves by objective, visible, and measurable criteria.

4. The world is Viewed as an object to be exploited or developed for
the material benefit of man. Man is clearly separated from this
form of nature-life and has a responsibility to control nature rather
than to live in harmony with it or be subjugated by it.

5. The rights, values and importance of an indiviaual’s identity are

Ty
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imphcit :n the dominant American welfare. In child-rearing, social-
ization and education, individual achievement and autonomy are
encouraged so chiT3TEM° will develop their own opinions gnd solve .
their own problems. ‘

N\

The Portugiese culture’'s view of the preceding value system differs in
the following ways: (20) )

~

1 Instead of the «Activity modality», the «beig-in becoming»
orientation that stresses experience rather than accomplishment 1s
more a part of the Portuguese value s 'stem.

S

2. Social relationships are characterized by an emphasis upon inequali-
ty, formality, status, and designated roles.

3 An emphasis upon * ce of birth, family background, heritage, or
traditional status 1s viewed as being of more importance than
personal accomplishment

4. The world view of the Portuguese is not as optimistic as the Amer:-
¢an view. It 1s more fatalistic in nature.

5 Dependency and conformity are stressed. There is a tendency to
use external, formal, authoritative controls Coergion and guilt are
part of these controls.

Clearly the Portuguese rural culture and the dominant American cultwre
have some basic differences. The Luso-American must contend with these
differences. She/He internalizes values from both cultures. She/He may be
torn between desires to gain status and role validation from the American cul-
ture, but still want the stable, positive inter-relationship and role validation
that is provided by the primary family grour. The product is a nearly schizo-
phrenic individual.

Due to the student's failure to -ealize the social reference group's
goals as well as the goals of the primary reference group many Portuguese
students may slip into a life of apathetic resignation, passivity, alienatign
and a lack of self worth. It takes a gyreat deal of extra zeal and energy to

- \) ‘
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counteract these negative effects of cultural interchange

THE RURAL PORTUGUESE ADOLESCENT

A closer look at the Portuguese adolescents who are the subject of this
paper is warranted. This paper suggests that an analysis of the home socializa-
tion process and background prior to immigratinn to the United States is im-
petative to the understanding of the confusion and conflicts that are part of
their daily existence in this newly adopted homeland. -

Due to the lack of systematic and published material about the Portu-
guese adoisscent, this analysis felies heavily upon my own observations, field
notes, and quantative studies of the Portuguese adolescents in Fall River,
Mass.

BACKGROUND PRIOR TO IMMIGRATING TO THE UNITED STATES

Most of the students in mv study come from the island of Sdo Miguel
which is part of the Agorean Islands. Sdo Miguel is the largest of the nine is-
lands it is located approximately 875 miles west of Lisbon.

These studenfibare coming from a predominantly agricultural economy
which’ by most economic standards is pre-industrial. Most have not traveled
outside of the island prior te departing for the United States. They come from
relatively poor families although most owned a small plot of land in the grassy
hills. They were village folk; their world view. was limited to-their small
village and an occasional visit to the city. These adolescents come from a
simple agrarian lifestyle that was largely untouched by technology. It is
only within the last year that most of the villages of Sdo Miguel {the most
developed island of the archipelago) have received electricity and running
water.

The life experiences of these adolescents will be different from those
of thé upper and middle class adolescent living in a more developed environ-
ment. It is important to note that the values attributed to the rural Portuguese
immigrant and exemplified by them are not exclusive to the Portuguese
culture. These characteristics cut across ethnic lines. Many of these values
can be found in any rural society.

- These rural adolescents were uprooted from their relatively stagnant
society and transplanted in the iJnited States so that they may engage in the
pursuit of the «American Dream and Dollar».

HOME SOCIALIZATION
The;Portuguese family is an extended family with strong ties that bind
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all members into a closely knit group. These ties seem to impose certan
obligations: obedience to the head of the family (usually the father), re-
spect, affection, and dependency upon the family unit for financial and
emc .ional support. The family unit acts as a cooperative; each member
contributes to 1ts economic support. In the Agores, this is exemplified by
the involvement of all members in the production of the staples for the
family. All family members have chores delegated to them and the execu-
tion of these tasks i1s important to the well being of the family unit. In the
United States, this characteristic is demonstrated by the fact that the fam-
ily expects the children to become wage earners as soon as it is feasibly
possible. This latter aspect accounts in part for the large percentage of school
drop-outs among this socio-economic group.

The Portuguese family is based upon a patriarchal system. Famiy
authority within the nucleus unit is reserved for the father. Upon the death
of the father, this authority goes to the eldest son. The Portuguese fath-
er figure is seen as a stern discipltnarian wichin the family; his word is law,
he is the boss! Although the father is the authority figure, the mother ac-
tually exercises more control over the rearing of the children and house-
hold matters. Thus, with reference to child rearing and domestic affairs,
the Portuguese family could be considered a matriarchal system.

‘Another important role that a mother exhibits is her role of laison
between the father and the children.

The - division of labor within the Portuguese home 1Is sharply differ-
entiated by sexual identity. In addition, the child rearing practices are al-
so dependent upon the child’s sex. There are differenct role expectations
for males and females. Males have a more prestigious status than do the
females. The male Is given a great amount of freedom, whereas girls are
closely supervised and are taught that their role should be one of submis-
sion to the male. Portuguese girls are trained for the home; the boys, for
the world. The Portuguese have an old saying, « Tudo é dado aos homens
e estranhado as mulheres» (All is expected of men, but unacceptable for
women). The male's and female's role expectations are explicitly defined
and any deviation from the «norm» is considered a threat to the well be-
ing of the family as a whole.- -

A person’s actions reflect upon the family. Children are encour%ed
to participate in adult life (especially to take on adult responsibility)¥as
soon as possible. Their childhood is not prolonged by schooling.

&
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RESULTS OF HOME SOCIAL.ZATION

The type of socialization that rural Portuguese children generally
receive at home is not conducive to the development of the capacities later
needed for advancement in a dynamic industrialized society. This type of
upbringing creates stumbling blocks to future achievement since it stresses
values that hinder mobility, i.e. family ties, honor, living in the past. It fur-
ther neglects the values that are conducive to mobility, i.e. achievement,
independence, and deferred gratification.

Few rural families stress higher education. The lack of parental encour-
agement to pursue a formal education may also be directly traced to the
parents’ belief that higher education is useless for their children. 1t wasn't
necessary in the Old Land, why here? They made it without formal educa-
tion, why can't their children? The parents, as well as some of the children,
also believe that the more education a child gets, the further alienated he/she
will become from the family. In the new found freedom which results fr n
higher education, the children suddenly appear more American and therefure
seem strangers to their parents. The more «educated» chiidren no longer
accept the old ways without question.

If the Portuguese adolescent is to succeed in the dominant American
society, and simultaneously avoid alienating him/herself from the Portuguese
family and culture, intervention is needed. The children, as well as the
parents, must be helped to look at culture objectively and decide what their
goals are and how to proceed in resolving the conflicts that may result from
trying to attain these goals.

INFORMAL SELF-CONCEPT TEST FOR PORTUGUESE BILINGUAL ~
STUDENTS

The purpose of this test was to help evaluate the problem areas of the
Luso-American. There is ample evidence to support the notion that great
caution must be exercised when standardized psychologicai tests are used
with students from cultures outside the northern European and American
cultures. (21)

The issues surrounding this problem of testing revolve around three
key areas in addition to the ever present translai.or. problem. These three
areas are as follows:

1. the constriiction/criterion controversy




2. the issue of verbal versus nonverbal stimuli in testing

« 3. - the use of norms on populations other than those for which the
test was standardized

| feel that this paper is not the forum from which one could expound
upon these problems. | recommend the following books to those who wish
to delve into the difficulties of intercultural assessment: Brislin, Lonner and
Thorndike {22) and Cronbach and Dunth (23). (My purpose here is not to
discuss this issue but to mention it as the reason which prompted me to de-
velop my own testing instrument.)

After examining a variety of psychological assessment instruments, |
decided to develop an informal self-concept testing instrument for the Luso-
American. The tests that influenced my format and helped me design the
SCTLA (Self-concept Test for Luso-Americans) (24) were the following:
MMP! (25), ACCENT (26). BITCH (27), and MISPI (28).

The testing instrument is composed of five segments: family, peers,
school, community, and self-identity. Each section contains eighteen to
twenty-three questions. The test is multiple choice except for the last part
which is sentence completion. It contains many specifically culture-related
items that may present problems to 1. Luso-American population. It was
developed in English and in Portuguese. {£9)

The test was administered to 187 students, grades 8-12. The students
were all immigrant children who ranged in age from thirteen to eighteen
years old. The time that they had sg~nt in the United States ranged from
two weeks to nine years.

No attempt was made to validate the reliability of this test. | did not
use a control population. In analyzing the results, there were complex vari-
ables such as age, time in the United States, economical and social back-
ground that were not taken into account. The test was administered by the
classroom teacher to his/her whole class.

The results indicated that many students were having problems in the
areas of family, peers, and school. The sentence completion section indicated
some negatiye feelings in regards to being Portuguese.

The rationale for embarking upon this evaluative procedure was that
the results could then be used to justify the need to implement some curricula
to deal with the conflicts the students v/ere experiencing. (30)
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CONCLUSION

Obviously some steps have been taken to alleviate the problems that
Portuguese as well as other ethnic bilingual students experience in school.
The passage of the iederal Bilingual Education Act in 1967, as well as the
Transitional Program in Massachusetts, has tried to provide for the full pé rti-
cipation of non-English speaking students it the academic arena. School
systems have complied with the letter of the law in regards to providing
academics, but they have failed miserably in providing psychological guidance
and presenting avenues for which the bilingual students can deal with the
conflicts and possible negative consequences of the integration of the native
culture with the dominant American culture.

The failure of the bilingual program to address itself to this aspect of
education is evident by the ever present high drop-out rate of Portuguese
bilingual students. Educators must ask why these students do not conti-
nue and succeed in the academic process. Given the fact that these bilin-
gual students now have the opportunity to learn English as they continue
to develop their cognitive skills in their native language, the drop-out rate
should have declined considerably. Scholastic performance should have
noticeably improved.

There are many factors involved in this issue, but it is my contention
that among the central factors are the culturally related values about school
which are held by both the student and his/her family. Further, the «hidden
curriculum» and the conflicts it presents to this student population are also
at the core of the problem.

It is my hope that this paper has demonstrated the need for educators
to focus upon and create curricula which can be implemented and aid the
Portuguese bilingual student to eliminate many of the negative.consequences
that may arise from being marginal.

The following course objective and format attempts to depict one
possible avenue as to how this affective education can oe undertaken.

IMPLEMENTATION OF A VALUES-CLARIFICATION COURSE

It is suggested that this course be offered in the junior and/or high
school level. It could be offered under the auspices of the guidance depart-
ment or the bilingual program. The person offering the course should be
familiar with the concepts and philosophy of values clarification and should be
a native Portuguese so that ha/he can easily empathize with the students.
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FORMAT
The course would meet twice a week. Students would be granted one
credit. The only requircment would be a*endance and participation in the
class. Part of the class time would be spent in a large group and the remain-
ing time would be spent in small groups.

OBJECTIVES OF COURSE
1. To deal with the feelings of inadequacy and negative self-concept
brought about by immigration from a rural community to cities
like Fail River or New Bed7ord

To develop an understanding of the culturally determined
American vajue system

To develop an understanding of the importance of language,
culture, and ethmicity in the development of a positive self-
concept

To develop an understanding of the conflicts, problem areas,
culture shock and barriers that are the results of the different
. value orientation of the Portuguese and the dominant American
cufture

To break down the barrsers to cross<cultural understanding and
acceptance

To identify and understand the non-verbal communication that
may aid or hinder positive communication and interaction

To learn non-verbal communication cues of the dominant Ameri-
can society

To learn to validate one another and themselves

To explore career as well as personal goals

To learn how to deal with guilt feelings created through the
rejection of parental values
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To learn how to deal with sex roles with relationship to the
Portuguese cuiture

To develop a positive seif-concept

To create an atmosphere in which a person can air existing
problems
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. APPENDIX

Sampie of Exercises to be used with Luso-American Students

EXERCISE -
1. List values you have. Leave spaces between each value
What is important to you ? For example.
having friends
having a car
having nice clothes
being on your own
getting good grades
having dates
being honest and loyal
having freedom
getting a good job i
ha:ing your parents respect you
being liked by your peers
going to school

2. Indicate value.
1. After each value write an
N same values.
2. Which values do you feel you received from your parents?
3. Which values go against the values of the Portuguese culture?

t0 indicate you think your parents share the

EXERCISE :
1. Write an essay entitled «Nearly Every Portuguese Person 1s .. » Describe what Portu-
guese people in general are like, for example: «Nearly everyone is honest and wants to
help others, etc.,» or «Nearly everybody i1s dishonest. Nearly all Portuguese People
care about education.»
Rewrite the same essay using «Nearly Every American personis. . . »
Rewrite the same paper but this time use «f am the following things . . . »
Share or write.
What | learned about myself. * °a
Was 1t hard to accept the projections as your own? Were some of them true and
some of them not true about you?
5. When appropriate, get feedback from your friends as to the vahdity of your projec-

swnN

tions.
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Sample of Questions uged in SCTLA.

FAMILY relationships (primary reference group).

7.

9.
10.
11.
21.

C.

2
5

<9
20
2]
23.

SCHOOL (same scale used)

3.
* 6.
10
11.
19,

COMMUNITY

1

3.

5
H
16.

FEELINGS ABOUT SELF (same scale used)

1.
2.
6.
9.
15.

ERIC
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-My family respects and supports my decisions. .

Thé following questions are extracted from the section of the test which concerns

Using the following s-ale answer the questions
SCALE 1 2 3 . 4 5
Always Almost Always ? Almost Never Never

| stay home ‘to take-care of my younger brother(s) and /or sister(s), when nceded,
instead of going to school.

My parents want me to adhere to their traditional beliefs.
My own beliefs are different than those of my parents.

My parents are supportive of my being 1n schoo!

Using the following scale, answer the questions below. {PEERS)
SCALE | . 2 3 4
Always Almost Always ? Almost Never

| mtera‘ct socially with classmates outside of school

| do not hike to.admit that | am Pdrtuguese. 3

My friends consider me different.

| like myself when | am among Américan friends.

My American friends understand my culture. -
| do not trust my American friends as much as my Portuguese friends.

| learn more 1n my bilingual classes than in «regular» classes.
| take an active part in group or class discussions.

| am active 1n school sports or clubs.
Ihketogotoschool. ___

In school | am learning to see things in a different way.

Most of my neighbors speak my native language.
| wish [ could live 1n another neighborhood

1 like my neighbors.

My neighbors care about my welfare.

| do not like the city.

| hkemyself. ____

| am proud of my heritage. .
| am indeoendent.

| like the way | deal with peopie.

| feel alone in this world. ____

| )

. .'Du




{ SEMTENCE COMPLETION.
. 6. Most other students make me feel
8. My regular English teachers make me feel
14. I'like people who ;
15. 1 feel that being an immigrant has
20. If | could be reborn, | would

45
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( 6)

(7
(8)

{9

(10)
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NOTES

N Glazer and D. P Moynihan, Beyond the Meiting Pot, IMIT Press and Harvard
University Press, 1963)
These terms, as. they are here employed, refer to the ethnic person who
possesses the knowledge of the English language as well the native language,
plus she / he 1s aware of the vaiues and cuitures of both systems

D /. «The effect of teacher-offered conditions of empathy, positive regard,
and cungruance upon student achievsments, Florida Journal of Educationa’
Research, Vol. 11 (1969), pp. 39-48.

R. Mosher ard Sprinthall, «Psychological education in secondary schools, A
program to promote ndividual and human development», American Psy-
chologist, Vol. 25 {1970}, pp. 911-924 -

R. Mosher and N. Sprinthat!, et ai., «Psychologica: education. A means to promote
personel development during adolescence», The Counseling Psychologst,
Vol 2 (1971}, page 9

M Fantini 3nd G. Weinsten, The Disadvantaged Challenge to Education (Harper
and Row, 1968)

P Minuchin, et. al , The Psychological Impact of School Experience (Basic 8ocks,
1969).

R Mosher and N Sprinthall, et. al., «Psychological education® A Means to promote
personal development during adolescences, The Counseiing Psychologist,
Vol 2No 4 (1971), page 9.

G # De Vos, an essay: «Minority group identity», included in J C Finney's
Culture Change, Mental Health and Poverty, (Simon and Schuster, 1970),
page 85

G M . Assimilation in American Life. Tne Role of Race, Religion, and
ational Origins, (Oxford University Press, 1964), page 85.
This theory demanded the complete renunciation of the immigrants’ an-
cestral culture in favor of the behavior and values of the Anglo-Saxon core
g oup.

Ibit., page 85.
The «meiting pot» dea envisioned a biological merger of the Anglo-Saxon
peuples with other immigrant groups and a blending of their respective
cuitures into a new indigenous American type.
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(1)

(12)

>

(14)

(15)

(13) -

Ibid , page 86
«Cultural pluralism» poctulated the preservation of the communal life and
significant portions of the culture within‘the content of American citizen-
ship, political and economic integration jnto Atnerican society

Reisman, The Lonely Crowd, (Yale University Press, 1950}, page 38

When referring to the xdominant American» person, | am referring to a mono-
linqual individual who s at least second or third generation, and was born
and reared in the United States When referring to the «dominant Americany
value system or culture, | realize that | am generalizing. My assumption of

- these valyes 1s that they are those needed for social mobility in an industrial
society such as the United States These values are stressed by the educa-
tional system as has been documented through research | do not suggest
that these values are exemplified by all Americans or that they are exclusive
to the American culture.

In referring to the Portuguese person, | am referring to a monolingual person born
and reared in the Acores or Portugal The cultural traits and value systems
attributed to this group are representative of the rural Portuguese population
from a predominately pre industrial society,

!n referring to the Luso-American person, | am refqmng to a person who s bilin-
gual This individual speaks Portuguese and English He/She can function in
both societies This person now resides in the United States but was born in
in the Acores or Portugal They were reared by ther Portuguese Dominant
parents. Their value systems are a mixture of both Portuguese and American
value systeins and cultures They are a hybrid people

(16) K W Deutsch, Nationalism and Social Communicaton, (Wiley, 1953}, page 62

“an
(18)

(19)
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A Kiev, «Transcultural psychiatry researrh joblems and perspectives», included
in § .C Plog and R B Edgerton, (t .), Changing Perspectives in Mental
Health, (Holt, Rinehart and Winston, 1969)

B A Sizemore, «Social Science and Education for a Black Identity», J A Banks
and J D Grambs, (Ed}, Black Self Concept, Implications for Education
and Social Science (McGraw-Hill, 1972)

€ L Stewart, J Danelson, and R J Festes, «Simulating intercuitural communi-
cation through role piaying», (Hum RRO Tech Rep. 69-7), Alexandria,
Virginia, Human Resources Research Organization, (May 1969)
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(20) | wish to point out that in compiling the description of the Portuguese value
system, | utilized the results of a study conducted by Anténio Simdes who
used Florence Kluckhohn's mode of studying value Qrientation The subjects
he used were Portuguese, Luso-America, and American | also relied upon
the results of the informal self-concept test | administered plus my own
observations and notes a

(21) G J Manaster and R J Havighurst, Cross-national Research Social-psychological
Methods and Problems, (Houghton-Mifflin Company, 1972)

{22) R W Brisin, W. J Lonner and R M Thornd.xe, Cross-cultural Research Methods,
(John Wiley and Sons, 1973)

(23) L J Cronbach, and P J D Dunth. (Eds ), Mental Tests and Cultural Adaptation,
(The Hague Mouton, 1972)

(24) Refer to Appendix for sample questions
. {25)  Minnesota Multiphastic Personality Inventory
(26)  American Cross-Cultural Ethnic Nomenclature Test,

(27)  Black Intelligence Test Counterbalanced for Honkies or Black Intelligence Test of
Cultural Homogeneity

Michigan International Student Probiem inventory
Refer to Appendix for sample

Refer to Appendix for sample of proposed exercises

ERI

Aruitoxt provided by Eic:




Bicognition: A Treatise on Conflict
Resolution in the Portuguese-American
Community — Some Insight for Educators
and Public Professionals

Antonio Simoes, Jr.
Boston University




The purpose of this chapter i1s to explore some of the value orienta-
tions in the Portuguese-American Community. The major theme will focus
on the «social schema» of the Luso-American (1) culture or belief system
as it is commonly known in everyday life and as it relates to curriculum
design.

Everyday life is considered here as the basic belief system of a culture,
or subculture. In our case, it is the Portuguese-American working class
community in which certain social «facts» and «realities» are believed to be
«trues. There are many sociological and anthropological descriptions for basic
value orientations that are commonly used by bilingual educators. The term
used to describe value orientations is known as a cognitive style.

What is a Cognitive Style?

It is generally accepted by most social scientists that all cultures have a
basic social structure that interprets «reality » as «self-evidents. These «princi-
ples» become fixed and other social variables that are unknown to a specific
culture become threatening if they are presented to another culture without
any justification. Berger and Luckmann treat a cultural belief system as the
domain of everyday life which consciousness is always intentional; it tends or
is directed toward objects. As they state:

«The phenomenolégical analysis of everyday life, or
rather of the subjective experience of everyday life,
refrains from any casual or genetic hypothesis, as well as
from assertions about the ontological status of the phe-
nomena analyzed. Common sense contains innumerable
present quasi-scientific interpretations about everyday
reality, which it takes for granted.» (p. 20)
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The state of everday life prescribes specific behaviors that are «true» to
the individual and cannot be substantially changed because it does not fit the
moral fabric as it 1s seen and as 1t is believed in the society. Everyday hfe s
related to what s relevant. What ts relevant is determined by immed:ate prag-
matic interests of mine or by my general situation n society (Berger and Luck-
man, p. 93). In short, what is known to me is real. | cannot deny my reality.
It is the knowledge that | possess about my specific environment.

Parsons describes cognition (knowledge) as a function of the superego
system which relates to theory of social behavior .. 17) He states that a
social system s a function of the common culture, which not only forms
the basis of the intercommunication of its members, but which defines, and
SO 1N one sense determines, the relative status of its members (p. 22). Hence
what 1s «wrong» tn a culture or subculture /s wrong for that group. What 1s
«self-evident» 1n a culture is self-evident and cannot be drastically changed.
As Parsons states:

«The conditions of socialization of a person are such
that the gratifications which derive from his cathexis
of objects cannot be secured unless, along with general-
1zation of emotional meanings and their communication,
also develops a cognitive categorization of objects, includ-
ing himself, and a system of moral norms which regulate
the relations between himself and the object (a super-
ego)» {p.29).

The common distribution of knowledge within the superego system

creates cultural norms, belief systems, subjective objects of reality, primary
sociahization and other social variables that are accepted to be «true» and
«real». (2) .
Kluckhohn talks about values as process of selective orientation toward
experiences which implies a deep commitment or repudiation or ordering
choice among possible alternatives of action (p. 18). This deep commitment
or repudiation-of a certain object or idea (knowledge) 1s essential for each
culture to maintain a general «balance» or «stability» in the belief system that
1t prescribes. What «should» be moral; or what «should» be adored, such as
rehigious symbols, or what «should» be law are examples of a functioning
society. Each culture has its own basic principles which are the maintaining
factors of that society

4
ty*¢
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The theoretical literature about prescriptive cognition and value orien
tation 1s rich indeed. OQur problem s not here. Culture maintains specific and
genéral behawiors for its young which usually follow the historical sequence of
cultural history with a minimum of dissonance. Conflicts are resolved «auto-
matically» through cultural checks and balances and most cultures remain
fixed in their basic principles There are variations but these variations are co-
opted and accepted into the macro-structure.

Bicognstion and the Problems for Bilingual Education

Here lies our problem. What happens to the child who may have two or
more sets of value descriptions which may sometimes conflict with each
other? What 1s «right» 1n one cognitive style may be «wrong» in another
cognitive style

First, some definitions are in order To be bilingual does not imply to
be bicultural. One can learn a language and not relate to the distribution of
knowledge of that culture. As | stated in one of my previous articles: « The
terms «bihngual and bicultural» relate to two languages and two cultures.
An individua! who has acquired both can effectively deal with two symbolic
systems (language} and two social settings (culture). A person who Is bi-
hngual 1s not necessarily bicultural because 1n the purest form each culture
has its rudiments in cultural and social meaning» (p. t1). Christian presents
this issue 1n the context of bihiteracy and self concept in the social and psy-
chological domain. For example, and as he states; «For the child whose
parents do not speak the language of the school, the first step in the alter-
ation of his self concept, and step closely associated with the begihnings of
Iiteracy, 1s the change of name, (p. 21). My name in Portuguese becomes
Tony in Englsh, sometimes To.y the Fisherman and sometimes Antoine.
Simdes becomes Simmons, Simms and other variations that are linguis-
tically and culturally transferable to the American social context. What
1S important 1s that cu/ture changes as my name changes. My symbolic system
interprets the social setting through my name. | have two or more cognitive
styles and | must function and maintain my knowledge universe in this
manner. (3)

Ramirez and Castaneda analyze analogous concepts in the Mexican-
American value system. They cite a cultural situation involving a boy who
believes that in the event of a crisis he must help the family first. The teacher,
however, prescribed that schooling was more important and the family crisis
would resolve itself, (p 115} This cultural phenomenon has no linguistic
transferatnlity. | recall coming from Portugal at the age of nine. The teacher
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asked me to talk about my family. | was proud of my family and | started
o, discuss the kinds o}'«hmgs my family value. «Stop!s she said. You are
not talking about your family. «! want you to talk about your mother,
father, and sister, not your aunts, uncles, and cousins.» | was destroyed. Now
| realize what she asked me. She asked for my nuclear. family. The extended
family was out of the reaim of her knowledge. «# familia» (the family) as
1t 1s known in the Portuguese cuiture, did not er:st in the Anglo cuiture and
I had to change a concept that | did not understand.

The bicogmitive child also recewves different cues in body language and
everyday talk. A smile associated with a specific behavior may mean praise
in one culture while in another culture 1t may 1mply punishment. Looking
down at the floor while being scolded may be a sign of respect 1n the child’s
mind. Yet some teachers may interpret this as rebellious behavior. Watson
refers to this fissure as rules for speaking which are not linguistic rulés but
social rules (p. 59). These social rules, whatever they may be, are-«rea» and
QCILER e

; In short, bicognition can be described as a knovWetTge of two cultures.
The individual lives in both at the' same time, orienting himself to the dom-
nant culitural environment, and in some instances belonging to neither one.
He or she 15 usually a person that must adapt to many unfamiliar situations.
As educators, we should be sensitive to these cultural variations.

The Portuguese-American Child and Conflict Resolution

For our purpose the term conflict resolution will mean the successful
functioning in a culture where a bicognitive child will be able to cope with
two or more cultural variations. Institutional values will be defined as an
acceptance of traditional supportive services given by most educational
situations.

The following schema may illustrate the focus of my major hypo-
thesis in which bicognition may be a hybrid of two conflicting cultures
creating a third value ormptation.

Figure one presents several ways where conflict and its resolutior may
take place. Three qut of four value orientations basically present a mono-
cultural orientation (Portuguese, Anglo and American-Portuguese).

in the Portuguese culture rules are usually fixed where the family 1s the
center of 1ts economic base. For example, career orientation is looked at as
a «good paying job» where one can eventually save and buy a home. Most
of the values are preserved from back home and few Portuguese attempt to
integrate into the social and economic sy-tem of the United States.
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Figure One

Portuguese Cuiture Portuguese-American Culture
Extended family, child rearing Integration, mixed role identifi-
practices, career orientation, re- cation, rejection and acceptance
ligious ethics, etc. Usually from both cultures, etc. Usually, bi-
mono-lingual (Portuguese) lingual (Portuguese and English)
Anglo Culture American-Portuguese Culture
Extended or nuclear family rear- Assimilation, positive role ident- -
ing practice, career orientation, ification, loss of Portuguese lan-
religious ethics, etc, Usually guage, rejection of Portuguese
mono-lingual (English) heritage, etc. Usually mono-

tingual (English)

The Anglo culture is similar to the Portuguese in that it is also a mono-
cultural society, even though its basic beliefs may be different in some as-
pects. These differences may trigger some social conflicts which cannot be
resolved until one individual has successfully integrated himself into the
socio-economic structure of the United States. It must be noted that the
Angloculture and the American-Portuguese culture are very similar in that
tha American-Portuguese has assimilated most of the Anglo’s values. Hence,
and more important for us, the three cultures, Portuguese, Anglo and the
American-Portuguaes, are mono-lingual and mono-cultural, There is a belief
system that is rooted to the culture and the everyday life that is simple
and self-evident.

The Portuguese-American, however is caught between two cultures,
possibly forming a hybrid of two cognitive styles and creating a third lan-
guage and culture. In many cases self-identity may develop within conflicts,
especially during childhood. This problem presents new challenges for the
educator in that he or she must deal with new political and cultural defini-
tions as they relate to curriculum design, materials development and oth-
er supportive services such as guidance counseling in the bilingual field.
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Guidance counseling, for example, has leqitimated itself as a viable and
even necessary part of the school experience. In many instances academic suc-
cess or failure are usually related 1o the personal needs of the child. When a child
hds a discipline problem there are the usual checks and balances in the school
situation to resolve conflicts. Assistant principals, principals, deans and
guidance counselors usually attempt to solve individual problems of the child
If this fails, the next step is to contact the parents. In most Anglo situations
the parents will try to resolve the problem with the school personnel, be it
by counseling techniques or further punishment. But what happens to the
Portuguese-American child? It is assumed by most Portuguese parents that
academic learning problems are in the realm of the classroom teacher and
the matters in the personal domain should be dealt with by the family or
the local priest. «School 1s for learning and respect for school is a must.»
Recently, 1 was-asked to speak to a group of sociologists and psychiatrists
at a community health center in Newark, New Jersey. The basic problem
was that most of the staff could not acquire credibility with the Portuguese
Community. It was felt by most that the Portuguese were «shy» or were
not interested in psychological supportive services. | explained to them
that guilt and the resolution of this phenomenon was accomplished by the
family or the priest, depending on the act or behavior. A boy in trouble
with the police, a girl having a bad learning experience in school, a conflict
between sibiings and other similar problems were resolved by the father,
the mother, or sometimes by other members of the extended clan. To relieve
the guilt, that 1s not to solve it, was usually handled by the priest. My own
research gives some clues to the Portuguese-American value system. Using
the Kluckholm model, the data indicated that when Portuguese children
get older and enter adolescence, therr values start to adapt to their formal
culture. For example, Portuguese children oriented themselves more toward
subjugation to nature and lineality while ther American counterparts ori-
ented themselves toward mastery over nature and individualism. The Portu-
guese-Americans showed no preference toward general value orientations.
Some Portuguese- Americans implied value preferences in subjugation to nature.
In the relational area, the divisions were equally divided in the areas of lineality,
collaterality, and individuality. The Portuguese children oriented therr values
more In hneality while the American children oriented themselves more In
collaterality and individuality {p 16). This suggested tnat many of the Portu-
guese Americans had «mixed» values and in some instances could not relate
to either the Portuguese or the Anglo culture
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Taking these themes into consideration, | have noticed that most bi-
lingual-bicultural school situations still are using the term «cultures more
as an institut:onal value with which a dichotomous situation arises. That
18, 1t 1s either the Portuguese culture or the Anglo culture, and so on

Some Resolutions for the Portuguese-American Child

We have not developed a technical language to adapt to this new cul-
turai s'tuation, specifically as it relates to the value problems and orientations
of the sons and daughters of the immigrant and the migrant. Dialects are
talked about in academic crrcles but they are not taken seriously by most
educators who are 1n contact with children on a day-to-day basis. Concepts
deveioped by an integration of both cultures are never explored with children
in the classroom. When a Portuguese child says the word «store» he or she
15 usually corrected to say «loja» which is the «proper» Portuguese term for
store. Yet the terms have different cultural connotations. A «lojas tn Porwgat
1s usually a small «store» specializing in specific products. The «store» in the
Un:ted States could mean a local supermarket The term «man» in the Anglo
culture usually implies early adulthood, 18 years old or over. Yet, the Anglo
cultwe has the term teenager which does not exist in the Portuguese culture.
A 15 year old Portuguese-American person may have to have a split person-
ality to deal with hus or her dissonance. At home, the male 1s an «homen»
because he has a part-time job and helps the family quite substantially. In
school, he 1s a «teenager» and still i1s looked upon as a child. Even the con-
sciousness of white middle class Americans has changed toward the role of
Anglo men and the concept of «machismo» has been on the attack by the
feminist culture. Although | do accept this new analysis as a legitimate polit-
ical movement, the bicognitive student may not perceive this analysis as a
change 1n a post-industral environment. His or her parents are usually reared
where the father still 1s considered the «head» of the household. His or her
mother stll sees herself as the traditional woman with specific cultural roles
assigned to her As educators, what 1s important for us is that both the femi-
nist movement and the macho syndrome are legitimate within the socio-
cultural class framework. To counsel a bicognitive child in just one frame-
~ork may create more psychological problems than it solves. The child may
have to reject both values and 1s left with no other alternatives.

Just recently some colleagues of mine wanted to do some research in
the Portuguese Community. They wanted to interview 30 families in five
days {The interview took 15 minutes.) | stated to them that it should take
at least 30 days, because each interview with the child at home would have
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to precede a talk with the parents.and possibly, some wine and cake would
be offered before the interview. | toid them 1t would be an insult to walk into
a Portuguese home just for a short penod of time. The first priority would be
the establishment of a sense of trust between the parents and the researchers.
They did not take my advice. One child later came up to me almost in a
frightened state and said that her parents did not «understand» my friends.
Hence, a traditional bicognitive conflict was created for the young girl. This
problem could have been handled differently.

As a bilingual educator, | am quite concerned about the bicognitive child
who may belong to neither culwure. | am not implying that cultural heritage is
not important. Quite the contrary. |t s the basis for identity, pride and polit-
ical power. The issue is not here. The issue s that our technical language is
still insufficient to deal with the bilingual-bicultural child. Terms such as
compound-coordinate bilingual used by Diller are just a beginning. it s
essential that bilingual educators talk to other social scientists and develop
new concepts in the field. In the area of socio-linguistics for example, new
meanings relating to cultural phenomena are being researched and developed.
In teacher training, however, our pedagogical language has not been fully

created. Accordingly, | propose research and development in the following
areas.

Research in Cognition, Bicognition and Teaching Strategies
Question: Are there specific teaching strategies that «fit specific cogni-
tive styles?»

This area s still untouched by most educators. Baecher has researched
the problem of cognitive style analysis and cited concepts and principles bor-
rowed from the educational sciences. (4)

His research gives us some insight to what a cognitive style is, but he does
not prescribe any specific teaching strategies. Joyce’s models of teaching may
be an avenue to explore in conjunction with specific cognitive styles.

Another area developed by Townsend in bilingual education 1s a model
for teacher interaction analysss. Adoptmg from other systems, such as the
Flander's system, Townsend has researched a “model ‘to improve teacher
training 1n bilingual-bicultural classrooms. This model should be used for the
research and development of interaction analysis for the bicognitive chiid.

We still do not know If the present educational jargon 1s sufficient in
the areas of bilingualism and biculturalism. Terms such as individualized

Lo
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prescribed instruction, meeting the needs of the children, the «mosaic
concept» versus the «melting pot» 1dea, cultural heritage, social class or
socio-economic status and other terms are based on political concepts and
not on pedagogical principles. We talk about tne cognitive and affective
domains as separate entities, but analytically, this 1s a false assumption. We
talk about skill development but never relate it to cognitive styles or cultur-
al dominance.(5) In short, I. can no longer sit by and accept educational
thetoric without a thorough analysis. We must move along toward serious
research, especually in the area of bicognition.

| vlould like to conclude by saying that we must take our educational
rhetoric seriously to improve our biingual-bicultural programs. in the area
of Portuguese-American Community research and development of education-
al models are tn great need.
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Notes

Luso-American 15 equated here to mean Portuguese-American.
The curriculum theorist must deal with this rulfw as a value system that has a
specific logical domain. For the child to learn new behaviors, the educator must
sknows the entry point of the student before objectives are .dentified.
It is true that | must be aware of this cognition. Without this recognition | may
perceive my behavior as a8 mono-cultural act.
The seven sciences are: 1) Symbols and ther meanings, 2) Cultura! determinants
of the mesnings of symbols, 3) Modalities of interence, 4) Educational memory.
5) Cognitive states of individuals, 6) Student styles, teaching styles, administra-
tive stylef and counseling styles, 7) Systemic analysis d ecision-making.
One has to listen very carefully to what we mean by skill development. 1n many
instances, the hidden agenda 15 discipline and vocational training which implies
remediation and not bilingual-bicultural education,
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Quvercoming Culture Shock:
A Frame of Reference

Pedro da Cunba
Cambridge Schools




The concept of culture shock is very often used to explain away every-
thing that all immigrants suffer at any time. |f achild does not come to school,
it 1s because of culture shock; if the parentscan’tfind a job, it is culture shock;
if the daughter does not go to gym, if the son does not learn how to read and
write, again, it is because of culture shock. The term is used so often, and to
explain so many things, that it is in danger of losing any useful meaning for the
educator. When one diagnoses a certain child as suffering from culture shock,
if nothing else is explained, nothing reaily was diagnosed.

If the term «culture shockpy is to become useful again to the educator, we
have to develop other tools that help him to analyze its characteristics, to dif-
ferentiate its various aspects, and to predict its effects. We can analyze this
concept from a sociological and a psychological point of view:

SOCIOLOGICAL ANALYSIS
1. Nationality Shock

A first way to analyze the culture shock suffered by an immigrant consists
of comparing the culture of the original country with the culture of the Unit-
ed States. One would say, for instance, that the Portuguese family structure is
very patriarchal, and the American one very democratic; that the Portuguese
are very nostalgic and turned to the past, and the Americans have no roots
and are always turned to the future. These types of generalizations, neverthe-
less, ar¢ 30 broad, and can lead to so many prejudices, that they are of little
use to the educator. In fact, the culture of Black Americans in a small town in
Alabama is so different from the culture of a Waspish suburb in New
England that one even wonders whether it is still possible to speak of «Amer-
ican cuiture» at all. The same is true of the Portuguese. From the small «al-
deia» of Tris-0s-Montes to a new «bairro» of Lisbon, or from the cosmopoli-
tan elite of Ponta Deigada to the fisherman of Rabo de Peixe, the psychologi-
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cal distance 1s so great that to speak of a common Portuguese culture i1s prac-
tically meaningless.

There are indeed certain common elements among all Portuguese, as
among all Americans there 1s a common heritage, a common identification, a
common language. it is true .nat the Portuguese immigrant r .isses these com-
mon elements in the adopted country. Let us say that he may suffer from a
«nationality shock» But what he misses most are the comrmon elements that
he used to share with his immediate neighbors, with his extended famtly, in
his village. And he 1s shocked by the customs, beliefs and norms of the Ameri-
cans he sees in his new town, not by the Americans he hears of in the mythol-
ogy of politicians and teachers.

A comparison between «national cultures» 1s not, therefore, a useful in-
strument to analyze the culture shock suffered by an immigrant. What 1s nec-
essary s, rather, a system of reference 1n which the unconscious culture that
influences the perception and behavior of an individual in a certain country
can be compared with the unconscious culture of another individual in the
United States. A system that makes 1t possible to compare the culture of the
fisherman from Rabo de Peixe with the culture of the second generation Irish-
man from Somerville, Massachusetts.

2 Culture, Situation, Institutions

Before proposing such a system of reference, a few definitions are neces-
sary:

Culture, 1n this context, 1s the complex set of beliefs, attitudes, values,
and norms that was organized by a community through the centuries in an-
swer to the demands of a situation.

A situation, as such, 1s made up of all those circumstances, from climate
to economic structure, from social condition to technology, that each com-
munity. confronts as the environment 1n which i1t moves, but also, by which it
1s limited.

Now, the culture developed in answer to a situation is always expressed in
institutions such as language, pohitical organization, religion and law. But, as
with all expressions and symbols, these institutions, after they have served to
symbohze a certain culture, become part of the situation to which the culture
has to adapt itself. (See Table |.)

3 The System of Reference

Not all communities respond the same way to similar situations, one rea-
son being that the situations can never be more than «similar.» There is al-
ways one circumstance that varies in such a way as to call for quite a different
reaction. Nevertheless, men, in general, tend *o respond in strikingly similar
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ways to some common circumstances. |f we can identify those circumstances
we will have a way of predicting and analyzing cultures and, therefore, cul-
ture shock.

| propose four circumstances that are 1) powerful determinants of a situa-
tion, and 2) tend to provoke similar reactions in men, as far as perception and
behavior are concerned and, therefore, tend to provoke similar cultures.
Those circumstances are: degree of industrialization, socio-economic situation,
climate and race.

I mentioned be‘ore that those institutions that express a certain culture
become, in turn, pu.. of the situation to which a culture has to adapt itself |
will therefore have to count them aiso as circumstances of a situation They
are: rehigion, pohitical organization and language.

These seven circumstances can, now, be considered as variables in a matrix.
Each variable would, then, be differentiated in several moments of a continu-
um that show a mutation in their significance. The following chart expresses
the matrix that results from this type of differentiation"

Table ||

Degree of In- Industnializing Industrialized
dustrialization | Rural Urban Rural Urban

Soc. Ec. Cond {Low Middle Up. Middle Upper
_Climate_—[Polar Tropical | Modert. Warm| Modert. Coid ~
Race ~ ~ IBlack Oriental Mediter. Nordic
_Religion Non-Bibl.l Non-Christ] Catholic Protestant
Political Org. | Tribal Totalitar. Paternal. Democrt.
Language Non-IE. | Slavic Romance Germanic

This chart makes 1t possible, first, to predict where and how a certain per-
son or group of individuals is going to find culture shock and, second, how se-
vere that shock will be
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Let us take, for instance, a group of Azoareans from Rabo de Peixe who
come to live in Somervitte, Mass. Their degree of industrialization 1s definitely
rural-pre-industrial, they come from a low socio-economic condition, Mediter-
ranean race, moderate-warm climate, Catholic rehigion, paternalistic political
organization and romance language. On the other hand, in Somerville, they
find a community that is basically second-generation Irish. They live in an ur-
ban industrialized area, of middle socio-economic condition, Celtic race, mod-
erate-cold chmate, Catholic religion, democratic government, Germanic lan-
guage Both profiles can be charted in the following table

Table 1

Degree of In Industrializing industrialized

dustnallzatnon4 Rural Urban Rural . - Urban
Soc _Ec Cond.| Low \ _Middle . Up. Middle Upper

Climate 1 Polar Tropical —+{-Madert. Warm: Modert. Cold
Race Black Oriental Mediter . Nordic
Religion Non-Bibl| Non-Christ. | Cathplic | Protestant
Poiitical Org [ Tribal | Totahtar. | Patenal. Democrt.
Tangusge | Non TE T~ Slavic Romiance | GeFmanic

After seeing the two profiles, we can easily predict: 1) that there will be a
strong culture shock in everything related to the different degree of industrial-
1zation: and 2) that in all other areas, the problem will not be very severe.
With this type of chart, in fact, we can predict 1) that there will be culture
shock whenever there is a distance between the two profiles; ond 2) tiwt the
greater the distance between profiles, the greater the culture shock.
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if, instead of an Azorean from Rabo de Peixe, we have a Cabo Verdean
from the bushes of Iina do Fogo, we might have quite a different profile

Table IV
Degree of In In:gtnalmng Industrialized
dustniahization | Ryraé Urban Rural _g@{-Urban
IOV L i R USSR S .
Soc. Ec Cond. | L .| Middle =] Up Middle | Upper

Chmate ___ |Polar I>Tropical | Motlert.Warm| Modert. Cold__
Race_ _-A__,wf_ﬂlggté:_ riental hngedlter. “~~1 Nordic

Religen | Non-Bibl %m::i Catholic <~ | Protestant
_Political Org. | Tribar _—Totalitar. | Paternal. ™} _.Democrt.

Language Non IE | Slavic——_] _Romance ~"Germanic

We can, therefore, predict that culture shock, in this case, will be much
more generalized, and that this person has to be followed very closely if com-
plete psychologicat disorganization is to be avoided.

This chart is but one example of the type of frame of reference an educa-
tor dealing with an immigrant population could have. According to his partic
ular needs, he could increase the number of variables he wants to anilyze in-
cluding, for instance, esthetics, law, philosophy, etc. What i1s important s to
have a clear understanding of each moment in the continua so as to be able to
draw a profile with some relevance and truth.

4. Analysis of one variable: degree of industrialization

When we analyzed the profile of tha Azorean coming from Rabo de Peixe
to Somerville, we realized that the different degree of industrialization of the
two communities was the area that, with more probability, would cause severe
culture shock between them | Let us further examine this circumstance, as
an example of the type of analysis that can be made with the other six.
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™A first characteristic of most agrarian pre-industrialized societies is the co-
operative concept of the faruly The basic support of the family is the imme-
diate concern and responsimlity of all members of the family Nobody 1s ex-
cluded, from grandparents to parents and young children. Each one wilt be as-
signed a particular task according to age and strength, but all contribute the
children until they get married, the grandparents until they ase. If it 1s the
home of a fisherman, the father goes to the sea, the children clean the boat
and instruments, the grandparents mend the ,iets, the mother keeps the house.
If 1t 1s the home of a farmer, the father perhaps plows the fields, the grand-
parents feed the chickens, the children milk the caws, the mother waters the
garden Someone could argue that this type of collaboration is also performed
by children in urban industriaized settings. In any well organized household,
one child 1s in charge of the trash, another of the dishes, a third of the vac-
uuming The difference lies in the fact that the child in the agrarian communi-
ty contributes to the very productive task of the adults, while in the city he
only contributes to the maintenance aspect. The child in the pre-industrnial
farm 1s an economic asset, while in the city he will always be an economic ha-
bihty In sharp contrast, therefore, with the concept of the family as a coop-
erative among parents and children for the benefit of all, we have, in the in-
dustnial city, the family divided into a productive unit and a beneficiary unit.
The parents produce, the children receive; the parents work, the chiidren
study.

This difference in the concept of the family can be correlated with the dif-
ferent system of providing for the future of the children. In the agrarian vil-
lage, parents provide for the future of their chi dren through inheritance, in
the industnal city through education. It makes sense, therefore, and it ts fair
to the children in the greindustrial farm when they contribute to the family
business, since they are working and contributing to what is going to be theirs
at their parents’ death They are working now for what 1s going to support
them in the future. In the city, though, 1t does not make sense for a child to
work for his father. It 1s through education that he 1s going to find the means
to support himself, not through whatever money or property his father witl
leave at his death.

A third characteristic of agrarian societies 1s the participatory concept of
learning. Children are introduced into the acult world by psrticipating in the
activities of the parents, by doing as they do and working with them, rather
than by studying first and doing afterwards. Children are, therefore, constant-
ly mixing with adults, learning from them, working with them. There i3 not a
youth culture and an adult culture. Parents are in constant communication




78

%

Table V
“
Agrarian Village Industrial City .
Com¢pt of Family °
Cooperative concept Polarized concept

| Subsistence of Family Subsistence Education
f Grandparents Parents Children

Parents

Children .

Future of Children Future of Children
Providing for the Future
}' Work for the parents Help 1n the maintenance
; Inheritance Education
} Learning
| By participating By formal teaching
i’ With the parents Away from the parents
Aspects of Life
D
-
Leisure Phys Ex  Spiritual Life
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with the children, without having to «tatk» with them Children are the con-
stant pride of the parents without having to bring home good marks from
teachers and prizes from employers

A fourth charactersstic of the preindustrial village is the globality of life.
In those societies, all aspects of life {(maintenance activities, leisure endeavors,
physical exercise and spiritual undertakings) are combined in a whole, without
separation and interruption. -To wash her clothes, a woman goes to the river
where she can breathe unpoliuted air, get a lot of exercise, meet the neighbors,
sing along, enjoy the magnificent scenery. All these aspects of life come to-
gether without planning and effort, and the person develops, wholesome and
happy. In the industrial city, though, Iife is compartmentalized; each aspect of
man s developed separately, and 1t I1s necessary to plan ahead in order nct to
overlook any dimension Work is separated from leisure and from esthetics. A
man works all year in order to rest during two weeks, or he works all day so
that he can go to the theater at night. He has to do gymnastics or play sports
since he spends the whole day sitting down n the office. He works in one
town and sleeps in_another; he spends the year 1 one state and travels abroad
during his vacation. Table V shows how these four characteristics contrast
with the characteristics of industrialized cities.

Given the different meaning of these four aspects in the agranan village
and in the industnal city, we can now predict that in each aspect the immi-
grant from the village will not adjust easily. Parents, for instance, will contin-
ue to expect that the children work for them until they marry. The children
will feel guilty if they don't, although secretly they feel it is unfair if they do.
The parents will be very anxious to save money or to buy property in order to
leave an estate to the children, while totally unconcerned about whether or
not the children go to college.

The children had already experienced the joy and the pride of working
with the parents in the adult world, sharing its tasks and responsibilities. The
parents now disappear from the picture. What the parents do 1s no more the
ideal they dream about. The father or the mother is no more the strong guide
that introduces them to the mysteries of hife. What the parents do s insignifi-
cant and unknown, and therefore the children lose respect and admiration for
therr parents. Adults lose authority, not so much because America is the 'and
of freedom and 1t 1s not allowed to punish the children physically, but be-
cause adul's are no longer the models they used to be in the village, who in-
spired the young and stimulated them to grow. Confused and disoriented as to
their role, parents may rely even more on physical punishment to control
therr «Americanizeds children, provoking a chain of events that more and
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more estranges children from adults.

We can finally predict that both children and parents will forget some as-
pects of their humanity. Since work does not come integrated with all the
other dimensions, some will perhaps never think of doing sportsor gymnastics;
some will have two jobs and overlook the basic necessity of having fun and dis-
traction; others will not have time to go to church or see a movie. Ali of them
will find it very difficult to plan a wholesome life

Other characteristics could be added, such as the system of dating, the
_ role of women, the attitude towards money. Again, what is suggested here 1s
a frame of reference, nota complete analysis. The educator w:II develop other
aspects according to his particular needs.

PSYCHOLOGICAL ANALYSIS
The previous analysis was soctological in nature. It was intended to give

the educator a frame of reference that would enable him to predict areas of
re

conflict different groups of immigrants would find in the new country. It said
little, however, about the intimate turmoil a child or a parent may suffer,
about the stages of their psychological adjustment, about the conditions
for a healthy integration in the new society. That type of analysis is the
province of the psychologist.

1. Inadequacy

When a person finds himself suddenly in a diffe'»rent culture, his first domi-
nar.t and overwhelming experience is perhaps the feeling of inadequécy. Many
mature and even prestigious adults who have had to immigrate have expressed
this experience when they confessed, «| feel 'ike a child.y It is not only the
basic inadequacy of not knowing the language fluently that we are talking
about. It is the ignorance of what is appropriate and what is not, be it in the
restaurant, on the bus, at the party, in the store. What in one country is a sign
of respect is in another pretentiousness; what is clean in Portugal may be dirty
in the US, what is the dress for a party in Spain may be the dress for a funeral
in the US, what is :noral in the Azores may be considered exploitz.ve in Bos-
ton. The i/mmigrant, not knowing the codes of the new country, is .n constant
tear of being ridiculous. On the other hand, his own codes, to which he is at-
tached emotionally, don't guide him automatically anymore. He feels like the
person who has to decide consciously all his movements when walk.ng.

Since he ‘feels inadequate, he will also tend to feel |nfer|or as a child in
front of the grown-up. This feeling of inferiority can even become paranoia,
the immigrant being always convinced that everybody is putting him down,
running away from him, discriminating against him. A smile of understanding
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may be interpreted as condescension, a request to repeat the question as dis-
gust for his accent, a welcoming remark as a joke of bad taste.

The healthy aduit, who learned in his counttry to accept and respect him-
self, survives easily this sudden loss of face. But the insecure one, and the
child, wiil receive a further blow to his self-esteem. Without much support and
compassion he may never recover.

2. Withdrawal * T

" Nobody can survive without a minimum of self-esteem: After a period of
confusion and of feeling inadequate, two syndromes, in general, develop in
the immigrant. The first one is withdrawal or apathy, more or less pronounced
according to the psychological make-up of the person.

.Teachers in bilingual programs constantly complain about students who
«don’t care about anything.» Their parents also don’t care, they say. They
never come to school -and when they come, they shrug their shoplders, impo-
tent and tired. These children and parants are depressed, as anybody will be
when he does not find the basic reinforcement to continue to live, which «is
the feeling that «| am worth something.»

3. Hyperactivity

Others react by hyperactivity. it is the student who laughs inappropriately,
1s always hitting the others, 1s constantly involved in actions that disturb the
class or |nterrupt the normal flow of school activities. It 1s the adult who
speaks up at every meeting he attends, even when he does not understand the
subject of the meeting or he has nothing to say, even when his accent is so
heavy that nobody can follow him. Both adults and children try every possi-
ble avenue of recognition and attention. They don’t give up as the depressed
person does but, in their nervousness, they try so hard that they make a nui-
sance of themselves, thereby provoking the rejection they are so afraid of.

4. Rejection of new culture

-There 1s always a period of rejection of the new culture in the life of every
immigrant. The new codes, values and customs seem to be too alien to even
try to understand them. Moreover, the inadequacy the person felt, and per-
haps still feels, left too great a scar and too great a resentment for him to even
attempt to look with fresh eyes at the new country. It is the ghetto reaction
that starts to activate. Everything that is American ic bad, only what is of the
old country is good. The only decent persons to marry my daughter or my
son are boys and girls who still live in the village, still uncontaminated by
American customs. American doctors are unprofessional and incompetent
since they come to the hospital in «jeans» and corduroy jackets. American
schools have no standards, teachers are not dedicated, administrators are in-
competent. The schools in the old country, in contrast, were ideal, its hospitals
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havens of health and repose, its doctors all competent and compassionate.

But let us not despise ghettos and walls of protection. Perhaps those who
felt depressed and incapable of reacting to the initial culture shock can only
find some balance in the ghetto. Perhaps the ghetto is that intermediate step
that enables an immigrant to look at society at large without fear and infenior-
Ity.

5. Overidentification with new cuiture

Instead of this ghetto reaction, or very often following it, an overidentifi-
cation takes place with the new cuiture. This reaction is very similar to the
identification with the aggressor that psychologists talk so much about 1n their
anxiety to be accepted by the members of the new culture, immigrants try to
become more American than Americans, adopt mannerisms, clothes, eating
habits that already many Americgns shy away from as being too Hollywood:-
an or too stereotyped. Children who were transferred to the regular program
now join the gang of those who harass the poor newcomers, calling them
names and teasing them. Second generation admimistrators fight bilingual pro-
grams as being un-American, or as detaying the process of immersion in the
American middle class.

Adopting with the anxiety of the «parvenue» the exterior signs of Amer-
canism, these immigrants also reject with the same nervousness everything
that reminds them of therr oid cuiture. Children no longer want the soups,
the homemade bread, or the sausages their parents make, und consider
hot dogs and hamburgers as the only decent meals everybody should eat. Stu-
dents ask their parents not to come to school, ashamed of the way they look
or the way they dress, so different from the way their middle class teachers
appear to them. Adults change or translate their last names—from Rodrigues
to Rodrik, from Rosa to Rogers, from Pereira to Perry; and sometimes they
give therr children Irish or Polish names—whatever in their neighborhood 1s
seen as American. Children in bilingual programs lose interest in learning to
read and write in their own language, and as soon as they can speak some En-
ghsh they declare they don’t know their own language anymore.

These mechanisms of rejection and overidentification of either culture are
further complicated by the fact that children and parents don’t develop at the
same rate. A child may be in the stage of overidentification with American
culture, while his parents are still trying to build up protective ghettos. The
father who dreams about his homemade bread can’t understand the daughter
who rejects it to eat Wonder bread. He who looks forward during the whole
year to the feast of Sto. Cristo will be disgusted with his son who prefers to
watch the Bruins that day.
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The following chart summarizes the dif‘erent stages of culture shock.
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OVERCOMING CULTURE SHOCK

There are no standard formulas for overcoming culture shock. Since it var-
1es s0 much from immigrant to immigrant according to the different circum-
stances they come fronm and they come to, each personal culture shock has to
be handled separately. The cultur. shock, for instance, suffered by the Lis-
bon-born Portuguese who immigrates to Somerville, Mass. 1s completely dif-
ferent from the culture shock of the Portuguese born in Boticas who immi-
grates to Milford, Mass.

There are no formulas, therefore. But there are some approaches that
seem to work better than others. Since the majority of Portuguese immigrants
to the United States come, indeed, from agrarian pre-industrial areas like Boti-
cas or Rabc de Peixe, let us consider the case and discuss possible approaches
that have been used to help them overcome culture shock
Reverse colomalism ‘

A first appreach to solving culture shock s what could be called reverse
colonialism. It consists of imposing, directly or indirectly, the values, attitudes
and beliefs--the culture—of the region that receives the immigrants. This colo-
nialism can be seen in operation, for instanc., in many school systems that re-
sist the concept of bilingual education. The education of the immigrant is seen
by those school systems as a brainwashing type of endeavor by which the
«pcor» immigrant will be transformed into the mythical middle-class Amen-
can. His native language, his values and customs are considered obstacles to
the progress of acculturation.

This colonmialism is similar to the cne practiced by the major European
countries in Asia and Africa during the XIXth century. It is eacy to condemn
sucn colonialism. Reyardless of whedier it works ur not, it is seen as ain intui-
erable imposition upon people who did not ask to be invaded. Reverse coloni-
alism, though, seems innocent. In fact, one could argue that If the immigrant
came to this country, it was because he wanted to be a part of it and, there-
fore, of .s culture. The point is that even If it is innocent, this method
doesn’t work. No one can survive psychologically, having rejected his past or
his culture. He will constantly suffer from a dissonance between his deep un-
conscious native values, and the newly acquired ones. Culture shock will be
perpetuated at an unconscious level, it will not be solved.

Integration

The second approach, the only one that seems to work, is the method of
integration, Culture, as was explained before, is always developed in an<wer to
a situation. If the situation changes, the culture will also have to change,
otherwise it becomes either phony or unproductive. But there is the possibili-
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ty that the change will take place in the realm of customs rather than in the
realm of values.

Let us take, for instance, the cooperative concept of the family. This co-
operation is a value no one has the right to change. But this value in an agrari-
an society was embadied in customs such as working for the parents (nti!
marrying. This 1s a highly adapted custom in the agrarian society, since par
ents provide for the future of their children through inheriiance, that s of pn-
mary importance. Therefore, in order to preserve the original value of family
collaboration, one has to embody it in a different custom that is not detr:-
mental to the future of the children.

Therefore, the following steps are implicit in the method of integration:

1. To listen with tenderness and respect to all the elements of the old cul-

culture.

2. To search for the values that are the basis of the different practices,

customs and attitudes.

3. To find the economic and historic reasons why those values were ex-

pressed in such customs.

4 To find ways the permanent values can be incorporat:d into practices

consistent with hife in the modern city.

It this method were consistently used in bilingual programs, we would not
have the tremendous conflict that dropping out at sixteen years of age repre-
sents for most families. The parents, following thair old custorn, consider 1t a
moral imperative to take their children out of school at sixteen. To stay in
school longer s viewed by them as egotism on the part of the child, indiffer-
ence to the welfare of the family, unfairness to the older children. Teachers
perhaps accuse the parents of exploiting their children, and the children,
caught in the middle, feel cheated if they drop out and feel guilty if they
don’'t.

What a relief it could be for al! if they found ways by which the moral
values of family collaberation could be main:ained without dropping out of
school. .

The integration method 15 a method of acceptance. It attempts to help the
immigrant accept the deep values that shape his identity. As such, it is the op-
posite of colonialism. But it i a method of growth. It requires him to adapt
his values to the new situation he has chosen. It is, therefore, the opposite of a
ghetto mentality. After all, integration of the present with the p.st wnd the fu
ture is the task of all heaithy human beings Rupture from the past or from
the future 1s the sign of all psychological maladjustments.
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Notes

Dr Anténio Simoes of Boston University suggested 10 include in this continuum the
«Post-industrial Society.» 1t seems, nevertheless, that rather than open a new moment,
qualitatively different from the others, in the cont.nuum «degree of industrialization,»
it is preferable to consider that concept at the extreme pole of urban-industrialized so-
ciety «Post-industrial society» 1s a very useful concept that helps us to understand cer-
tain trends in highty industrial countries, but we still don't have a post-industrialized
socsety. Those who predict the coming of such society are forecasting the future. See
Daniel Bell, The Coming of Post-industrial Society. Adventure in Social Forecasting
{New York Basic Books, 1976)

The book recently published by Fernagdo de Meneses, Entre dois mundos, vida Quoti-
diana de criangas portugueses na América (NADC, 197B), uses, mostly in the «Teach-
er's Guide,» this method of acceptance and integration.
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Testing Portuguese Immigrant Children
{Cultural Patterns and Group Differences
in Responses to the WISC-R)

José Luis Ribeiro
Cambridge Schools




The present survey is based on a sample of over 350 low-income chil-
dren from a large urban school system in Massachusetts. The subjects range in
age from 5 1/2 to 18 years. They are all Portuguese speaking. The overwhelm:-
ing majority—up to 95%—come from the Azorean Islands, with the remaining
coming from continental Portugal, from Brazil or from the Cape Verdean
Islands.

The Islands which constitute the Archipetago of the Azores are in the
Atlantic Ocean, roughly two thousand miles from the United States and one
thousand miles from Portugual. Discovered by Portuguese sailors in the 15th
century, these then uninhabited islands were gradually populated by Portu-
guese peasants and farmers sent by the Kings, mainly from the South of Por-
tugal. Five centuries later we find that the families which immigrate to the
United States are for the most part of very low income. They find work in
factories or low paying unskilled jobs. There is a tight family unity and adher-
ence to religious values and to ancient rural traditions. Culture shock is a fact
of life as spon as they enter the inner city where they lead a semi-ghetto
existence.

The sample tested is not a random sample nor is it representative of the
whole population as far as 1Q is concerned. The majority of the children were
tested because they are considered special needs children. However, sir : 1Q
is not at stake in this survey, and the term «special needs» is a big educational
umbrella, some useful generalizations can be made from this examiner’s exper-
ience with these minority group children,

The examiner is also Portuguese,was born and raised in the countryside,
and has worked with these children for five years. He does, therefore, speak
the language of these children and understands their culture. He firmly be-
lieves that, if it can be done, he is in the position of eliciting from the children
he tests a level of performance which accurately reflects their underlying com-
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petence Such a congruence between examiner's and examinee’s language
and circumstances s essential for accurate assessment of underlying compe:
tence. This congruence 1s especially important whenever the life circumstances
of the examinee's vary from those experiences of the normative sample in the
tests to be used.

«References» should not be over generalized, and implications should be
suggested with caution, however The response trends noted in this paper do
occur with frequency in a sizai:le sampling. Such trends must be studied more
carefully with an attempt to relate such issues to psychological theory of eth-
nic and individual differences Any good test user shouid be keenly attuned
to indidual and group d:fterences This 1s even more crucial when having to
test minority children with tests standardized upon a different linguistic and
cuitural population . .

It 1s well known that discrimination exists 1n educational settings To a
lesser or greater extent we alsc know that such discrimination 1s embodied in
the tests we use to make judgments and to implement decisions about the
lives of the children with whom we deal. We should relentlessly look for the
most appropriate and fair tests to utilize with the children we are called to
assess. Realistica!ly, however, the non-biased, culture-free test, administered
in any language. and equally valid for ali children regardless of sex, ethnic
ongin or socioeconomic status will never be produced. Furthermore, the
culture fair test more often than not concentrates on thoroughly assessing
a hmited number of highly specific behaviors, thus imiting the djagnostic
possibilities and the subsequent prescription for sound learning activ.ties.

I give my full support to the most recent trend urging that unfairness
hies not so much 1n the test itself as in the way the test 1s used. With all due
respect to some tests judged as culture-fair by many authors in the field,
this examiner has repeatedly found that examinees may attain as high a
score, 1f not higher on the WISC-R, with the precious advantage of reveal-
ing important psychological characteristics. The crucial point, however, in
the process, 1s that not every test user has the preparation, awareness and
sensitivity required to help and not hinder the minority special needs
chitdren in such testing situations. Since our major objective is to provide more
effective and appropnate educational and psychological services for our
children, then this point cannot be ignored. it 1s our hope that the follow-
iny observations on the WISC R as applied to Portuguese children will pro-
vide examples of how the test gwver can strive ior assessments which

+hghlight pc ntial and clarfy differences that are not merely cultural, but
are 1n fact inuividual
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When the Azorean children arrive in this urban school system of the
Greater Boston area they are faced with many elements of culture-shock.
Testing 1s one of them. | completed my educational career in the Portuguese
culture without ever having to face that unique intellectual phenomenon of an
IQ test. Then | came here and faced 1t at age 31 Our Azorean children, there
fore, come nto a culture where a radically different educational system pre-
vails. w0 their adoptive country it 1s most typical, especially among the school
population, to take a standardized mental ability test -a test that probably
will play a significant role in determining one’s place in societ .

The optimistic side of the coin 1s the fact that b~ de yree of adaptive
behaviour of these new immugrant children s quite rcinarkable, both in
regard to personal independence and <ccial and culturally imposed demands.
But the question remains that test results may be non-representative of the
general make up of the subject tested.

«It may justly be a-yued that such tests are nevertheless
meaningful . The test results may appear to be incon-
clusive. In such cdses it often remains a moot question
whether this 1s due to a basic hmitation of the test or Is
inherent in the limits of the examiner’s experience with
the test.» (1)

| agree with Blatt and Allison’s statement regarding the use of the
Wechsler scales with minority populations:

«Some members of our society live essentially 1n subcul-
tures which are somewhat removed from the maifistream
of middle class experience and from convegtionally
learned approaches to cognitive tasks. The WAIS (and
most intelligence tests) presents a more novel fituation
to such people than 1t does to people schooléd in the
types of|procedures and tasks presented by the tests.
It is important to remember that though the WAIS is
generally considered to be more structured than most
other psychological procedures, it can also be exper-
enced in very different ways depending upon earlier
educational experiences.» (2)

My attempt will be to bring some of those earlier educational experiences into
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a meaningful context, prompted by my analysis of responses of Portuguese
youth to selected 1tems on the WISC-R subtests.

For the purpose of simplifying this discussion | will refer to the sub
tests following the order found in the WISC-R Manual. Although | used the
Wechsler Intelligence Scale for Children before its revision, and occasionally
I use the WIPSI and the WAIS, it 1s my feeling that the references to the
WISC-R as presented in this paper can be applied to the other Wechsler scales
«mutatis mutandiss . . . | will deal at length with some subtests where the
content or siyle of the responses, as well as the organization of psychological
functions bring to the surface sr~cific individual and ethnic differences.

INFORMATION

Information, as 1t stands, 1s by far the most biased WISC.R subtest for
our Azorean population, especially inregard to item content. The rank order-
ing of i1tem difficulty of adjacent items i1s another complicating and discrim-
inating factor. These reasons alone should prevent any test giver from making
the habitual correlation with this subtest with other subtests and total score
for diagnostic purposes Such a diagnosis would be rendered as totally invalid
for our population. Let me indicate some simple elements of bias in typical
information 1items -

Item no 5: «How many pennies make a nickel?» This 1s unfair for
children under 9 years of age who have been in this country for less than two
years.

item no 9: «From what aninial do we get bacon?» presents a typical
problem where cultural circumstances almost insure limited responses. It
should be noted that for rural populations of both continental and insular,
Portugual, pork is a staple; terminology—ie; «bacon»—here limits unneces-
sarily an otherwise probable correct answer. So, in spite of his familiarity
with basically the same product the Azorean child is unable to conceptualize
or process the question the same way an American child, who eats his pork as
«bacony, probably would . . . The Azorean child has a different socioeconom-
ic perspective and a different: conceptual frame of reference. The alert
psychologist would simply formulate the question this way for a rural
Portuguese speaking child: «From what animal do we get sausages
(chouricos/?». Rare would be the Portugese child who could not answer
correctly from age 6 1/2 and over.

Typical of rank order ot difficulty 1s Information item no. 18. Many
a Portuguese child would come up with the right answer to the question,
«Why does oil float on water?», even after having missed the four preceding
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items. Rationale: The overwhelming majority .  “e children in our popula-
tion come from church-going Roman Catholic families. The iamp which
traditionally burns in church near the main altar, with olive o1l fioating on
water, i1s a very famihar scene for those children.

« . .1t s a prerequisite for systematic clinical psycho-
logical practice to look upon intelligence as a function
of a natural endowment unfolding in a process of matura-
tion, in the course of which . . he will undergo a process
of picking up information—facts and knowledge of rela-
tionships—from his educational environment, which in-
cludes the home, the relatives, their social relationships,

and the geographical-cultural location and its implica-
tony (3)

About the Information subtest a word of caution which I1s also applicable
to Vocabulary and Similarities. The poverty of the educational environ-
ment shows up in failures in this subtest {Information), even when culture
bias ts not a big factor. The typicat Azorean family in our tested popula-

- tion is not verbally oriented; and the language used at home s concrete,
objective and instrumental. We will return to this point when dealing with
the Vocabulary subtest.

It taken in 1solation, Information 1s one of the WISC-R subtests which
could provide a rough measure of how long an immigrant child had been
fiving 1n this country. Retest situations, in our experience, clearly confirm
the usefulness of this indicator. When dealing with the newly arrived child,
however, 1t 1s worthwhile considering that this subtest could be omitted
from the totai Verbal score. The remaining 4 verbal subtests would be pro-
rated for Verbal 1Q totals.

PICTURE COMPLETION

Striking characteristics of the children 1n our group are their low self-
esteem #nd inferionity feelings towards school tasks and even to school
personnel. These youth have known authoritarian rules, political dictator-
ship, anitask-master teachers. The typical testing situation finds them in this

process of adapting to the new culture, struggling with the new language and
picking up information. So, as expressed by Blatt and Allison:
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«Occasionally this subtest may be affected by a subject’s
reluctance to criticize, to assert himseif, to attack actively
or find fault with an aspect of hisenvironment .. a low
score may be seen as a function of passivity » (4)

Encouragement in this subtest 1s, therefore, in order. The directions have
to be clearly stressed If need be, the test aiver should repeat the fact that
something 1s always missing, to combat their trend of passivity. With this
reassurance the Picture Completion subtest can be a favorite for our popula-
tion. We see many reasons for th.. First of all, verbalization plays no signifi-
cant role; second, the pictures are recognizable by the majornity of the chil-
dren, and the items, by and large, do not require any specialized kind of infor-
mation, but rather common information from everyday "fe. We find no bias
with most of the items up to item no. 22, the thermometer, such an item,
rather common n this culture 1s extremely uncommon in the backgrounds
of our children. Ironically, the same difference applies to item no. 24, the
telephone, an item likely to be extremely familiar to the «normative» popu-
lation This examiner himself comes> from a mountainous village of about
one thousand inhabitants where his father’s telephone used to be no. 1, out
of a total of seven telephones in the entire village ..My father's current
telephone is no. 5, but the total number of telephone subscribers remains the
same.

Item no. 21, the cow s an example 6f rank order of item difficulty.
While in the population for which the test was standardized, under a certain
age, most children tend to have difficulty with iteins beyond no. 16 or 17,
our children would rarely miss item no. 21 «cleft {spliti in the cow's foot».
This happens for the obvious reason of cultural exposure and rural back-
ground experiences. Very meaningful too is the response our popuiation
often gves to item no 23,the house. To the question awhat is missing in the
house?», a rather frequent answey 1s; «Tiles on the roofy». If thereever wasa
cultural difference in one of thelenvironmental features which most directly
shapes our personality, our «habitat», this i1s certainly one. If | am allowed
a poetic deviation, my heart goes out to those children who so readily state
that the tiles are missing on the roof. Which tourist is not charmed by the dif-

ferent tones of red tiles on the roof of the most simple and modest house in a
rural Portuguese village?

«Famiharity with things i1s a sign of contact; an ability
to recognize some famihiar features in the unfamihar s
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one of the main characteristics of the human being, as
long as his contact with reahty s unimpaired.» (5)

A frequent response to item no. 10, the dresser, that a vase of flowers
on top s missing, translates cultural mores and does not seem to represent
what Rapaport calls «loss of distance from the card»(6). But we agree with
Rapaport when he says that a low cultural level would tend to produce
answers of the undrawn bodies of heads as the missing parts. Frequemly we
get responses of that kind to items no. 12, 19 and 25. > N

By and large, huwever, Picture Completion is one of the most fair
subtests for our population. It 1s my impression that in children from families
of low socioeconomic and agricultural background where verbal information
1s not abundant, a phenomenon of compensation tends to occur. Those
children tend to become keen observers and develop fine learning patterns
of the visual kind. Since Ficture Completion is essentially a test of visual
awareness dnd attentior (o details, our population wili do very well with few
exceptions. Contrary tb what Rapaport says (7), cultural factors do appear
to- play some role 1n this subtest; only this time there seems to te a trend
shghtly in favor of our minority group children.

SIMILARITIES
According to most writers in the field, this subtest is essentially a mea-

sure of verbal concept formation. Such concept development can be expressed
in any one of the three levels: concrete, functional, and abstract.

«Concept formation is the function which informs the

human being about tiie «belonging together» of the

objects and events of his everyday world. Each word with

which one names an object implies an automatic concept

formation, a ‘placing of the object where it betongs in

one's world. Every percept implies concept formation,

because to identify anything implies determining where

1t belongs». (8)

When referring to concept formation it helps to keep in mind the old philo-
sophical axiom that nothmg is 1IN our thoughts that wasn't first in our
senses . . . We will attempt to illustrate how relatively simple, cultural patterns
can interfere with cognitive efficiency, and transform the concept formation
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into a less automatic process.

item selection in Similarities is relatively fair to our population in so
far as the first 6 items are concerned. But when we come to cat- mouse, we
find an element of dissonance rather than an element of similarity. The
cat, to our rural population, has only one function: to catch and kill the
abundant mice which devour the cereals and dried meat in the countryside.
The abstract concept of a cat as a pet does not exist; the antagonistic relation-
ship with a mouse is obvious in their minds. The cat eats the mouse and that s
it. A functional characteristic strongly outweighs any abstract similarity. The
all too vivid experience crept in, with its ‘'emotional load and the cognitive
dissonance for the- subject. Now, if intelligent behaviour is «adaptive» in
any particular culture, an «intelligenty response to this similarities question
would be difficult for our minority group children.

Item no. 9, telephone--radio is a difficult item for our population for a
different reason. Our children I’ack the «hunches» and the familiarity with
these objects. Only such famnl:anty and experience would lead them to make
the reqred association.

Pound—yard (no. 10} can be replaced by «kilo—liter» in examination
for cultural equivalence. -

Item 12, scissors—copper pan raises the issue of possible masking of a
functional intelligence in Azorean responses. | trave found this to be a typical

“«missed» item until | decided to use «iron» instead of «copper». If such a
substitution- would be allowed, our children would get credit for an item
they would otherwise miss. Obviously only the test builders would be able
to respond for the rationale for basing a specific number of items on func-
tional knowledge while loading others with abstract reasoning ability.

With the atove.reservations taken into account, Similarities can in my
experience be counted amongst the less unfair of the Verbal WISC- R subtests.

PICTURE ARRANGEMENT

«Picture ‘Q«rrangemem is the best single measure of general intelligence
{G) among thz(yerforn\qnce scale tests, particularly at ages 7 1/2and 101/2.
When combined with Block Design it provides a good measure of non-verbal
general intelligencen. (9} .

Statements like this which appear to be sound when referring to the
«normal» population, would be very misleading if indiscriminately applied to
minority group children. The fact that a particular test is not verbally loaded
does not make it necessarily culture—fair. Rapaport suggests: -
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«In evaluating failures one must keep in mind an objec-
tion which has repeateuiy been raised against the Picture
Arrangement subtest. For our usual clinical population it
i1s a fair test; but for a large part of the general population
It is too sophisticated, requiring anticipations of a type
that are familiar to readers of such publications as The
New Yorker. Intelligent persons from a different sub-
cultural background, being unaccustomed to the conven-
tions and devices of wordless cartoon sequences, may
therefore be slov! in grasping items of this typen. (10)

- Item™no. 3, Fire, presents a subtle difficulty. Our population is not accus-

tomed to fire engines roaming the streets — not until they corme to this coun-
try. Granted, children tend to be fascinated by a fire truck, and our chil-

~dren are no exception. But the lack of familiarity with the scene makes it

difficult for the younger Azorean children to discriminate between card
no. 3 fire truck coming up the street, and card no. 4 aiready on the scene.

Item no. 5, The Burglar, brings forth in our population what would
constitute the delight of any psychoanalyst: the emergence of the super-ego.
Rare is the child in our population who misses item no. 5, even if missing one
or two of the previous, supposediy simpler items. The fact is that these chil-
dren come from @ background of strict moral values and high respect for*
other people’s right§ and property. In some of their villagés, even nowadays,
the doors are seldem or never locked, and fear of being robbed is practically
non-existent. Oftentimes this examiner has heard from these children’s
parents the sta*qnent that they have nothing to fear from God or from
society: «| have never stole nor killed» (the only two sins which would appar-
ently leave a black mark on their conscience). A person can project himself as
he wishes to be, as he experiences himself to be, or as he fears to be The
latter, undoubtably, is the case of the children we test. Their super-ego is so
strong in this regard as to prevent them from failing the task, because they
know so well how certain behaviors or actions shoul{not be performed.

ARITHMETIC
«Arithmetic, says Rapaport, is a good test of «g» ...
Arithmetic is here considered a test of concentration,
because to pass tne items of this subtest which, except:
ing for the last two, consist of the four basic (falculations,
the subject—the average person of our civilization—must

\)‘ (3 i)
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utilize patterns of arithmetical relations ingrained in him.
He must reflect on and deliver the answers from the pat-
terns that he possesses». (11)

This test is relatively unbiased for our population unless a child is auditorily
impaired. A few precautions, however, are in order when administering this
test tc our -population. First, introduce the task in a game-like form to allay
possible anxiety which tends to enter when the word Mathematics is uttered
or even suggested. Second, regarding terminology, when change is in ques-
tion and the child is probably not yet acquainted with American coinage, it
15 advisable to refer to the questions using «escudo» instead of «dollary.

As mentioned above, children with difficulties in the auditory modality
(be it perception or pracessing difficulties), will have more depressed scores
on this subtest than on tests like the WRAT or the Key Math, where they can

compensate for their auditory deficits by using visual and motor kinesthetic
clwes.

2L OCK DESIGN
«The analytic and synthetic implied by Block Design is
related to the conceptual analysis underlying successful
performance of concept-formation-testsy. (12) L

Without any intention to put down a task well conceived and based on a
general valid criterion of intelligence, we raise here the same reservations
‘we had raised about the infiuence of cultural patterns on the concept-
formation process, particularly in regard to Simiilarities. Glasser and
Zimmerman, among others, state their enthusiasm ‘or the Block Design
subtest which they say: .

«proved to be an excellent measure of general intelligence
{(G) ... Block Design, therefore, is one subtest which can
be interpreted separately, as a specific measure of percep-
tual organization and spatial visualization ability, a quali- -
ty shared with Object Assembly . .. Block Design can be
considered an excellent non-verbal measure of intelli-
gence {Cohen, 1959).» (13)

What Glasser and Zimmerman refer to as general intelligence is the product of
two main sources: some undefined, genetic (i~herited) factors, and environ-

Q (i
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mentsl influences To a certain extent there i1s some preparation f r this
test when a child, since his very early stages, has all sorts of blocks with which
he can play. A foreigner cannot help bu:t be amazed at the amount of play ma-
terials available for the average American child. Thus the possibility of lay-
ing an early foundation for the ability to analyze, synthesize, and repro-
duce the abstract, two-dimensional geometric patterns required by the Block
Design subtest. It would help any tester to keep in mind that the Fisher
Price shape sorter or the other thousand and one toys so readily available
to the American child, are infrequently available to the child of our mi-
nority group population For many of our children, «toys» were the uni-

“versal broomstick {a | arse!), and a soccer ball improvised by an old sock

filled up and carefully sewn .

If we add to this the factor of time,another handicap for our charac-
teristically urhurried island people, we find consolation in Rapaport’s fol-
lowing statements dealing with Block Design:

«Superiority of visual organization does not always indi-
cate superiority ©f visual motor coordination. The differ-
entiation of the'parts to be used may be excellent, yet .
the hand’.ng of the blocks in an effort to find the right
face can be fumbling and time wasting; . . . an insecure
performance which repeatedly compares the constructed
parts with the pattern . . . often enough is detrimental to
efficiency». (14)

This examiner has observed that some Azorean children who have had
Kindergarten in this country — when blocks and other geometric figires are
freely manipulated — seem to indicate more comfortable attitudes toward this
subtest, thus getting better results.

With the above considerations it is not my intention to label Block
Design as a culturally biased subtest, but simply to suggest that it is not the
most cuiturally fair test in existence. Most important, | wouldn’'t advocate
considering Block Design to be an excellent non-vertal measure of intelligence
for our minority group children.

VOCABULARY

Vocabulary is, by its very nature, a troublesome subtest for any minori-
ty group child who 1s obviously different from the population upon which tire
test was standardized. Cult‘ére and language are so intimately related that it
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would be an impassible task to devise a vocabulary-based test equ:lly fair tc
children of different cultures or even subgroups of the same culture. Even if
the concepts-could be the same, the rank order of item difficulty would vary
greatly. in fact, equivalence of concepts and rank ordering of different levels
are two inherent problems in test transiation and adaptation. Relatively un-
sophisticated children in our population would know what «rnigrate» means,
even when ignoring the meaning of precedent — supposedly easier — items.

Rapaport again states e]oquentlv some of the inherent difficuities plaguing
the Vocabulary task:

¢«To state it in an exaggerated form, vocabulary is
primarily dependent upon the cultural wealth of early
educational environment, and is refractory to improve-
ment by later schooling and life experience . . . schooling
and life experience do enlarge vocabulary to some extent;
but we have been impressed by the many persons of cul-
turally poor chifdhood environment who remain limited
in thewr vocabulary despite schooling and !.fe expenences
of great variety.» {15)

Should schooling increase vocabulary for the Azorean child, reinforcement
.f such learning at hgfne tends to be minimal. Educaticnal gains, hence, are
not easily integrated. The home dialogue 1s limited; the vocabulary tends to
be concrete, objective and instrumental. Issues related to groups with verbal
intellectual orientation are not easily’ integrated in our children’s extra school
repertoire. Therefore, it is self-fulfilling prophecy when they measure low in
a Vocabulary task.

When welf conceived, however, a culture specific and grounh specific
vocabulary test i1s a powervul tool for assessing the clarity, conciseness and
subtlety of a subject’s thought processes as well as his facility in communi-
cating thoughts. In addition, all of these cognitive functions are of central
importance to the assessment of ego organization and adaptive behaviour.
Until such a deficate and culture specific tool 1s designed, however, we should
rule out Vocabulary subtest as baseline measure, or as the single best estimate
of intelligence for the population with whom we deal. Any consciencious
psychologist would agree with us. Blatt and Allison do. After stating that,
because of its relative invulnerability, reliability and predictive capacity, the
Vocabulary subtest offers an excellent baseline to which other tests can be
compared, those two Authors come straight to our point:

(i »
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«An ex-eption to this general rule occurs when early hfe
experiences have been intellectually impoverished in
some way, wherz inteilectuai stimulation has been mini-
mal, as in many econcmically and socially deprived fami-
lies. and whére very early school 2xperience has been
irregular and disrupted. With such people one must look
to scores other than Vocabulary such as the mean of all
the subtests, to establish a baseline for comparisons. {16}

OBJECT ASSEMBLY .

) In dealing with Object Assembly we reiterate the considerations made
apropos of Picture Arrangement. What we noted about cartoons not being
part of the armamentarium of the children in our population also applied to
jigsaw puzzles which our minority group child’i. very likely to meet for the
first time in a testing srtuation in this culture.

Subjects of average ability can respond to the task and are able to grasp
a whole pattern‘by anticipating the relationship of individual sections, since
the objects chosen for the subtest are part of the Western culture. But, as
observed in Block Design, the smoothness, accuracy and speed associated
with a subject’s visual-motor coordination aPe heightened in habitual and
stereotyped motor actions. That is to say; some cultures and experiences
prepare the testee for these tasks more than others. . . ’

In addition, the experience factor, which generates familianty with the
task, allays anxiety and inhibition, and ailows maximum time performance —
all elements lacking in our population. We will refer here, by way of example,
to an interesting behaviour often exhibited in the performance of the Object
Assembly subtest by our minority group children. It has to dc with items
no. 2and 3,H,orse and Car. Both the horse and the car are part of the Western

the pencil shaded areas
are the ones frequently
omitted by our minerity
group children.
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culture. But the «norse» for the rurél child could very likely be a donkey.
Similarly, the American car, which | call «a umque animal», 1s much larger
than the very f w cars seen around their willages. These subterranean images
are perhaps responsible for the frequent omission-of central body parts of
be*h the horse and the car puzzie in Object Assembly. (17)

COMPRcHENSION
Of all the subtests of the WISZ-R, Comprehension is my favorite task
for the population with whom | work™With the exception of a few items this
subtest offers many possible indicators of intellectual ability, adaptive pat-
terns, anu the capacity to learn among our minority children. It would cer-
tainly be my contentiefy, that Comprehension, not Vocabulary, should be
the baseline subt'ést from which the scatter could be measured in our popula-
tion, especially when the subject i, a chi!d who had entered the United States
after age 6 and who had iived here no longer than 3 te five years at the time
of testing.
Note: Due to the heavy weighing of biased items at the end of the™"
Comprehension subtest, older children will necessarily have their 1Q scores
*“L~ negatively affected. For this reason, | would not advocate the Comprehension
Lsubtest as a baseline with children age 12 1/2 and older i@ our population.
As mentioned in the introduction, our population has its roots in
agrarian villages, in societies of the type that Riesman, Glazer and Denny
(1950) hive called «traditionally-oriented», and Ausubel (1955) and Margaret
Mead (1964) called «shame—culturesy.

«in these tradition - directgd societies, children are a
great advantage as additional hargs to work the land.
Pebple are botn, live and die within sight of the same hills
of home, and their behaviour is controlled by the extended
family and by the fact that everyone in the village s
..atching and evaluating them.» (18)

The norms are clear, the commands are strict, and the Religious observations
become an integral part of their lives. The rituals of the seasons structure
these children’s pérsonality, and, to a point, shape their future.

It is questionable if, within these circumstances, a personal internalized
conscience is or Is not well developed in these people. Many sociologists.opt
for the negative, claiming that the controls come frim the outside. {19)
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Having been born and raised in one of those villages, | lived with too many
models of raw but strong inner directed conscience to go along with the gen-
eralization. What 1s important for our consideration bere, is to reinstate that
these value ariented famihies imprint upon their children a solid pattern of
morality, rectitude and value orientation. No wonder they would tend to
excell in the art of exe?tmg gcod judgement in everyday_life situations,
which 1s the main characteristic measured by Comprehension.-

Exactly because this subtest is excellent in tapping our children’s level
af social maturity, modeling and Igarning patterns, the psychologist’s task in
giving and interpreiing it is more demanding. Our population’s individual
and cultural differences manifest themselves in their responses to Compre-
hension, a subtest which looks for consistent behaviours in day to day irter-
actions. A deep cultural awareness of the wise seems to join hands with a keen
art of interpretation. Let us now look at a few test items in a more specific
manner, .2

Nothmg speC|a| aBout the first item, cut finger, except that a few of our
chiidrén still do not kngw the band-aid, and they would put-a piece of cloth .
tied wit- thread around a wound

. The second item however, find wallet, would rarely elicit a response
indicating that the testee would keep it. When that would be the case (this
examiner noted such an answer only three times in over three hundred #ifty
tests given!), it is a very significant response, as it dfStances itse)f from the
moral values so dear to the Azorean family. Such an answer 1 our popula-
tion indicates a radical shift in the value system and can therefore be indic-
ative of emotional disturbance, especially when confirmed by several other
indicators. In our population, a characteristic answer to thie question, «what
are you supposed to do If you find someone’s wallet or pocket,book in a
store?», is: «pick it up and’take it to the Priestn. In the villages where they
lived, the church i1s a meeting place, and the Priest would announce from the
gulpit at a Sunday mass the important objects lost and found.

item no. 3, smoke coming from a neighbour’s house, would occasionally
bring as an answer: «go get a bucket.-and help extinguish the fire». | still can
recali the scene from childhood of a long chain of people passing along
buckets of water which the courageous men at the front of the line would
throw accurately at the raging fire! Likewise, the scene of the super-efficient,
noisy and impressive fire trucks of their adoptive country, as much as it fasci-
nates these ¢hildren, cannot automatically extinguish from their memory the
bucket brigades of their ¢childhood. .

. Item no 4, Po/icemen. For our populat:on, policemen, more often thar
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not, are supposed to enforce the the law-and that's it. These children were
born and raised in a State of dictatorship. Until 1974 (the Portuguese Revolu-
tion) both their parents and themselves never knew anything else, and the idea
of policemen as helpers of people takes time to implant itself.

No. 6, lose ball, gets an automatic restitution response.

No. 7, build house of stone, gets correct answers as  rule. These chnldren
are in an deal position to make comparisons, since their simple but sturdier
houses in the village were consistently made of stone, brick or cement.

No. 9, criminals, gets a routine answer of the type: « They are locked up
because of wrongdoing» (fizeram mal). For these children there i1s no sophis-

* ticated concept of specific and mdnvudual laws. Rather, there is a central, gen,
eral idea of the old struggle between good and evil. Criminals for them repre-
sent the forces of evil; «fizeram mal, fizeram coisas masy, and that's that.

" Item no. 12, «why is it usually better to give money to a well-known
charity than to a strBet beggar?» provides another example of culture diver-
~gence. As far as our population is conczrned the question is wrongly stated.
When appropriately modified to: «What Is better, to give money to a well
known charity or to a street beggar?», the answer is invariahly «to the
street beggarn. Needless to say, this being a_subtest teflcting socially
expected mores, such an answer for our populathn «ddservesy the two
points credited in this culture to the opposite answer. Beggars and poor
people existed In theii villages, and mothers trained little children to be
charitable to them. The children, in fact, were the ones sent to the door to
give the beggar the sma!i change, a cup of soup, a chunk of bread, an egg or
some vegetables. Giving to the beggar, their religious tradition says, amounts
to giving to God. No well organized «charity» would compare in their minds
to the charity due to beggars. Then again, the well organized charities were
hardly known or «presenty in their native culture.
" ltems no. 13, secret ballot, and no. 17, senators, are definitely culture
biased questions for our children who grew up in an atmosphere of tight
dictatorship. Balluts and senators for these children and for some of their
parents were unknown quantities.

Item no. 14, paperbacks, 1s also a culture-specific item. In all the tests -

I have given, not a single nne from over 350 children ever answered this
question as expected, regardless of age or intelligence level.

Item no. 15, «why should a promise be kept?», would more often than
rot yield the answer: «For fear of God's punishment». Here again another
example of concept formation based or a cultural experience. Promises, in
their culture, are often made toaGod and the Saints ‘or a disease to be cured,

Q 1", ‘
RIC

4

)




&2

E

105

a sick child’s life to be saved, a fisherman’s safe retur.. from the stormy sea or
even for theit amimals not to be touched by an epidemic. In due time, what-
ever was promised, absolutely has to be paid.Not only their «word of honor»,
but their internalized sense of values and morality is at stake. How many of the
parents of our children return every summer to their villages to fulfill their
promises made for motives such as «a safe trip to America». More ofien than
not the promise was to buy and kill = cow, and distribute the meat among the
needy. What a beautifui way of being grateful for their new relative abun-
dance; and mindful, at the same time, of the place and time when they once
had just enough to survive.

It 1s important to stress that the correlations usually made between high
scores in Comprehension and ‘low Information or Vocabulary scores, as
characterstic indicators of hysteria and repression, are not applicable for our
poputation. A high score in Comprehension in our children denotes material
related to issues of morality and superego organization, and is, therefore, very -
significant. | thoroughiy agree with Rapaport when he advocates: )

« ... making intelligence tests not merely a gauge of 1Q,
but an experimentai tool in the understanding of the
everyday functioning and thought processes of human
beings. Specifically in connection with the Comprehen-
sion subtest do we wish to re-emphasize this point of
view. The psychology of thinking tends to be a1 psycholo-
gy of «logical thinking», or, at its best, a psychology of
«concept formation»; though very important, both of
these are only part of everyday thinking and do not ex-
plan the functions underlying Coraprehensiony. (20)

Comprehension, it s frequently said, is a test of judgment. Judgment is a
rational operation which utilizes both intellectual and emotional functions.
But we Lelieve that there are no emotional functions which are a unit by them-
seives, divested of an intellectual component. Rather, a common sense judg-
rient is the appropriate utilization of knowledge in a wholistic manner. It is
for this reason that we advocate having Comprehension, not Vocabuiary, as a
baseline measure for our population. The other subtests, then, may be viewed
as having a positive or negative deviation from this wholistic Comprehension
score.

Naturally there are dangers irnplicit 1in a subtest such as this one; some
of those dangers refer to what Rapaport, Gill and Schafer discuss under the
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headings‘ of «vulnerability» of the Comprehensicn subtest, as stereotyped
thinking and dogmatic information transformed into «objective faws». (21)
Such dangers of inflexibility 1n thinking patterns exist, and we should be
aware of them. We contend, however, that these are features of clinical inter-
pretation-very seldom applhcable to our minority group children. o

As an intelligence test of the type so eloquently advocated above by
Rapaport, the Comprehension test yields what it i1s supposed to yield for our
population In short, it 1s a good measure of a learned and assimilated pattern
of.ethnic and family education, and, as .uch, is an excellent index of the -
child’s learning ability. By responding to the smoke item with, «| would grab
my bucket and go belp extinguish the fire», our child shows good judgment,_
appropriate concept formation and adequate learning ability.

Comprehension s, therefore, the mos’ appropriate type of test far our
populatuon We realize that, as it stands, 2 few ttems make it unfair for our,
older ‘children in particular (examples are items no, 8, 13, 14 and 17). These
children would have their scores negatively affected by their inappropriate
answers to those items. It is our hope that these notes would make a smafi
contribution towards a better understanding of what these tasks demand of
our minority group children. These children deserve that chance to prove
whether or not they have been good learnérs in their formrative years, i.e.,
what they had been educated in all along, as opposed to being tested .1 a
series of tasks to which they are just being introduced later in life in their
new adopted culture. ‘

CODING A

‘Coding 1s essentially a test of psychomotor speed, visual-motor coor-
dination and capacity for imitative behavior. As such it'is a relatively culture-
fair test. The children in our population exhibit the following handicap, how-
ever, in regard to Coding. They have an overwhelming desire to please the
teacher or tne person in authoiity Their village teachers have very likely
stressed order, clean bwdies and clean work; these students have responded to
these stresses. A similar response to the Coding task leads them to proceed
slowly, with a special effort to make .he marks clearly legible. Self-confidence
is a factor here aiso. The direction pointing to the fact that this subtest is
essentially one of speed cannot be emphasized too much with these children.

PERFORMANCE AND VERBAL 1Q
8y and large, the majority of the children | have tested tend to achieve a
higher Perforniance than Verbal 1Q. As an average, their Periormance 1Q 1s in
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"f_aét 6 or 7 points higher than their Verbal 1Q. It is my contention that their
Performance 1Q 1s-a better translator of their actual potentia! Their experiences
have tegded to emphasize visual awareness and to develop motor functioning
skills. Their family patterns and their ethnic background have tended not to place
an equal emphasis on ideational skills and verbal ability, so highly esteemed in
the American culture and reflected by most tests used with school children.

We have stressed in our analysis of the WISC-R that a test is not necessar-
ily culture-fair just becausef the fact'that it s a performance test. But, if an
1Q has to be utilized as a statement of present ability, | contend that it 1s the
Performance 1Q which comes glosest to expressing the underlying abilities of
these chiildren. The dependence of verbal measures on original weaith of educa-
tional environment, starting, of course, by the family, cannot be underestimated.
We are speaking, of course, of those children whose performance 1s not affected
by brain damage, or any other neurological deficits. The performance vs..verbal
equation we are developing is based upon environmental, not organic factors.

In addition, both iri the Verbal and especially in the Performance scale, a

v very important element interferes with maximum performance: TIMING. Por-
tuguese literary writings have traditionally labeled the Azorean as «a;mornagan,
better translated, perhaps by the English word «Languidy. Such label, probably

< attributed by o(tsiders from colder European climates to these island people,
1s certainly a mark of environmental accents. The climate iswarm in the Azores,
the pace of life is nor rushed, the horizons are limited, except, of course, for the
view of.the ever present Ocean. However, when Azoreans arrive in the United
States théSe brave mmi:ts are punctual at the factory, and are able to hcld

-

two jobs if necessary. But their children are not only unfamiliar with school
«factory» testing, but cerTasnly they are not used te the types of testing where
time Is an essential factor The English shrase «time 1s money)» is a téliingone .

In contrast I"am privileged to have lived for three years in an |sland
culture, in the Far East, where | could verify that such a utilitarian use of
time 1s not a universal concept. There were no brjdges over the waterways on
that island. If in their journey the istanders hit upon a river ‘whose bed was
overflown by the heavy rans, they would simply pitch their tents, patiently
waiting for two or three days until the water had subsided and they could
cross. The Azorean, granted, is not that extremely languid, tut it takes more
_than one step to learn how to perform by the command of the stop watch .

1]

The ideal culture-fair test, where 1s it? The need to assess children
from dissimilar caltures has led to the construction of so called Culture-fair
tests, where language, reading ability and speed were minimized. Examples
would be the Columbia Mental Maturity Scale, the Leiter !nternational, the

-
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Picture Intelligence Test, Cattell’s Culture-Fair International Tests, and the
Raven’s Progressive Matrices. (22)

The problem remains, however, that no test can be SImuItaneoust
culture-fair and still be a good instrument to assess a_wide range of psycho-
logical characteristics. If what we have been looking for is an 1C., then one
of those culture-fair tests would «probably» be the answer. In current trends,
however, when assessment is superceding testing, the tendency is to put less
and !ess emphasis on |Q and to ook for a cluster of characteristics which lend
themselves to an intelligent diagnosis of abilities. With those abilities ir mind,
the industrious teacher, then, will be able to devise an instructional program
which will adequately meet the child’s needs.

Long as this survey of the WISC-R will appear to be, there still are
many problems we haven't been able to touch, so complex is the task at hand,
Our intention was to analyze a well-known instrument as it applies to a specif-
ic minority group of children. Ingenious metHods have been developed in the
last decade to transform the Wechsler Srales into more appropriate tools for
assessing individual differentness. ’

«Multiple .norms using regression equations for estimat-
ing the learning potential of Black, Chicano/Latino, and
Arglo-American children on the basis of their sociocul-
tural characteristics have hcen developed for the WISC-R
by Mercer and Lewis (in press)». {22},

Research with valuable tools like the Wechsler Scales in the words of Blatt
and Allison: .

.should not only contribute to.a refinement of
chnical practice but it should also adg understanding
and knowledge about cognitive processes and how the
various ego functions such as memcry, perception, con-
cept formation, wsuafmqtor organization, anticipa-
tion and planning, are integrated into a variety of modes
of adaptation, some limiting a'.d distorting and others™
allowing for growth and for creative and constructive
expressiony». {23)

This 1s especially required for any professional who has to work with
minority children. When dealing with this type of child, one has to constant-




- 109

ly distinguish between that child’s potential and manifest capacity. The good
professional has a sound understanding of and a deep fzeling for the legitima-
cy of differentness. The «gxceptional» child — and here we include the immi-
« y grant child object of this paper — has a right to be different and to expect the
school and socizty both to understand his difference and to capitalize upon it.
The assessment of minority chiidren is, by virtue of the subjects’ exceptional-
ity, a very delicate and difficult task, requiring the services of highly sensitive,
skilled and qualified persons.

«Although — as Newland says — sound research is basi-
cally needed to show us how to make these processes
meore scientific and less a matter of art, their results can
play a significant part in educational and social planning
for, and in our understanding of, the exceptional». (24)

Should the assessment of minority children not follow along these or
similar tines, much harm will continue to be done both to society and to these
children, even though the children are the most direct and immediate victims

" of ¢he error. More dramatically (or poetically) expressed, the situation would
be as William Golding describes 1t:

«They walked along two continents of experience and
- feeling unable to communicate» — from the Loid of the
Flies.
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Notes

{1) D. Rapaport, M. Gill, and R. Schafer, in Diagnostic Psychologial Testing, (New
York: International University Press, Inc., 1968), p. 48. Since this classical text
will be a primary reference in this paper, | will thereafter refer to it as RGS.

(2) Projective Techniques in Personality Assessment, edited by A. |. Rabin, (New
York: Springer Publishing Co., 1968), p. 424 (footnote).

(3) RGS, p. 86; see also p. 87.
{4) Rabin, p.433.

(5) RGS,p.133.

(6) /bud., p.134.

(7) Ibid., p.137.
(8) /bid., p.99.

(9! A. J. Glasser and |. L. Zimmerman, in Clinical Interpretation of the WISC (New
York: Grune & Straton, 1967), p. 78.

{10) RGS, p. 131.
(11) RGS,p. 118.
(12) RGS, p. 150.

(13) A.Glasser anct | L. Zimmerman, p. 83.

(14) RGS, p. 151.

(15) RGS, p. 82.

(16) Rabin, A. 1., p. 428 {(footnote nq. 4).

{17) At a conference on non-biased assessment of minority ch®’ ‘ren, when sharing my
reactions to these responses with colleagues, a psychologis. who works with chil-
drer from an island culture, told me that she too had noticed a similar patterr of
errors.

(18) George W. Albee, American Psychologist (February 1977), p. 151.

(19) /bid., p. 150 1. v
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{20) RGS,p.91.

{21) RGS pp. 94, 95.

{22) For mare on the subject, see Thomas Ofkland (Ed.), «Psychological and Educational
Assessment of Minority Childreny», (New York; Brunner/Mazel, 1977), especially pp.
10, *1,42, 44,58, 62.

(23) /bid., p. 85.

{24) W. Cruikshank, Psychology of Exceptional Children and Youth, (Englewood Cliffs,
N. J.Prentice-Hall, 1971), p. 168.
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A Profile of the Azorean

Onésimo T. Almeida
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INTRODUCTION

It is both presumptuous and ludicrous to analyze a creature that does
not, in fact, exist. This paradox strikes hard at the present task, since there is
truthfully no such thing as « The Azoreany», any more than there is some quin-
tessential « Americany.

Despite a theoretical willingness to acknowledge the truth of this state-
ment, our society nevertheless relies heavily on stereotypes and clichés about
social groups. And here | again face the task of portraying a group to which |
belong and about which | can say progressively less the more | learn about it.
For indeed, generalizations about human cultures steadiiy lose both objectivity
and accuracy as they increasingly attempt to be definitive, detailed statements.

In addition to the usual difficulties inherent in the social sciences, (name-
ly those arisen from the fact that the subjects doing the observing are inevitably
part of the objects being observed), this paper’s objectivity is perhaps further
limited, at |east potentially, by the fact that this author is himself an Azorean.

On the other hand, in areas of this country where Azorean immigrants
are conce:.. ated, there exists a real need for a greater degree of understanding
of certain aspects of Azorean life and culture. That need both justifies and
begs for some rough characterization of the Azorean people. Because hundreds
of schoolteachers in this country work on a daily basis with Azorean immi-
grant children, and further, because many of these teachers have expressed
having great difficulty in understanding those children’s habits, values, &nd be-
liefs, it is fully appropriate to attempt a broad sketch of the Azorean. In order
to minimize the limitations inherent in such a generalized treatment, the dis-
cussion will consider the variousr.iajor sub-groups of Azoreans separately.(1)

The following descriptions of the Azoreans and their character wili draw
heavily on the observations of Vitorino Nemésio (2), Arruda Furtado (3) and
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Luis Ribeiro, (4) whose intuitions and perspicacity concerning the Azores «nd
her people far surpass that of most writers on the subject. The fact that all
three are Azoreans may lend support to current criticisms of the application
of natural sciences methodolrgies to the social sciences. (5)

This analysis will also refer to the work of Radl Branddo, (6) and Joseph
and Henry Bullar, (7) three outsiders whose accounts of the islands are out-
standing among the extensive travel literature about the Azores.

The present paper is divided into two main parts: The first is a largely
descriptive aitempt to characterize the Azoreans. This will be followed by at-
tempts to explain or better yet, to understand, why the Azoreans are what
they are.(8) The reader is cautioned throughout to bear in mind the inevitable
limitations, briefly mentioned above, of an enterprise of this nature.

I - CHARACTERIZATION OF THE AZOREAN TYPES

According to Vitorino Nemésio, there are three major and distinct char-
acter types in the Azores. The first is the Micaelense (from the island of Sdo
Miguel), (9) and the other two belong to the //h3s de baixo. (10) These latter
groups are the Terceirense (from Terceira), and the Picaroto (from Pico). Each
of these is best considered as an ideal type, since in actuality none is entirely
homogeneous. In particular, as noted by Nemésio, the latter two groups inter-
mingle «to a point of much confusion.» (11)

The terceirense ethnologist Luis Ribeiro, in his insightful Subs/dios para
um Ensaio sobre a Acorian/dade, agrees with Nemésio’'s groupings. Ribeiro
succinctly ¢haracterizes the three types:

«the Micaelense is the hardest worker of the archipelago
and is also the most different from the mainlander —
rough, industrious, sturdy, and tenacious; while the
Azorean from the Central and Western Islands is affable,
somewhat cunning, fond of festivities, indolent; and fi-
nally, the Picaroto, uwiding his time between land and
sea, is vigoiou s, wholes~.., sometimes .:eroic, and al-
ways takes life seriously.» (12)

Ribeiro to some extent summarizes the analyses of Nemésio, Furtado,
and others before him. The following is Nemésio’s description of the first type,
the Micaelense:




One might conceivably describe the «typical» Azorean as
having an affinity for hard work, and possessing an outer
gentleness which conceals a rough core. In actual fact,
however, this one prototypical Azorean does not exist.
There are, rather, two or three predominant types among
the islanders, each distinct from the others.

The Micaelense (with the Mariense, from Santa Maria,
as a related subgroup) is unique in several respects. Of all
the islanders, he is without doubt the most different from
the continental Portuguese. His entire being, from his
speech to his rough features, is pervaded by an extreme
insularity, an insularity so strong that it sets him rigidly
apart from other men.

Perhaps he was shortchanged during Nature’s parceling
out of life’s goods, and perhaps those goods were showered
preferentially on the other islanders; for whatever reason,
it is the Micaelense that raises the hoe highest in the dig-
ging, that carves the deepest furrow in the land, and that
sows the waiting soil most vigorously.

Furthermore, the Micaelenses have traditionally been
most successful in business matters. They industrialized
their agriculture remarkably well, making a smooth tran-
sition from routine production of bread, wine and vece-
tables to export crops such as pineapple, tea 2nd sugar-
beets. Nct content with the role of mere producer, how-
ever, the Micaelense soon became heavily involved in
transportation and communications between the islands
and the mainland eventually monopolizing both arenas.
Thus, Micaelense pineapples were shipped in large num-
bers, by Micaelenses, to the ports of England and Germany.

A strangar to Ponta Delgada gets the impression that
he is visiting a convent of merchants. The streets are all
narrow, and the houses are monotone in color, with low,
dark roofs. Betwsen the houses lie neatly partitioned,
carefully fenced-in gardens. The people seem very shy,
and the men all speak with an irritating resonance. They
have an unusual aptitude for all kinds of hard work, and
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are remarkably resistant to the hardships heaped constant-
ly upon them. In the end, the Micael/enses somehow man-
age to remove or overcome those hardships. (13)

Arruda Furtado's characterization of the Micaelense is often harshly
worded, yet incisive. Being himself a Micaelense, Furtado pernaps felt that he
could use such language without running the risk of bairrismo (regional bias
and pride). On the other hand, it may simply be that Furtado’s style is that of
a surgeon turned social scientist {or vice versa), whereas Nemésio’s is that of a
creative writer and, above all, of a poet.

According to Furtado,

The Micaelenses are much more easily characterized than 4
the other Azoreans. They are robust, slow yet persistent

in their work, and active in the sowing and harvesting of
crops. They stick with the routines of their work, some-

times with cuch precision that they seem almost obsessive.

They have successfully adapred their farming methods to

the peculiarities of the island soil, and they till their land

with extreme care. In all of S§o Miguel, not one parcel of

land lies wasted. (14) &

Furtado then elaborates on what he considers to be the key characteris-
tic differentiating the Micaelense from the other Azoreans:

In identifying the general trait which most accurately dis-
tinguishes people of Sio Miguel from the rest of the Azo-
rean people, (and noting that the Micaelenses quickly re-
veal their strong retention of very intense feelings), we
would single out the strong showing of physical force,
and a rough frankness in manners . . . (15)

Furtado sees the behavior of the Micaelense as thoroughly pervaded by
this male roughness, which has thereby made him «an essentially prosaic peo-
pler.

As Furtaco points out,

1,




119

in jokes between men and women, in the recounting of
old loves, in satire — in short, in everything, our peasants
show a roughness of manners, a great rudeness of feeling.
It is worth stressing this point, not because we would ex-
pect peasants to show a politeness that rarely exists in the
upper classes, but because this rudeness distinguishes
them at least from ali other islanders, if not from conti-
nental Portuguese of the same social class. It stands in
sharp contrast to the rest of the Azoreans, whose speech
is, in the words of Tedfilo de Braga, « quase contabile».
That speech seems to us to be ridicufous and artificial,
but it is actually consistent with a truly different way of
beir 3, which lends itself thoroughly to that soft melody
of speech and delicacy of manners... OQur peasants,
nonetheless, are persistent in a way that makes them
stubborn. Furthermore, they generally possess great cour-
age and energy . . . (16)

»

/

Along the same lines, Furtado continues:

The poetry of our people reveals a complete absence of
romantic love . . . Of all Azorean literature, the popular
poetry of S. Miguel is least elaborate and least varied . . .(17)

This matter of the Micaelense’s artistic sensibility and creativity has been
controversial. Furtado seems to be both accurate and fair when he writes:

«The Cantar ao desafio (18) is a favorite diversion . .. It
is the only activity that reveals some constructive imagi-
nation; improvisations are rapid and off the cuff, some-
times proud and almost always extremely satirical. The
viola (small Portuguese guitar) is the only instrument of
the people of S50 Miguel. Whatever lack of natural incli-
nation towards music may seem to exist, it is a fact that a
strong musical affinitv quickly blossoms under the right
conditions . . . The number of musical groups on the is-
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land is remarkable, the courage with which peasants lay
down their hoe for their instrument after a full day of
work is truly admirable . . .

In addition to their excellent ear for music, our poetry is
marked by an extraordinary power of description. The
poetry of our people swiftly and skillfully puts our every
intimate experience into verseé, yet without imaginative
imagery or metaphors. This poetry is a purely descriptive
art form ... {19)

While Furtado lays special stress on the lack of creativity, he recognizes
some general good taste within the ecological environment:

Our carpenters can build a piece of furniture well when
given an accurate model to work from ... The architec-
ture of the public buildings testifies to the absolute lack
of taste among the former ruling classes . . . This is not at
all the case with our gardens, whose opulent growth and
precisely arranged flowers are admired by the most sophis-
ticated foreigners . . .

People throughout the island have a passionate love of
gardening and of working amidst the strong fragrance of
their favorite plants, among the lively colors and perfume
of the flowers. (20)

The Bullar’s diary also includes several perceptive insights concerning the
Micaelense:

These people are of great constitutional sensibility ..

Their virtues and vices depend considerably on this con- .
stitutional sensibility . .. They are eminently good-tem- ,
pered, willing to oblige, and fearful to offend; merry, in-

quisitive, and excitable, having the simple tastes, capabili-

ties of being pieased with little things, orderly manners,

and strong attachments to the places in which they are

born, which belong to a state of society fast passing away.

B
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The poor are industrious when they can procure employ-
ment, and willing to work hard for a ver trifling remu-
neration. Their laziness is more apparent than real; for
when unemployed they spend all their idle time out of
doors in the sun. They make good boatmen, fishmen, and
mechanics excelling particularly in those arts which re-
quire imitation rather than invention. {21)

Here the Bullars seem to agree with Furtado’s assessinent of Azorean cre-
ativity. To this day, Furtado is sti!l chastised for his opinion in this regard.(22)
However, his critics d> not provide any counter-evidence. They merely insist
on the «great sensibility» of the Azorean and thereby confuse two distinct
qualities. Although there is some relation between sensibility and creativity,
they obwviously are not synonymous.

Although ostensibly referring to both sexes, these characteristics of the
Azorean tend to apply largely to the behavior of the male. Aware of this limi-
tation, Furtado has taken care to include some specific observations about the
women of S3o Miguel:

The married woman is active and earnest in her work . . .
Clothes are always clean and perfumed . . . the floor is al-
ways swept . . . She works far more diligently than the is-
land husbands. (23)

"Based solely on his own experience and intuition, and thus lacking any
hard empirical evidence, Furtado claims that the women «often seem more in-
telligent {than the men), and are &t least more frank an8l uninhibited.»(24)
Furtado goes on to generalize that they are tasteless and apathetic in their ex-
pressions. (25) °

We should now move on to the other major Azorean sub-groups. Here
again, Vitorino Nemésio’s observations are useful:

The other two types of Azorean come from the ilhas de
baixo (the seven Western islands). Both types frequentiy
intermingle to a point of much confusion. The first, the
Terceirense, includes not only the inhabitants of Terceira
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but those of Graciosa as well. The second, in many re-
spects the cream of the islanders, is the native of Pico.

Whereas the Micaelense is marked by a certain rough-
ness, the terceirense is noted for his almost suave polite-
ness, some cunning, and most notably, a kind of chivalry.
That chivalry is both testimony and legacy to a half cen-
tury’s occupation of Terceira by the Castilliar.s. (26) The
Terceirense is the most convivial and party-going of the
islanders, putting by far the most energy into celebrating
the yearly feasts and festivals. Most of his time is devoted
to agriculture and animal husbandry. His work in the
fields and pastures is so intimately connected with his fa-
vorite diversions, that the work itself is almost a kind of
celebration. This is so in part because the bull pr&ides
one of his chief pleasures. Each year, during the season of
the feasts of the island’s-twenty-seven patron saints, work
is continued only until midday. At noon, all the workers
take off. The roads quickly fill with crowds, bulls are let
loose, and bullfights spring up in various locations. ..
But the Terceirense’s most typical feasts are those of the
Holy Ghost. These have truly become a social institution.
They are celebrated in each town with tremendous ener-
gy and dedication, very much as home town events.

The man of Pico (also called the Picoense, or, most ex-
pressively, the Picaroto) has quite a’different character
and ethie. | referred to him above as the cream of the is-
landers. He surpasses all other Azoreans in the seriousness
of his life view, yet this seriousness is tempered, all the
while, by an ingenuity that makes him triumphant in al-

most all of his endeavors. He is physically the most hand- .

some, frequently overshooting the highest mark on the
standard military scales. Furthermore, he is almost always
a great rifleman. But most importantly the true Picaroto’s
traditional vocation is the sea. He niay work perfectly
well in vineyards and \garde‘ns and will prune an orchard
with ease; he is equally adept at carrying grain to a'mill.

-
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,But at any moment he is ready to drop his tools and
;ump into a boat in the never-ending saga of “the whale.
This is his destiny in the world, his beginning and hisend. :
Thus we see hirn repsatedly throughout history in ocean- /
bound campaigns going from port to port briefly moving '
onto one of the central isiands, and eventually returning
with the objects of his pursuit: the oil of the sperm and
the sperm and'the precious amber of the whale. (27)

There is'general agreement that the: Terceirense is «the most fun of the
Azoreans» (28) and also that the people of Pico are generally more lively,
agile and joyful. (29) This latter trait is usdally attributed to the. fact that

£

Pico’s élimate 'is dryeg, sunnier and moré healthful than on the other islands..

In other words, Pico's'is the «least Azorean» of the island climates. (30)

So much for the differences between the various subgroups. It must be
remembered that while considerable inter-group distinctions do exist, all of
these g?oups are first and foremost, Azoreans. In general, the.similarities be-
tween all Azoreans outweigh differences'between individual subgroups. In this
vein, Ribeiro stresses that Nemésio’s typings do not define absolutely differen-
tiated groups, and argues that differences between them are primarily differ-
ences in degree of certain tra1ts rathef than fundamental differences in basic
qualities. (31) Probably the_only major exception involves the Micaelense;
there does seem to be a genera consensus concerning his particularly outstand-
ing nature. It was for this reason that the preceding discussion devoted S0

~-mych attentlon to tha’t group. (32)

Most writers on the subject agree that a number of broad, typically Azo-
rean characteristics are shared by all the islanders. For instance, there is wide-
spread agreement. concerning the dominant tones of lethargy ano quietism
which pervade the Agzorean lifestyle. Némésio’s observations reflect this view:
- The Azorean s domestic movements are sluggish, and his.

energy seems to have been dampened by the humidity.

He dppears indolent. He fails to react suffncnently, per-

haps, in politics, religion, and in all of the categories that
:require a kind of dispassionate effort while at the same

time demanding commitment to the battle of feelings and

ideas. He is truly weak in these realms. He gives an impres-

& sion of.being spi‘leis and unwilling to take risks in a de-

)}
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cisive manner. {33)

" The Azoreans are seen as possessing a character that is deeply religious,
good natured, submissive, indolent, sensitive, pacific, orderly, family oriented,
industrious, nostalgic and somewhat sad. (34) That character is deeply en-

. qéwed with a strong sense of family responsibility, one which transmits to
children‘a worldview .calling for adherence tn a hard-work ethic (35) and to
well-disciplingd obedience. Because most of these characteristics are shared
with societies throughout Southern Europe, (36) particularly with traditional-
ly conservative, (37) rural (38) and Catholic populations, {39) they need not
be greatly elaborated on here, (40)

Of all the aforementioned traits, the Azorean’s deep religious sentiment
should be stressed. It can be said that above all in the Azores there is religion,
but a religion which does not necessarily entail a commitment to church-acti-
vities. That religion is expressed in part through the cult of Santo Cristo on
Sdo Miguel, the Espirito Santo (Holy Spirit) and the Virgin Mary, throughout
all the islands. Those are all as much a part of life in all the islands as air and
bread. (41) -

This religiosity carries W|th it an es,:emall'y strong sexual ethic. It fails,
however, to genetate a strong sense of community or collective responsibility
in the arena of world affairs. Although the Azorean is very altruistic on senti-
mental occasions, particularly when that altruism is di .ated by religious eth-
ics, he is strongly individualistic in most matters.

The dearth of collective spirit has been crudely stressed by José Enes. Al-
though this situation changed somewhat after the 1974 Portuguese revolution,
it still applies fundamentally today:

. /
The mass of workers and employees, who serve the is- N
land’s aggregate of large {(only a few), middle-sized and

small capitalists show no class spirit. Despite the de jure
existence of labor unions, the workers are not united.

And what abdut the agricultural masses, which com-
prise 70% of the Azorean population? Most Azorean agri-
cultural workers are likewise dominated by a profound
individualism and distrust in their relationships within
their own social group. In some cases they also reflect a
certain sourness towards the superior social classes.

A small percentage of the fishermen can be included,
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in terms of general spirit, in the class of agricultural work
ers. (42)

The fragmentation of social and political life is strongly manifested
through the phenomenon of bairrismo, or island rivalry. Each island acquiras a
special meaning for its inhabitants, and great inter-island antay. "<ms exist
which often polarize any given pair offslands. This is especially true . rany
two islands that face one anotfer gé arhcally, or - iat have close ongoing
administrative or economic ties: (43)

A recent study notes that the Azorean people appear to be characterized
by behavioral patterns which generally oppose associative cooperation. On the
other hand, it stresses that a number of factors do indeed favor some coopera-
tive spirit. These include: . @ |
The widespread practice of mutual and reciprocal help
among geople, social pressures (and the absence of sgfeci-
fic humanitarian motives behind those pressures) the ad-
hesive effect of neighborhuod prida and rivalry, a sense of
community belonging in recreational pursuits and the
persistence of certain cooperative’ structures within vari-
ous activities. (44) ‘ .

hemforcmg each of these characteristics is the fatalistic warldview which,
rooted both in religion and in the environment, dominates the islands.

It should be pointed ou* that, relative to other nationalities, the Azoreans
do not differ tremendously trom tha mainland Portuguese. As Ribeiro points
out, the culture which the Portuguese brought to thete islands ‘underwent-
changes that were more quantitative than qualitative. By this he means that
fundam@htal traits common to both the Pertuguese and the Azoreans became
either exaggerated or toned down in the latter. Such changes in degree gener-
ally outweighed the introduction of entirely -<# basic characteristics. As ex-
amples of the quantitative changes, Ribeiro cites '

. . the exaggerated saudosismo, the intensification and trans-
formation of the religious spirit, the attraction of the sea
which made emigration almost an instinctive necessity,
the maintenance of ideas, beliefs, superstitions, and cus-
toms which have disappeared. ' -~
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T e qualitative changes, although less important, include the acquisition
by the zoreans of

~

. apathy and a sense of moderation, a certain degree of
subservierize and the substitution of lyricism for satire.(45)

The saudade {(nostalgia) and provincianismo (46) characteristic of the
mainland Portuguese worldview are particularly acute in the Azores. Similarly
crucial are the lyricism and teriderness that pervade Azorean attitudes towards
everything. These gualities are widely reflected in the language, through the
constant use of the diminuitive forms jnho and inha (little this, little that). (47)

The above mentioned characteristics all lead to conformity with the
status quo. The Azorean is generally apathetic and indifferent tnwards partici-
pation in any community affairs other than religious activities. Hundreds of
years of collective frustration and continuous disillusionment under various
ruling systems have robbed him of all faith in government as a means of solving
his problems. He has been left with faith in no one but himself. Historically,
emigration has been considered by many to be the only real means of better-
ment. This attitude has reinforced the alienation of those still in the islands
from their socio-political struggles, driving them all the more quickly ta es-
cape as the only viable, but painful choice.

Il —a) THE ECOLOGICAL INFLUENCES

So much for a characterization of the Azorean people. In order to pro-
gress beyond a merely impressionistic description of their behavior and world-
view, it is useful to attempt to understand the circumstances, constraints, and
historical processes that have helped to shape the Azorean character.

Indeed, the constant volcanic threat hovering over the islands, the pres-
ence of the sea, the relentless insularity of island life, {both the individual iso-
lation of each of the nine islands as well as the overal; isolation of the entire
archipelago from the rest of the world), and the constant humidity under
heavily clouded skies; served to strongly condition a culture whose underlying
heritage came from mainland Portugal. (48) That culture was then maintained
and enforced in the islands for five centuries by a socio-political structure
which prohibited change.

The spirit of both islands and islanders has been beautifully captured by
several Azorean poets. Almeida Firmino, who lived in Pico and who recently
put an end to his life, wrote this quadra entitled A i/ha:
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Eternally the same horizon

—--sea, mist, the island in view

On their return, the seagulls say

that never more will it be different. (49)

Ruy Galv8o de Carvalho, in his Poema Agoriano, says:

This tarnished sky, this damp,

the long, steady monotony of the sea,
the loneliness that grinds in the pain . . .
This sun behind the clouds, the mist
that jars my nerves and enters my bones,
All this is island, my love. (50)

A similar view is con\;eyed by still another stark verse, //ha, by Pedro da
Silveira:

«Island»:

Closed sky, hovering heron. Open sea!

A distant boat’s hungering prow

eyeing forever those bountiful Californias. (51)

Nearly all written work on the Azores stresses a particular kind of osmo-
sis that occurs between the natural environment and the people, The humidity,
the sea, the vulcanic activity and the clouds aré most often the forces that
generate what the Bullars termed «the Azorean torpor.» These psycho-telluric
interactions, so to speak, are illustrated in a number of writings. Several of
these will now be briefly examined.

Luis Ribeiro described those relationships as tollows:

The humidity of the temperate climate, determinir;3 the
peculiar indolence of the Azorean, coupled with a sadness
caused by the landscape, helped to establish a servile
and humble attitude which was generally and easily
adopted. (52)

In a separate passage Ribeiro turns specifically to the influence of the
sea:

‘ 13,
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The contemplation of the sea makes men dreamers, sad-
dens and depresses them with its monotony. The green of
the land, the blue of the sea, sometimes dreadfully dark,
sometimes whitened by the clouds, seen in the subdued
and diffuse light filtered through the clouds, increase the
sadness ot the er.vironment and spread sadness in the
soul already downtradden by the eifect of the tempera-
ture. The sea is thus one more factor of thz indolence of
the saudosismo !nostalgia) of everything that makes the
Azorean somnolent and apathetic ... The rhythmic ca-
dence of the waves and 2f the tides regulates his slow
steps and woacen gestures, gives a tone to his drawi and
song-like intonation, wrinklz~ his face and -“-arpens his
sight (53)

Raul Branddo, a Portuguese writer, visited the islands during the 1920's.
He saw them through the eyes of an artist concerned primarilv with ight and
colors, and the resultant descriptions are both subject;:z and highly intuitive.
Through them he has created a painting, in words, of the Azorean soul, a
painting that is at times somewhat expressionistic. The symbiosis that exists,
in his eyes, between tne environment and t%.> people occasioriaily make it dif-
ficult for the reader to distinguish the two in his writings. The fullowing are
some of his lines:

Immutable sky, fog that settles as a biight, discreet light
in which all thisigs lose thair importance and forms their
depth ... Within this stagnant air, sound itself dies. ..
The day is an eternal day uf death . . . (54)
Duil, sad white ... Things stand out very little... Ab-
straction and dreams. Because in this perpetual dawn-
ing man dreams more than he sees. He daydreams.(55)

Silence . .. a colnr that never becomes a color, that is
resignation and longing and forces us to speak in a muted
hush ... (56) Even keirgs and things must yow mold
within thernseives. (57]

Phanta magorical weather. The landscape is tranquility
personified, with a touch of sadness... It is a chaste
landscape . . (58)
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Gray is predominant throughout . . . (59) the green, muted
and humid ... Within this very sadness exists | don’t
know what kind of irnocence.(59; This green, eternally
- green, falling into a damp sleep, is by nature docile and

serene. (60)

All is so white and sti.’, that time seems to have foreycr
halted its march. (61)

These gray days of weuded sun and fog belong to the
Azores alone. (62)

Further insights into the relationship between weather and spirit are
found in the work of Joseph and Henry Bullar. The brothers’ journals fre-
quently refer to the island climates. The following passage is particularly curi-
ous:

Although the ciimate of this town is nearly unexception-
able, | am not sorry tha. the English climate is unlike it;
| for, with the same warmth at home, instead of English-
men being what they are, they would have grown up a
race of lazy, donkey-riding paupers. It is impossible to
live here and not to feel the influence of that spirit of la-
. ziness which seems to have settled over the islanrs. |f you
go into the street, the people you see are sau~itering, or
sitting in the sun, or riding on asses; taking life as easy as
if-the curse of eating their bread by the sweat of their
brow had rever fallen upon them. Yet they appear no less
happy, and perhaps, are more contented than richer and
more restless Englishmen. They have fewer hardships to
contend with than paupers who live among frost and
snow. They appear to be constitutionally good-natured;
and the common people of this town are said to be will-
ing workmen, whenever they can get work to do. (63)

Arruda Furtado notes that there is no liveliness in the behavior of the
Micaelense, and wonders to what extent this may be caused by the climate. As
he points out:

The clirmate and living conditions are entirely opposed to 1

12;
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the nourishment of this quality ... Micaelenses, if ever
active before, are not so today: they work, standing up
to the toughest stresses, yet every action, even in the
midst of the most difficult labor, is measured in slowness.
In the face of the greatest demands, their sluggishness ex-
ceeds that of other peopies. (64)

To further support his notion that the climate is the underlying cause, he
adds that

everyone who visits the continent says inat tliey seem to
undergo a transfrrmation within their very being. Tne
change ocgurs immediately, merely upon entering the dry
air and seeing the sky, which is far cleaner an4 of im-
mensely greater depth. They seem to have become agile,
indeed, to have been entirely remade. (65)

The effects of both the humidity and the gray, heavy skies upon peoples’
behavior are stressed iri almost all writings about the islands. Santos Barros
wrote a volume of poems whose title is in fact Humidity. (66) One of the
poems marvelously portrays the feelings of a human being during a typical
gray, humid island day:

Here the air is heavy

which, for being heavy sticks to us
and hangs on the shroud

from mast to island

here the air is heavy
and the nightmare of its feel
even to the inside and so slowly

here on board, o would that
one could soften the harsh bite
of the night, the rain and her sound

but we float as one light,
weighted within by the
nausea of heavy air. (67)

12
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The suffering herein brought on by leaden skies is not the consequence
of any social or philosophical revolt peculiar to the twentieth century. Roberto
de Mesquita, who was born and lived in Flores during the nineteenth century,
filled his poems with references to the weather. The following lines are from
a poem originally entitied in English, «Spleeny:

December, rain-laden day. From

this matted sky comes a mortal spleen,
drowning souls like men

engulfed in an ocean of sludge.

Looking about me, everything
has an air of disgust without hope . . .
The hours creep on, morose like slugs
slithering across our boredem.

Dense and gray, the sky reaches out,

tarnishing all wi hin its spread,

shrouding and choking what life remains in men’s souls . . .
Out of this leaden morning grows a mortal spleen. (68)

Ribeiro reiterates this message in his mundane but forceful style, ampli-
fying somewhat on the nature and extent of the phenomenon:

All energies are crushed by that monotonous atmosphere,
and that monotony is the source of the Azorean’s indolence,
This varies somewhat from island to island, being least
stifling in Sdo Miguel and Pico and perhaps most dulled in
Terceira and Sdo Jorge. The most lively people are those
from Pico which, by some geological virtue, is the dryest
of the islands.

The heavy humidity in turn creates great cloudiness.
The sky is rarely free of clouds, and often appears as an
infinite blanket of gray. The sorrow and haze of the land
produce a dismal tone within the soul, dismal to the spir-
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it like indolence to the body. All this is perhaps reinforced
by the monotonous lapping of the ocean swell, and the
endless horizon of the sea. (69)

The archipelago lies profoundly cut off from the external world. Even
today they remain two hours by plane from Lisbon, and four and one half
hours from Boston. Isolation from the outside aggravates isolation between in-
dividual islands; both exert a tremendous effect on peoples’ lives. The impact
of isolation upon social and political structures shall be discussed shortly. At
this point, it is useful to consider the psychological effects on the individual.
Isolation is felt to varying degrees, depending in part on the size and character
of a given island. Certain groups of people on several of the larger islands en-
joy relatively greater physical mobility and varied social exposure than do
most Azoreans.

Rail Branddo was almost frightened by the sense of isolation he encoun-
tered on sveral islands. His experience on Flores left him with the following:

The strongest feeling with which | left these vulcanic
lands, these lands whose mountains hang suspended be-
hind the towns as if thggatening to bury them, like a wave
of rock that froze sugtienly, — the overpowering feeling
was a deep fear of isflation. The people are condemned
to feeling lost, sérteficed forever to the single unchanging
view before thenf’An entire life faced by this, with no-
where to rua other than death . . .

Every village that sits on the edge of the sea, facing the
water, waits for ships, for news, and for immigrants.(70)

Still capturing the feeling of Flores, Branddo continues:
... glued to the windows heneath glass panes, sad faces
of old people wait for longer than one can remember for
someone to pass by, and no one passes by. it is here that
habit lays down her roots . . . (71)

This has all been put in two lines by Pedro da Silveira:
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Outside of us
nothing haopens. (72)

Much of the literature of the islands reflects similar sentiments. Roberto
da Mesquita titled his single book of poems A/mas Cativas (Captive Souls).
Gaspar Fructuoso (1522-1591), one of the first Azorean «sages», appropriate-
ly captured the island syndrome in the title of his six-volume work, Savdades
da Terra, which crudely translates as «Nostalgia of the land». The word sau-
dades seems to refer to a pervasive longing for the mo’ erland which domi-
nated the feelings of the islands’ first settlers.

This island syndrome affects the individual Azorean in countless ways.
His worldview is shrunken considerably simply because his world itself is so
small. (73) Being stuck in the middle of the ccean creates a feeling of aban-
donment which erodes hope, instead producing fatalism. The islander feels
wholly enguifed by the elements, and beyond mere engulfment, he feels im-
prisoned. Furthermore, this feeling is unconscious among these people who
have never had much exposure to the outside world.

Vitorino Nemésio again has a useful contribution here:

A kind of drunkness of isclation impregnates the soul and
actions of every islander. It structures men’s spirits and
searches gropingly for an almost religious conviviality, in
short, for that which we lacked the fortune to receive at
birth. The essential nature of life in the Azores was not
created by the first human colonization of the islands. It
was blueprinted in an earthly past which geologists may
reduce to a precise number of years, if they wish . .. We
are welded historically to this land from which we have
come; our roots are by nature within these mountains of
lava. Some substance, oozing out from volcanic guts, has
penetrated our souls. Geography inviolably means as
much to us as history, and it is no idle coincidence that at
least fifty percent of our written records are accounts of
floods and earthquakes. Like the mermaids’ ours is a
double nature: we are built of flesh and stone. Our eves
submerge themselves in the sea ... The sea is our path-
way not merely to earthly realization, but spiritual real;-
zation as well. (74)
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But as is widely admitted in anthropology, «isolation, of itself, can ex-
plain very littles. (75) This inquiry should therefore move on to other, possi-
bly stronger, influences.

Volcanic activity on the islands has played an especially strong role in
shaping both the life and worldview of the Azorean people. Volcanic activity
has been and is a constant menace, making ‘its presence feit with unfailing
regularity and often terrifying force. Azorean history is strewn with residue
and horror of both earthquakes and eruptions. (76)

The influence of volcanism on people is devastating, as noted by Ribeiro:

Within man, and even within animals, an earthquake pro-
vokes a strong feeling of uncertainty and doubt, a con-*~
stant dread, that leaves deep impression on his way of be-
ing:

During a vulcanic eruption or an earthquake, man feels
both his own weakness and the power of the unfathom-
able natural forces around him, with unusual violence.
Surprised, terrorized, he seeks desperately for the sheiter
of divine protection, because the forces unleashed about
him vastly exceed his every possiblility of defence. He
turns, therefore, to God in order that He may save hislife,
or at least bless him' with an easy death. Under the threat
of seeing everything about him that had seemed to defy
eternity destroyed, he understands the fragility of all that
is material and earthly. His horror at the hands of destruc-
tion and annihilation give him a sense, far greater than
ever before, of that which is truly eternal and omnipo-
tent. (77)

Raal Branddo has also interpreted the volcanic nature of the islands and
its effect on the people. He writes:
L ]
There is an agony here which only exists in Naples. | am ‘
oppressed by these mountains. | am crushed by this black
solitude. The sea alone offers any release. (78)

Many of the religious cults that originated in the Azores arose through
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efforts to placate God's wrath, as expressed by eruptions and earthcyua’kes. All
of the islands’ major religious celebrations have some underlyirgy connection
to natural disasters. These relationships are clearly evidencea in a number of
religious events. The tradition of the Romeiros (79) for instance, was begun in
direct response to several vulcanic disasters. Similarly, the cult uf Santo Cristo
owes much of its development to geological tragedies.

Given that the nature and extent of natural upheavals varied somewhat
fron. island to island, it is not surprising that the religious spirit of the people
exhibits some regional differences. Ribeiro points out that:
The people of S0 Miguel are the most religious of all the
islanders. Their religion is sincere, rather than fanatical,
but it is built upon fear, and sometimes even of a kind of
misty terror. This aspect of the religious spirit is reflected
in the widespread belief in divine punishment. Punish-
ment not only takes the form of devastating catastrophes,
but may also come in the form of smaller mishaps, such
as the death of a housepet, a poor harvest, or an illness. (80)

A tremendous number of religious events, primarily processions of pen-
ance, have their origins in some promise or vow to God, the Virgin Mary, the
Holy Spirit, (81) or the Saints. Promises made by local people were frequently
institutionalized and made into town or regional law. Some’of e vows that
are still faithfully being kept today have been enumerated ' described by
Julio da Rosa. These include:

The procession of Cinzeiro and the Romarias during Lent
in S. Miguel; the penance processions during August in
Raminho (Terceira), Feteira and Flamengos (Faial), Mad-
alena, Bandeiras, and Sta. Luzia (on the border of Pico);
Our Lady of the Miracles, in Cachorro; the /mpério dos
- Nobres and the Vow to Sto. Cristo on February 1 by the
county of Horta; the bodos de vésperas, on September 21,
in Sdo Mateus of Pico; the Holy Ghost in Praia do Norte
(Faial), and the Vows to St. Sebastian by the counties of
Angra do Heroismo, Ponta Delgada and Horta. (82)
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As mer.:ioned earlier, the nature and manifestations of religion vary
somewhat between the different islands. Ribeiro addresses this point in his
analysis:

Secular celebrations on Terceira are more lively and exu-
berant, yet vary widely in how well they are integrated

into the actual religious ceremonies. Religious spirit is a
generally healthier and less timid on S50 Jorge and Pico,

and 'is certainly no le:s respectful and sincere. Despite
these minor regional differences, however, tlere is a deep-
rooted fear of divine punishment within the souls of all
Azoreans. Throughout the islands, the image of God as
vengeful and terrible is far stronger than His |mage as
Merciful or Loving. (83)

In summary, religion helps to shape the worldview of the Azoreans and
generates an ethos which is pervaded and consolidated by a fear of punish-
ment. (84)

b) THE INFLUENCE OF SOCIO-ECONOMIC AND POLITICAL FORCES
The preceding discussion has attempted to portray the causal relation-
ships between the ecological environment of the Azores on the one hand, and
the predominant values, beliefs, and behavior patterns of the islanders on the
other. In short, it has sought to identify a fundamental link between environ-
ment and culture. Throughout history, even as far back as Aristotle, ecology
has often been regarded as a strong determinant of culture. However, exces-
sive oversimplification in this matter must be avoided. As David Kaplan and
Robert Manners have pointed out,
N
all contemdrary cultural ecologists ‘would reject any
such mechanical use of environmental factors to account
for variations in cultural arrangements .
Reacting against this simplistic environment determin-
ism, many cuitural ecologists came to espouse a position
which has been called environmental possibilism. In this
view, the features of the natural habitat are seen as play-
ing, not a determinative role, but a permissive or limiting
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role, offering opportunities in"certain directions and in-
hibiting them in others. {85)

In their attempts to «explain» the Azorean culturc, many of the writers
quoted here have assigned such a-preponderant role to ecological causes alone
that they are indeed party to an over-simple deterministic view of island life.
Such explanations lose,sight of the fact that a culture is also shaped by the in-
ceractions of people themselves. In this realm, social, political, and economic
forces all play major roles.
Ribeiro touches slightly on socio-political factors, yet even in so domg he
falls back on an ultimately ecological point of view: ~
With their energies dissipated, with no recourse to reac-
tion, with no means of fighting face to face with the ric§
and privileged classes, the lower classes instinctively and
in self-defense sublimate their impotence into cunning-
ness, lookin) for a way of getting by those difficulties
they could not overcome. Tenacious, rarely abandoning
an idea or a project, but submissive by necessity and
therefore fearfu) and apathetic in their long-range endeav-
ors, they became withdrawn and cunning.
In these islands where the bulk of the land remains in
_the hands of a few individuals, certain vital moral trans-
formation have yet to take place. (86)

°

Furtado attempts to pinpoint one of the non-ecological causes:

As puwerful groups on the continent increasingly domi-
nated and controlled key regions throughout both the
Old and New Worlds, the miniscule fragment that was
the Azores lay profoundly lsolated buried in the torpor
of her climate trapped beneath the terror of the volga-
noes and of the control and 1ust|oe of the powerful capi-
tdes donatérios. (87)

>

The Bullar brothers hit more sharply on the social issue:

The manners of the highest and of the lowest classes are
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equally good; easy self-possession is as common to the
poorest as to the best born; owing no doubt to their hav-
ing lived for so many ages under a strict aristocracy of
birth where the position of all is defined by such impas-
sable boundaries, that there is neither on the one side the
endeavor to rise, nor on the other the determination to
prevent it. (88)

As has been accurately observed, insularity is in fact used as an excuse

(€a insularidade é um pretextox). (89) If not entirely an e-..use, the islands’ ,
isolation has at least been carefully rationalized and integrated into a well-
structured ideological justification of the socio-economic and political status

quo.

While reading literature on «the social question» in the Azores, it must

be kept in mind that the Portuguese political dictatorship maintained rigid
censorship from 1926 until 1974. Whenever the socio-political establishment
has been criticized, any hidden insinuations by the author can be perceived
only by readigg between the lines. By way of example, donsider the following
paragraphs by Cunha de Oliveira:

Nature has given us our fatalism. She shakes and roasts
us. She scours our sweat and blood with the raging of the
winds, the recklessness of the rains and the voraciousriess
of the sea. It is because of her that even the most rational
among us say : «What has to be must be.» | .

But in compensation we have this blue and green all
our own. And with this, we have the immediate and never-
ending presence of the sea. By their sheer predorginance,
these have forged within us the peculiar Azorean calm-
ness and sweetness which most do not comprehend and.
others abuse. )

And why do they abuse it? Because very often the sky
is tinged with gray, the sea becomes ashen and pale, and
the fieldgre darkened with the same gray color. And
then our ¥pression of calmness losing its pleasantness,
takes on a painful tone, like someone who was born for
oppression, someone who is in no hurry to throw off his
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yoke. And all because he could never uncloud the sky.
But this makes us no less men, nor no less sensitive. Quite
the contrary. What we become is patient. Perfect stuif for
tyrants. (90)

A recent brief but interesting political document {9}) has attempted to
explain the islands’ present stage of development. Under the sub-heading
«Keys to an Understanding of Azorean Backwardness», the document points
to the policies of the (.isbon government and the behavior of the local domi-
nant classes in the Azores, stressing the two /eitmotivs of stultification and
abandonment. The document holds that thé political powers in Lisbon direct-
ly promoted and sustained the archipelago’s socio-economic isolation and lack
of grcwth, and that thosz powers acted largely through the remnants of the
old Azorean aristocracy and their associates.

The document pinpoints the foIIowmg three reasons for the region’s un-
derdevelopment: 1) the developr 1t policies of the Estado Novo {the Sala-
zar-Caetano regine); 2) the local (Azorean) land-holding system; and 3) the
local socio-cultural microsystem. Each of these merits some consideration.

The core policy of the Salazar-Caetano dictatorship was one of strict cen-
tralization in all things. This directive dom:nated all subsidiary policies, and
sharply curtailed any possibility of regional development. It must be under-
stood,;h&wever, that infailing to develop the periphery of the empire, of which
the Azores were part, the Estado Novo merely followed an old Portuguese tra-
dition. (92) The of development of the islands, and in fact of almost the
e empire outside of the capital city, had been perpetuated for
#The oid Portuguese saying, «Portugal is Lisbon and the rest is sce-
nery» has some truth. V'

In order to meaningfully understand the longstanding underdevelopment
of most of the empire, it is necess2iy to review much of Portuguese history.
Careful analysis of the works of several key historians and social commenta-
tors, among them Antero de Quental, (93) Alexandre Herculano, (94) Oliveira
Martins, (95) and Antdnio Sergio, (96) is indispen.able to comprehending the
complex roots of that underdevelopment. This task is beyond the scope and
intent of the present discussion. It is enough here merely to stress that the
destiny of the Azores differed little from a distant province such as Tras-os-
Montes or from any of the overseas colonies prior to the anticolonial rebel-
lions. It is true that Lisbon began to develop certain colonies in the nineteen-
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sixties. However, that move came only m response | to the growth of local lib-

eration movements and their guerilla warfare agalnst Portuguese domination. .
This phenomenon did not affect the Azores for two reasons: first, there was
no liberation front on the islands; and second, the local rulers in the Azores
formed a tight alliance with Lisbon which protected the interests of both
groups and forcefully sustained the socio-economic status quo. - - N
In considering the influence of local landholding structures upon develop-

ment, the document stresses the archipelago’s heavily agrarian economy. It
notes that there is a difference between S3o Miguel and the other islands:
whereas agriculture on S. Miguel i1s highly commercialized and market-oriented,

\ a more ‘traditional, subsistence-oriented agricultural economy predominates
on the others. Furthermare, the distribution of property on the smaller is-
lands is substantially more egalitarian than or: S. Miguel. Our attention is -
drawn to the latter:

On this island, where so much tremendous work is per-
formed and where the intensity of the culture surpasses
all other regions of Portugal, a landowning bourgeoisie
lives at the throat of the land and its people. Roughly for-
ty landowners control over 25% of the land in S3o Miguel!
The large landowners rarely cultivate their own fields, but
instead live by renting out their properties. They rent out .
tiny, often miniscule pé.ches, as small as one-seventh of a
hectar. Rents are uniformly and excruciatingly high.
The poverty of S8o Miguel’s tenant farmers, who are
more accurately termed semi-proletarians, stands in ago-
nizing contrast to the prosperity of Ponta Delgada. It
conflicts sharply with the lack of want of the urban classes,
the landed gentry, and the smaller middle classes. Clearly, P
the source of this city’s prosperity is not urban, given
that there is very limited industry. That prosperity i$ cre-
ated by agriculture (and admittedly in part by the return
of some money to the island from emigrants).
Because they live very profitably on rental income, the
> large landowners have no interest in increasing the pro-
‘ ductivity of their land. They therefore fail to reinvest any
significant unused surplus ineither industry or agriculture.
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They fail to do so despite the fact that such reinvestment
might well bring about a general increase in overall pro-
ductivity through the improvement of the means of pro-
duction. (97)

The central features common to both SSo Miguel and the remaining is-
lands must be recognized, however. Both lacked any balanced exchange of
goods or capital with the outside world, and instead both suffered similarly
from a draining of resources.

The document points to the islands’ socio-cultural microsystem as the
third reason for their underdevelopment. That system has both contributed to
and been shaped by the various forces and situations discussed above. It is un- -
deniable that a number of ecological and social forces have acted to preserve
the status quo. Yet here the role played by dominant groups within the socio-
econamic and political system must be properly emphasized. Intentional or
not and whether surreptitiously hidden or naively open, the efforts of those
dominant groups strongly reinforced existing socio-economic structures and
conditions. These people set the pace of the islands’ development and had the
last and often the only word on their social, economic and political destiny.
They were a highly cooperative few, who had little difficulty keeping things
under control. Circumstances were so favorable for thess dominant groups
that their own interests soon became internalized as values by the majority of
the population. A very conservative church and an extremely poor education-
al system figured strongly in this process. .

In speaking of the religious spirit of the islanders, Radl Brandfo wrote
that:

The Catholic rules and laws are what create this uniform-
ity and munotony of peoples” souls. Subordinate oneself,
obey, do not question. .. In spite of the beauty of self-
sacrifice, something is not right here. (98)

PR

In the internalization of the dominant ideology, then, what is good for
the rulers is perceived by the mass of the people either as natural law or as
moral velue established by religious doctrine. It should be noted that this pro-
cess is particularly acute and well-established in S50 Miguel. (99)

Arruda Furtado has referred to the tradition of «monumental ignorance
in all social classes». (100) This may have played a role in the islai.ds’ under-




142

development during the 180C’s, but this was no longer the case by the turn of
the century. By that point the ascending rlite had in fact become quite well-
educated. The education of the elite, however, had almost no effect on the al-
ready crystallized social structures which left most countryside towns in the
daminant hands of plenipotentiary priests and all-knowing teachers. Rather, .
the dominant classes’ acquisition of education merely refined the existing so-
cial system, sharpening the hiatus batween rulers and ruled. The Estado Novo
did all it could to help preserve the status quo, receiving full cooperation from
the local establishment in that effort. Towards this end, education for the ma-
jority of the population was strongly deemphasized. Until the late sixties, the
Azores had onlv four years of compuisory education. Given that mass of the
people were never taught the value of education, and were ir: fact discouraged
from seeking it, one can better understand why schooling is not a.high prior-
ity among many Azoreans today. (101)

" Furtado was aware of the tremendous deleterious impact that such . m-
ited educatnon and social stagnatign has on the mental capabilities of a popu-
lation. "He described the particular effects of vocabulary impoverishment upon
Azoreans:

To all this add the total loss of important notions of both
natural and social realities. The pover.y of island fauna
and flora, has been thoroughly reflected in the island vo-
cabulary. Peoples’ extreme fack of contact with certain
—— tlants and animals inevitably led them to forget those ob-
H jects, and with them ail corrasponding ideas . . .{102)

Limited experience with the world breeds limited knowledge. For men
whose knowledge of certain states of affairs has been thus stunted, it follows
that they will have no need to name or label those states of .. fairs. Not being
named or labeled in turn soon leads to not being thought of, and is the initial
step towards being wiped out of the mind. (103)

Through such minimally reinforcing retstionships, the world of the indi-
vidual becomes increasingly confined to the small wo:Id in which he lives, and
increasingly he lets himself be shaped by that world. Peoples’ minds are even-
tually reduced en masse to the small scale of their irminediate environment. As
they come to identify their lives with that one sma!l world tizey begin to take
.it as the one and only.
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Fortunately this circle is broken here and there both by outside forces,
coupled with a very deep human longing for something else. The saudades da
terra never cease to act upon the islanders, and whenever life in the islands has
become close to impossible, people leave. Overpopuiation, acute economic cri-
ses, and periodic lack of outside involvement in the archipelago, {104} have all
provoked emigration. The lacgest migratory waves have been to Brazil in *he
18th and 19th centuries, to the United States towards the latter part of the
19th century, and today increasingly to the U. S. and Canada; in truth, virtu-
ally to every single place on the surface of .he earth. (105)

A poem by Borges Martins says it all:

In the archipelago the ships have
no urgency, people wait . . .
the island is a docked packboat, the dock
. is the only hope of men with no goodbye. (106)

+ QOr perhaps these lines by Santos Barros:

It is from here

that men become men in mot' .~
to rematn is to embrace

neither life

nor death. (107)

CONCLUSION

The.foregoing perspective on the Azorean is, needless to say, one per-
spective. |f objectivity 1s unattainable even at the microscopic level within a
single social science, then clearly a broad interdisciplinary analysis such as this
one, (an analysis which is intentionally holistic and which employs both dia-
chronic and synchronic approaches almost simultaneously), will inevitably be
highly subjective. Given the subjectivity inherent in this approach, | have pur-
posely avoided hiding behind any so-called and illusive xdemands of methodo-
logical rigour». (108) My point of view has been left clear, and the values un-
derlying 'g1y analysis made quite visible. In this | chose to follow Gunnar Myr-
dal’s advice, (108) for an object is always perceived by a subject from some
point of view. There is no point in cancealing or obscuring which side one is
on.
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Given that data collection itself constitutes a selection process, then
clearly the evaluation of that data will necessarily involve premises built on
personal beliefs, values, and preconceived assumptions of the evaluator. | note
this to point out that the reader of this paper will arrive at his or her own con-
clusions, and that those conclusions will vary between readers, even where
none of those readers have access to any additional information about Azo-
reans other than that presented here. For instance, a folklorist committed to
the preservation of old customs merely for the sake of preservation will la-
ment the rapid Americanization of Azorean immigrants, and may even lament
any changes that occur’'within the islands. Someone else might applaud the ar-
rival of television to the islands as a means of breaking the thick isolation be-
tween the archipelago and the outside world. A more traditional moralist
might be infuriated by the same event because it will jeopardize the survival of
ancient mores. As a final example of possible contradictory value preferences,
consider people in an American factory which employs a good number of
Azoreans. Management may praise the hard-working virtues and good-natured
obedience of those immigrants who oppose strikes and rarely complain about
working conditions. American workers raised within a tradition of unions and
Gt rights-consciousness, however, may become enraged with the subservient
attitude of Azoreans who want not to offend their bosses and who argue that
they should be thankful to the owners for ever having received a job.

The preceding examples illustrate but a few conceivable scenarios where-
in the Azorean people may be judged as «beautiful» by some, and as quite the
opposite by others. This paper does not interid to prevent this sort of inevitable
interpretive variation. Stch differences in perceived worth are an unavoidable
part of the value conflicts we all face daily. Rather, this paper has attempted
.merely to address two broad questions. The first of these comes from people
who do not know the Azoreans well, and that is: «What are the Azoreans
like?» The second comes from those who know the islanders, but who may be
perplexed and have either mixed or non-sympathetic feelings towards them:
«Why are.Azoreans like that?»

These: questions, raised by Americans about the immigrants in their
mids., are often raised from an idiosyncratic and rather ethnocentric point of
view. This is true, for instance, of such questions as: «Why do the Azoreans
drop out of school?», «Why don’t they value efficiency?», or «Why aren't
they more active in local politics?» Inquiries such as these are all equally com-
mon, and it was with precisely this type of question in mind that the preceding
pages were written.

11
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To combat any Manichaean tendencies on the part of the reader, he/she
is reminded that the Azorean people are as «good» and/or as «bad» as any
other human group. Like any other people, the Azoreans have been strongly
affected by the ecological and social infra- and supra-structures which pervaded
their lives throughout centuries. Whether we like it or not, cultures do not
change instantaneously. The effects of profound and prolonged influences
upon a culture remain in force, to varying degrees, for long periods. But then
as ecolsgical and/or socio-political conditions change, cultures are also bound
to change, however slowly. This is the incvitable outcome of any historical
processes: so cultures continue as they are, change, or die.

PERSONAL NOTE

| wish to make one final statement to my fellow Azoreans. This essay
was not written for a touristic brochure, and thus | did not refer to «the beau-
ty of the islands and the polichromy of the landscapes», nor did | insist much
on the hospitality of the people. This analysis was not a hymn to the land nor
a eulogy to the populace. The agorianidade (Azoreaneity) which | share and
which will always be an integral part of my world should not prevent me, or
any compatriot, from taking a close look at our roots in otder to understand
them. If understanding is to be meaningful, we cannot avoid being critical in
the genuine sense of the word. Following Socrates’ advice, «know thyself»,
is both helpful and difficuit. But pursuit of that goal reveals ourselves to us as
we are, rather than in illusions of what we would like others to think we are.
That is at least a worthwhile beginning.
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Nozes

I would like to thank Paul Jones for his tremendous assistance in the painful tasks
of editing the English and translating the many long quotations. Those were especially dif-
ficult when they happened to be poems.

1) Due to the nature of this essay, geographical and historical information on the
Azortes has been kept to a minimum. Here are a few pertinent facts: The archipel-
ago consists of nine islands divided into three separate groups: the Central group
(Terceira, Graciosa, So Jorge. Pico and Faial), the Western group (Flores and Cor-
vo), and a third group (Eastern) consisting of S3o Miguel and Santa Maria. The is-
jands have a combined surface area of about 2,330 square kilometers, or 900
square miles. Sfo Miguel is the largest island, accounting for almost one-third of
the tota! land area.

The Azores lie about one-third of the distance from Lisbon to Boston.
Reaching them by air takes two hours from Lisbon, and four and one-half hours
from Boston. .

The islands had no human inhabitants at the time of their discovery, which
probably occurred in 1427. Sagn thereafter (1439) they began to be populated,
primarily by mainland Portuguese.

In 1960 the population of the archipelago was 320,000, with roughly 170,000
of these on Sfio Miguel. Since that time a steady wave of emigration has greatly re-
duced those numbers, bringing the total to 290,000 in 1970 and to 260,000 in
1975. By that paint emigration had returned the population size back to exactly
what it had been one century earlier, in 1875.

(2) Vitorino Nemésio, O Agoriano e os Acores (Lisboa: Edigéo da Renascenga Portu-
guesa, 1929).

3) Arruda Furtado, Materiais pars o Estudo Anthropolégico dos Povos Agorisnos.
ObservapGes sobre 0 Povo Micselenss. (Ponta Delgada, Agores: Tipografia Popu-
lar, 1884). ) . ‘

@) Lufs Ribeiro, Subsidios pars um Enssio sobre a Agorisnidade. Informagdio pream-
bular, Notas e Bibliografia por Jofio Afonso. (Angra do Herofsmo, Agores: Insti-
tuto Agoriano de Cultura, 1964).

5) In the social sciences there is a view, begun by Dilthey and later developed by Max
Weber and Karl Mannheim, which assumes that there is a fundamental difference
between the natural and the social sciences, and further, that the latter requires a
specific method. While the natural sciences are exclusively concemed with measur-




able external phenomena, the social sciences should be concemned with the mo-

tives and valdes of men and with the meaning of their acts. Explanation of the

facts is sufficient for the natural sciences, but 1t is not adequate for the social sci-
ences; that process alone would miss the inner dimensions of human acts. Rather,
thig vieg.holds that more than the mere explanation 1s necessary to meaningfully
study a given social situation or culture. What 1s required 1s an understanding (the
German expression Verstehen is often used). An adequat understanding (in this
sense) of human acts requires some exploration of the purpose, motives, and val-
ues of the actors involved. In order to achieve this, a «sympathetic intuition» 1s
definitely required. '

(6) Raul Branddo, As /lhas DesconLcida& Notas e Paisagens. 32 ediggo (Lisboa. Liv-
raria Francisco Alves, 1926).

Y m Joscph and Wenry Bullar, A Winter in the Azores, a Summer at the Baths of the
Furnas, 2 vols. (London: John Van Voorst, Paternoster Row, 1841).

It should be noted that except for Luis Ribeiro’s work, the sources men-
tioned above were written during the last century and the first three decades of this cen- e
tury. Without doubt, many things have changed since that time. The core of these observa-
tions, however, remain both accurate and vahd. Thus in turn speaks for their value.

(8) Without wishing to enter into the intricacies of current philosophical discussions
concerning distinctions between the two concepts, the following analyses of G. H.
von Wright may.help in clarifying the -pproach used in the present text:

«Before expianation can begin, its object — the explanadum
(whatever is to be explained) — must be described Any descrip-
tion may be said to tell us what something «is» . But under-
H standing what something is in the sense of /s /rke should not be
confused with understanding whet something 1s in the sense of -
means or signifies. The first is a charactenstic prehminary of
causal, the second of teleological explanation. It is therefore
misleading to say that understanding versus explanation marks
the difference between two types of understanding and of ex-
planation »
Explanation and Understanding (lthaca, New York Cornell Univer-
sity Press, 1971).

(9) Furtado wnites
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« ... os micaelenses estio ainda longe de constituirem wr grupo
verdadeiramente homogéneo, tio mista for a composicac origi-
naria do povo portugugs.»’

Q.¢c.p.55.

This designation refers to the islands of the Central and Western groups It there-
fore includes all of the islands except for Sdo Miguel and Santa Maria.

Id., p. 25.
1d.. pp. 26-27.
Ibidem. x

Cantar a0 desafio translates as «Challenge through singing» This 1s a very popular
tradition wherein two people, accompanied by the traditional small guitar, impro-
vise quadras (quatrains) 1n turn. They can elaborate on a serious subject or they
may argue and/or joke about one another.

O¢.p.28 )

Ibud., p. 29. This sensibility and good taste in their relationship with nature was
stressed by the Bullars. The brothers were particularly touched by a woman who
brought them a basket decorated with flowers. As an additional example they
mention a woman who folded her clothes with aromatic flowers in between the
layers of cloth.

0 c., Vol. I. pp. 212-214. The Bullars saw a sort of epitomization of*Cervantes’
Sancho 1n the Micaelense peasant. This observation deserves to be quoted in its en-
tirety. - ‘ hd

The people here are very familiar but it is in a graceful, inoffen-
sive way. Just in the same manner as Sancho converses with Don




(22)

(23)

(29)

(25)

(26)
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(29)
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Quixote, do the servants and the ass-drivers talk with their mas-
ters, and the poor to their superiors in rank. Sancho’s observa-
tions on his master, and his freedom of manner, would have
bseen unnat:rzlin the mouth of an English groom, but the ser-
vants of one of the squires of St. Michael’s will laugh and joke
with his master, with as much famihiarity and real civility as San-
cho, when he strung proverbs at Don Quixote's expense. There
15 a good deal of resemblance, too, between the character of
Sancho, taking him as a type of his class, and that of the Azo-
rean poor with whom we have come in contact. They are ex-
trefnely curious, have great cunning and finesse, lie with as
much coolness as Sancho, when he explained to the Don, in the
sable mountain, his interview with the Lady Dulcinea, are clever
at repartee, and fond of proverbs and short sayings. (Vol. 1,
pp 74-75),

See Carreiro da Costa, Esbogo I-Ilstérico dos Agore.. (Ponta Delgada. Instituto
Universitano dos Agores, 1978), pp. 287-288.

0 c..p. 2071
ld. p.43

Id.. p. 49. At the time Furtado wrote his book, women did far more work in the
fields than they do today. Furtado believed that this practice might have been re-
sponsible for whit he called the increased «virity of their physical featuresy.

The Castillians invaded and occupied Terceira for almost sixty years, between
1583 and 1640.

O.c..pp. 13-15.

Pe. Jer6nimo Emiliano de Andrade, Notfcia do Arquipélago dos Agores, p. 119.
Quoted in Ribeiro, O. c., p. 32.

See Ribeiro, Ibidem. The idiosyncrasy of the Picaroto 1s masterfully shown in the
short stories of Nunes da Rosa, Gente das //has, 2nd. edition (Angra do Hetoismo:
Instituto Agoriano de Cultura, 1978), and the three novels by Dias de Melo, which
constitute the so-called Ciclo da baleia (whale cycle): Mar Rubro (Lisboa: Orion,
1958); Pedras Negras (Lisboa: Portugdlia, 1965); and Mar Pela Proa (Lisbon:
Prelo, 1976).
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s (30)  In spite of this, one of the Bullars made a pertinent observation that applies to
the Azorean in general, as follows.

In judging them by their amusements, | apprehend they siould
be described rather as gay than as cheerful people. The dances
and the crowded balls which are constantly recurring; the reli-
gious processions in the streets, and the exciting church services
which the policy of the Church of Rome has accommodated to
their tastes, indicate a necessity for stimulus which a cheerful
people seldom need, but which is necessary to produce gaiety.

0 ¢.Vol. 1, p. 215,

0.c.p. 17

(32)  Another reason for the special consideration given here to the Micaelense 1s that
he makes up two-thirds of the Azorean population. Micaelenses also compnse

the vast majonty of Azorean :mmigrants to ths U S.

0.c..pp. 15-16.

The popular songs and feasts are revealing on this point. Both are sad and solemn.
The rhythm of most songs 18 very siow, and most are in miror keys. The Gregorian
chants sung in church convey a strong sense of sadness, resignation, fatality and
even tragedy which can be most distorbing to an outsider. One of the most com-
| mon of these chants is Tantum Ergo. ‘

(35)  The Micaelense hard-work ethic must be distinguished from the Protestant work
ethic For the Micaelense, 1t involves a kind of forced working simply because
those who are born poor have no alternative. )

(36) See, forinstance,J. G Peristiany, Hcnor and Shame: The Values of Mediterranean
Society. (London, 1965).

(37)  On con.ervative thought, see Karl Mannheim, From Karly Mannheim, Edited and -
with an introduction by Kurt H. Wolff (New York: Oxford University Press, 1971).

(38). On the peasant cognitive system, sec George Gurvitch, The Social Frameworks of
Knowledge. (New York. Harper and Row, Publishers, 1971).

(39)  As described in con;ruposition to the Protestant by Max Weber in The Protestant

Q 1 1J .
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Ethics and the Spirit of Capitalism, (New York. Charles Scribner’s Sons, 1958)

(40)  Leite de Vasconcelos wrote  «No que todos os observadores concordam é nisto
que o povo é muito religioso, bastante superstici0so, morigerado ¢ mantenedor de
cghtumes patriarcaiss, Més de Sonho. Conspecto de Etnografia Acorica. (Lisboa,
1926).

In a paper read at Week Il of the Azorean Studies Conference, José Agost-
nho listed what he called the «favorables dominant traits of the Azorean charac-
ter. By «favorable» he meant «good and worth preservings They are as foliows:

The islanders’ adherence to their religious beliefs, a profound
abhorrence of all that comes from outside; a very strong family
nstitution; widespread feelings of being good nkighbors; the
privileged natute of the woman's position in society, a generally
paceful and orderly spirit, submission and even subjugation to
the faw; respect for authonty; love of one's own 1sland and also

o /' of her people («the 1slander 1s a good friend, but a bad enemy»).

Among the so-called «unfa\;onble» dominapt characteristics, he lists.

A certain general iazmess; the disadvantaged social position of

children; a very high infant mortahity rate, the excessive gmount

of work given 1o children; the fact that t60 much time at work

18 deminded of The laborer; insufficient wages, a common lack

. of forethought or foremght; generalized lack of assistance be.

v -7 tween individuals; and finally, profound neighborhood pride
apd nvalry often fed largely by blind passion.»

(J Agostinho’s analysis refefs to Azoreans up to the year 1910, although he’
would maintain that any differences today would be only in degree and not i
substance.) From «Dominantes Historico-Sociais do Povo Agonanow, in Livro da
1! Semane de Estudos dos Acores (Angra do Herdismo- Instituto A¢dnano de
Cultura/Fundaggo Calouste Gulbenkian, 1963), pp. 162-3. .

(41)  After this paper was written, an analysis of the influence of religion on
1sland hfe appeared 1n Cactano valadiio Serpa, A Gente dos Acores. Identficacso,
Emigracéo e Religiosidade. Séculos XVI1-XX. (Lisboa: Prelo, 1978). *

(42) «A Integragdo do Agoriano no Mundo Aclual».‘m Lwro da.lll Semana de Estudos
dos Accres (Horta Instituto Agonano de Cultura/Fundag¢do Calouste Gulben-
kian, 1964) p. 332, :
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Examples of these paired rivalnes are Santa Maria-S. Miguel, Terceira-S Miguel
(the most intensive of all), Graciosa-Terceira, S. Jorge-Terceira, Grac:osa S. Jorge,
S. Jorge-Pico, Pico-Faial, Corvo-Flores.

José Enes e Onésimo T. Almeidd, Estruturas Mentais do Povo Agoriano (Unpub-
lished Manuscript. Lisbon, 1971), pp. 18-19.

0.c..p. 59-60.

Fernando Pessoa, the best known modem Portuguese poet, criticized the provinci-
anismo of his fellow citizens. By provincianismo, he meant more than the term
usually denotes. He explains in the following way.

«O provincianismo consiste em pertencer a uma civilizagfo sem
tomar parte no desenvolvimento superior dela, em segui-la pois
mimeticamente, com uma subordinagio inconsciente ¢ feliz. O
sindroma provinciano compreende, pelo menos, trés sintomas
flagrantes: O entusiasmo ¢ admiragdo pelas grandes cidades, o
entusiasmo ¢ admiragdo pelo progresso e pela modernidade; e,
na esfera mental, a incapacidade de 1ronia».

%

«0 Provincianismo Portugués», m Pdginas de Doutrina Estética, Selecgdo, Prefécio
¢ Notas de Jorge de Sena, 2nd. ed. (Lisboa; Inquérito).

Fernando Pessoa again:

«A ternure lusitana ou a Alma da Raga. O costume de definir o
portagués como essencialmente lirico, ou essencialmente amo-
roso /é/ absurdo, porque nio hé povo quase nenhum que nio se-
ja estas duas coisas. Ao mesmo tempo vé-se que, ainda que essa
expressdo falhe, hd qualquer coisa de verdade que nfo chega n
descobrir-se nestas frases.

0 que hd de quase ind+finivelmente portugués de portugues-
mente comum, excepto a lingua, a Bernardim Ribeiro, Camdes, -
Garrett, Antero de Quental, AntSnio Nobre, Junqueiro, Correia
de Oliveira, Pascoais, Mdrio Beirdo?

Em primeiro luger ¢ uma fernura. Mas o que € essa ternura?
Ternura vaga (.. .) em Bernadino Ribeiro, ternura que rompe
a casa de estungeuismo de Camdes, no seu auge ternura herbica,
ternura metafisica em Antero . . . ternura por s proprio e pela
sua terra - esquiva ( .. .) espontdnea ¢ com o lado «tristeza»
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acentuado em antonto Nohre, ternura peia paisagem em Fialho,

, ternura que chega a assomar as Janelas da alma de Eqa d. Quel-
roz.

Chamar ao sol «solzinho de Deus» é um fenémeno especial

de ternura Nessas frases do povo estd o germe de todo o pétrio.

Paginas de E stética e Teoria e Critica Litordrias, Textos estabelecidos e prefaciados

s por € ~ree R Lind e Jacinto dv Prado Coelho (Lisboa Atica 1973), pp 329-330

»
Even today, not much 1s known about the early settlements in the Azores In the
most recent historical account of the islands, Carreiro da Costa writes

«In the end, the fact 1s that the question of the settlement of

the Azores s yet to be sufficiently understood . . .»
Esbogo Historico dos Acores, O.c ,p 58

There 15 no doubt, however, that «the great majonity of settlers consisted of
mainlanid Porfuguese, and further that almost every province of Portugal was rep-
resented »  Luis Ribeiro, «Formagdo Historica do Povo dos Agores, Acoriana,
Vol 11, (1941).p. 195, . -

Non-Portuguese played a relatively minor role, though they did contribute.
First among these were the Flemish. Later on, and 1n much smaller numbers, came
small groups of settlers from other Central and Southern European nations. Sever-
al references maintain that some Moors and black slaves were brought to the 1s-
lands by the Portuguese colonizers. See Carreiro da Costa, O.c., p 60.

In the onginal

“ mpre 0 mesmo honizonte

- mar, névoa, ailha em frente
Dizem os Farajaus ao voltar
Que ndo mats serd diferente.

Almeida Firmino, Em Memoéria de Mim (Angra do Heroismo, Agores Author's
Edition, 1971), p. 27

In the onginal 4
Este céu bago. esta humidade, o ntmo

monotono do mar, a soliddo
que faz moer a dor




Este sol entre as nuvens, a neblina
que me enerva € penetra 0s meus 0ss0S,
tudo 1sto ¢ 1lha, Amor.

Entre 0 Sonho e a Reslidace (Angra do Heroismo Cadernos do Pensamento,
1957), p. 39.

Translated by George Monteiro. In the onginal®

llha

S6 isto .

O céu fechado, uma ganhoa

pairando. Mar. E um barco na distancia
olhos de fome a adivinhar-lhe a proa,
Cahformas perdidas de abundincia

Acllha e 0 Mundo, (Lisboa Centro Bibliografico, 1953), p. 17

0.c., pp- 4445.
Ibd., p.59.
Oc¢,p 2!
Ibd., pp 22-23.
d., p. 28
33
Ibd., pp. 70-72.
Ibid , pp 99-100
Ibd., p. 108.
Ibid.,p 128.
Ibid., p. 210

Joseph and Henrv Bullar, O ¢., Vol. [, pp. 131-133.

» .
0
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Oc.p 26

Ibidem.

Santos Barros opens his book with two quotations about humidity. The fir * 1s
from VirginiaWoolt The other is by the Azorean poct Rollrto de Mesquita

«Que migoa anonima satura / este ar de inverno, este ar doente”
(What anonymous grief satur?tes_ / this w:ater air, this air of all-
ness?) A Humidade (Lisboa Cooperativa Semente, 1979), p. 5.

Ibd.p 23
Almas cativas e Poemas Dispersps, Edited by Peer da Silveira, (Lisboa. Edigoes
} :a,1973) p. 70

O c.,p. 354. To this Ribeiro adds

«According to the testimony of Carolina Michaelis de Vasconce-
los, that atmosphere saddened and drowsed the soul of Antero
de Quentals (p. 34).

Antero de Quontal was a social thinker and poet who was intensely con-
cerned with socio-political problems in Portugal, but who was also deeply com-
mitted to and, enveloped by metaphysical and spiritual questions. He committed
suicide while in S§o Miguel, during one of his depressed periods.

_ Quental's depressions have been associated with the ecological environment
by Rebelo de Bettencourt, another Azorean poet. Although this association in-
volves some degree of poetic freedom, it is insightful. The poem is partially quoted
here -

Sob & chuva do tédio

Nia aziago. Chove ... O céu ¢é de ameaga.
Jma bruma cinzenta estrangula a paisagem
0150 na voz da chuva uma estranha linguagem
E adivinho nio sei que sombra de desgraga'

A tristeza & irmi desta chuva a tombar . . .
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- Foi numa tarde assim que Antero de Quental -
Desiludido ¢ 36, se resolveu matar.

Um tédio enorme deixa a paisagem doente
E o mesmo, talvez, que anda, por nosso mal,
Nos Sonetos de Antero ¢ na alma da gente!

(Vozes do Mar e do Vento Antr'ogia Podtica Lisbua, 1953, pp. 37-8)
- "

O c..pp- 9091
Ibidem, p. 80.
“wnais do Oeste, (Coimbra* Textos Vértice, 1962) p 25

Rail Branddo was deeply impressed by the effects that 1solation had on a shep-
herd on Sdo Jorge

«Reparo com pasmo que este pastor me fala da vida com indife-
tenga plantado diante de mim como um tronco E um bruto,
mas foram os outros que o reduziram i condigdo de bruto. As
coisas mais duras di-las com a mesma cara de estanho. O 1s0la-
mento comunicou lhe a mudez. (0. c., p. 184) Nuncawi diante
" mim figura tfo inexpressiva. N30 foi o isolamento que o cri-
. Mais que o abandono, criou-o o desprezo pela criatura huma-
1. . Ninguém se aproxima deste escravo na soliddo do mar e
da pustagem ... L4 fica no abandono do bicho ...imovel
como se fosse de pedra — onde a dor nfo entra e, se entra,em
pedra se converte. (p. 186)

A similar metaphor was used by Brandfio to describe an old man he saw sitting at
the plaza of Corvo. «Os homens sio estétuas por concluirs (p. 42) (¢«men are un-
finished statues»).

Carlos Faria, a mainland Portuguese poet, who often travels through the is-
lands, has a kind of fascination with S8o Jorge as the epitome of an island. He fre-
quently tells the story of scmeone running in Sdo Jorge and being told by an is-
lander, in a low and dull voice: «Eih, where are you going in such haste? The is-
land ends there already's

This in fact seems more likely to be the invention of a poet, the product of
an attempt to capture the feeling of «islandness» as perceived through mainland
eyes. True islanders who have never left the Azores are not conscious of the small-

-~
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ness of their world That smallness may be reflected 1n their views, but they are
not aware of 1t Dimensions are relative, and to them their own world 15 1n fact
«large» The 10llowing true story does not pretend to be the norm, but 1t does 1l-
lustrate this point Dunng the summer of 1976 my wife and I visited Fajd do Ou-
vidor, a small seaside town on the northern coast of San Jorge. A young girl, prob-
ably eight or nine years of age, stri ck up a conversation with Mary

«Where are you from”?» the girl asked.

Mary avoided an exact answer , convinced that the girl would
not know about her country «l am from a land very far away
trom here.»

«But which one 15 it”» the glrl nsisted

«I'm from Greecen, replied Mary. «lt 1s very far.»

The httle girf contiiued, «ls 1t farther than” Calheta”»

Calheta 1s a town nght across the 1sland, on the opposite sliore,
some ten kilometers away.

Quoted in Ruy Galvio de Carvatho. «Possibilidades duma Literatura de Sigmifica-
¢do Agonanan, Insulana X1 (1956), 218-219, Vol. XI1 (1956) no 2, p. 218-219
There has been sume dispute on this alleged influence of the sea. In a commentary
on Ribeiro’s study, Jodo Afonso refers to Nemésio's insistence on the influence of
the sea («Sou quase do proprno mar» } and also to Ribewro’s

«() Agoriano tem sempre diant: dos olhos o mar e o horizonte
maritimo sem fim, a contrastar com o acanhado honizonte ter-
restre De toda a parte, pois raros sdo os lugares de onde ele se
ndo avista. ora o vé sereno e calmo come; um lago, ora agitado
pelus fortes vendavas do pleno Atlantico Norte parecendo que-
rer engulir a terray

c.p 54
Afonso writes

«sem duvida a presenga constante do mar, desde o nascimento
até 3 morte. na vida doagonano em sua itha .. levouo Dr Luis
Ribeiro a intehgenciar até que ponto o mar constitui um dos
factores primaciais na determinagdo da agonamidade.

Efectivamente, o mar é uma constante nos Agores. . Mas 0
estudo da influéncia do mar nos povos.. parece continuar a
propor-se como assunto drduo .

E sintomdtica a verificagio de L Ribeiro quanto ao contraste
entre os poetas agorianos cultos  seu nimero € qualidade
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que, de qualquer forma, e mais ou menos acentuadamente, se
encontram com o mar (o mar-tema, o mar-paisagem, em todo o
caso) e os poetas que ndo inteligenciam o mar (p. 117).

He then refers to Emanual Félix's study O mero escolar agoriano — Aspecto Geo-
psiquico, wherein the sea 1s considered solely as an element in the landscape.

In this search for influence, 1t 1s necessary to distinguish between being
aware of x's influence (x 1n fact being an influence ), 1nd not being aware of x's in-
fluence (while x 1s still of equal influence). Specificali . Ribeiro’s observation that
the sea 1s present only 1n the more soplusticated hterature and 1s almost absent in
most folk hiterary expression implies that many Azoreans are not highly aware of
the ocean’s presence.

Regarding this notion, 1t should be noted that much of Azorean folk litera-
ture originated 1n the maurland, possibly 1n the interior where the sea has no in-
fluence, and also that it has mainly been transmitted orally. The folk literature
that actually originated in the islands speaks little of the sea, because the sea 1s an
intnnsic part of hfe for only about 3% of the population. Beginning with the earh-
est settlements, the bulk of the Azorean people have been most closely tied to the
intertor of the islands. This may be partly because the colonizers came from the
Portuguese interior, but probably more because they came to the islands with the
specific purpose of cultivating land to supply ships en route from Afriza. Because
the history of the first island settlements was never recorded in any detail, these
thoughts are inevitably speculative.

Nonetheless, the people may in fact not realize how much the sea affects
them, while it still does have an influence. Similarly, the folk hterature contamns
no reference to either the humidity of the «Azorean torpor», yet these do affect
their ives. All of these environmental elements are a structural part of the native's
world. They know no othe: which might provide some contrast,

Finally, 1t is at least certaln that the sea does have the following impact on
the lives of the islanders 1t is the sea, by defimtion, that makes the islands «s-
landsy, and therein 1t 1solates them greatly from each other and from the rest of
the world. That feeling of 1solation can be seen in the many aspects of Azorean
Iife, including the predomunant saudade, the fatalism, the religion. and the major
social structures, to name a few.

Melville J. Herskovitz, Cultural Dynamics. Abndged from Cultural Anthropology
(New York Alfred Knopf, Inc, 1964) p 149.

Among the 1sland’s first recorded vuicanic disasters was the Sete Cidades eruption

of 1433, which occurred shortly after the first settlers had come to the 1slands, It
was accompanied by one solid year of consecutive earthquakes. No one had any

|
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possibility of escape.

In 1552'Vila Franca do Campo, the capital of Sdo Miguel, was destroyed by
quakes: The second half of the century witnessed six additional major cataclysms.
In 1614 the town of Praia da Vitoéna, on Terceira, was shaken to ruins, and at
least twelve major tragedies hit the islands during the 17th and 18th centunes
combined. Having only recently struggled to its feet, Prata da Vit6ria was again de-
stroyed in 1841. In 1926 the city of Horta was demolished, one of several traumas
to strike during this century. In addition to standard quakes, submanne eruptions
(Capelmhos) have also been prevalent throughout Azorean history. The last of
" these occurred 1n Faial in 1957-58.

(77) 0O _c,p. 25. Riberro quotes William Humbolt

«0 que se apodera de nés € a perda da nossa confianga 1nata e
na estabilidade do solo. Desde a nossa infincia habituamo-nos
a0 contraste entre a mobilidade da 4gua e a imobilidade da terra.
Ha um poder desconhecido até entdo que se revela de repente, a
calma da natureza era apenas uma ilusdo e sentimo-nos violenta-
mente arremessados para o caos das forgas destrutivas. Entdo
cada ruido, cada sopro de vento, excita a nossa atengdo; descon-
fiamos sobretudo do chio em que pemos os pés. (p. 25)

/ Ribeiro quotes also D'Avesac (without identifying his source)
| «Tout cela pénétre I'homme du sentiment de la faiblesse et ob-
lige, en dépit de lurméme, 3 reconnaitre et adorer le pouvoir
mystérieux, incompréhensible, pour lequel ces prodiges ne sont
qu'un jeun» (p 24)

On the important role that emotions play 1n beliefs and attitudes, see Darly J. |
Bem, Beliefs, Attitudes, and Human Affairs (Belmont, California Brooks/Cole
Publishing Co., 1970)
s
/
(78)  0.c.p.130. S

(79)  The Romeiros (pilgrims) are groups of men who leave their town and walk around
the 1sland of S. Miguel for eight days dunng Lent. Throughout their journey they
stop at every church that has been dedicated to the Virgin Mary. They travel with
covered heads, singing the rosary as they go Even today, a spint of tragedy per-
vades the melody of their Ave Maria (Hail Mary).
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(80) O c..p 26.

(81) The festas do Espirito Santo (Feasts of the Holy Ghost) are intimately connected
to past volcanic catastrophes. These feasts have taken hold with almost equal
force throughout ali the islands, unlike most other religious traditions. Tradstion-
ally, dunng the time of an eruption, the crown of the Holy Ghost was brought to
the site of the tragedy, and vows were made in loco.

(82) Pe. Jilio da Rosa, «A Consciéncia de Comunidade na Vida e Historia do Povo
Agonanow, in Livro da /1] Semana de Estudos dos Acores (Horta Instituto Ago-
nano de Cultura/Fundago Calouste Gulbenkian, 1964), p. 54.

83 O c..p 28.
. (84) To clanfy meanings, it 1s worth quoting this passage by Clifford Geertz:

«A people’s ethos is the tone, character, and quality of their

. Iife, 1ts moral and esthetic and mood, 1t is the underlying atti-
tude toward themselves and their world that life reflects. Their
wortldview is their picture of the way things in sheer actuality
are, their concept of nature, of self, of society. It contains their
most comprehensive ideas of order. Religious belief and ritual
confront and mutually confirm one another. The ethos is made
intellectually reasonable by being shown to represent a way of
life implied by an actual state of affairs of which such a way of
life is an authentic expressior. This demonstration of a meaning-
ful relation between the values a people holds and the general
order of existence within which it finds itself is an essential ele-
ment in all religions, however those values or that order be con-_
ceived. Whatever else religion may be, it is in part an attempt (of
our implicit and directly felt rather than explicit and conscious-
ly thought-about sort) to conserve the fund of general meanings
in terms of which each individual interprets his experienice and
organizes his conduct.» The _./nterpretation of Cultures (New
York. Basic Books, Inc., Publishers, 1973), p. 127.

(85)  David Kaplan and Robert A. Manners, Culture Theory, (Englewood
Chffs, N J., Prentice-Hall, Inc., 1972), p. 77-78.

(86) .C..p 45. .
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87) Oc,p 24 Capstdes donatérios were those who, by decree of the king, had full
. power to control the islands assigned to them.

(88) Oc.vol ll,p 216

(89) A Insuleridade como desculpa was the title of a booklet of cartoons pubitshed
under the pseudonym of Van der Hagen dunng the dictatorship, and thus during a
tinte of strict censorshitp (Angra Colecgdo Degrau, no. 6). 1973.

(90) A da Cunha Oliveira. «As Dominantes Actuais do Meto Agonano, Livro da /1 Se-
mana de Estudos (Angra do Heroismo Instituto Agonano de Cultura/Fundagio

C Gulbenkian, 1963), p. 178.

(91) Resposta Socialista a0 Desafio Acoriano. Programa de Acgdo Econdémica para os
Acores (Lisboa Edigoes Resposta Socialista, 1976)

(92)  A.Furtado had alreadv written in 1884

«Ha apenas me1o século que se estabeleceram as nossas relagdes
directas ¢ fre-.uentes com os paises ma.< civilizados da Europa,
todos sabem o profundo desterro que temos sofrido na maxima
fute danossavida» U ¢.p. 24

(93)  Amony, many of bis works, sce for instance  «Causas da Decadéncia dos Povos
Yentnsulares». written 1n 1871 and published together with other of his works in
Prosas,™vol il (( oombra. 1926, p 92-140 ’

(94)  See his Histdria de Portugal. Many of his critical insights are collected in a senes
of volumes under the general title Opuscul/os (Lisboa. Bertrand)

(95)  See particularly his Histéria da Cwilicagso 'bérica, Histéria de Portugal and Hi. t6-
ria de Portugal Contemporénec (2 vol.) (Lisboa Gumardes ¢ Co. ia Editores).

(96)  Sce his Ensaos (Lishoa Livraria Sa ds Costa) The list of pertinent authors and
works could continue almost tndefinitely A frw more referei.ces, however, may

+ be of interest One of these 1s Vitorino Magalhdes Godinho, A Estrutura ne Antiga
Sociedade Portuguess (Lisboa: Arcidia, 1971) For a zeneral and balanced ac-

count of the history of Portugai. sce Antbnio Sérgio, Breve Interpretacdo da His-

tdria de Portugal (Lisboa Lirrania S& da Costa, 1972) or Flausino Torres, Portu-

gal, Uma Pe; spectiva da sua Histéria (Porto  Afrontamento, 1974 ) The best avail-

able work on the subject in English ts A. H de Oliveira Marques’ two volume His-

El{lC 1,
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(97)
(98)

(99)

(100)

{101)
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tory of Portugal (New York Columbia Unversity Press, 1972) A much smaller
work, but which offers a useful perspective, 1s Charles E Nowell, Portugal (Engle-
wood Chffs, N J  Prentice-Hall, Inc . 1973). A worthwhile account of the dicta-
torship may be found in Antémio de Figueiredo, Portugal ~ Fifty Years of Dicta-
torship (New York Holmes and Meier Publishers, Inc., 1976)

Very recently a considerable number of books has appeared which attempt
to penetrate the Portuguese Weltanschauung. Among those tduardo Lourengo’s O
Labirinto da Saudade Fsicandlise Mitica do Destino Portugués (Lisboa Publica-
¢0es Dom Quixote, 1978) 1s especially powerful

Oc,p 20
Oc.p a8

For a thorough yet broad analysis of the complexity of social causation and its
role in shaping behets and values see, for example Mana Ossowska, Socsal Deter-
minants of Moral /deas (Philadelphia  The University of Pennsylvania Press, 1970).

« ..mal sabendo ler ¢ escrever a maior parte dos nossos morgados ¢ n3o sendo
mesmo costume mandar ensinar isto aos fithos segundos em muitas familias abas-
tadas.» O c.p.31 This was in the last centurv of course. But one cannot deny
the influences of this old tradition.

1 should explain that a semantic discrepancy exists between the meanings of the
Portuguese word educscdo and the English «education» Although the two are
etymological cognates, there 1s not a reciprocal correspondence betveen their
meanings Semantically speaking, they are false friends.

When we (in English) say that the Portuguese do not value educagdo, we
mean that thcy do not value instruction, or classroom schooling. It would be a
mistake to assume that they do not value what they mean by educagéo. They do
indeed value educacho, but to them this means being brought up properly accord-
ing to their value system. The problem is that they often do not believe that schools
provide educacdo 1n that sense, and for them, educacdo 1s far more important than
«tnstruction» (classroom schooling). Thus with some indignation they will argue:
«Sé-me uma pessoa bem educada'»

To add to the confusidn, «instruction» cannot be translated as ensino, be-
cause the Portuguese definitely include «o ser-se bem ensinado» among their top
prorities This again, however, means «to be brought up and behave properly.»

These apparent word games should merely remind us of the precautions one
must take to avoid c/ichés. These latter are inevitably the result of superficial and
inaccurate judgments

1,
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O.c., p. 25. Further down, Furtaio wntes.

«The low level of imagination of our people reveals itself at first
sight in the muddled construction of their sentences, always full
of those’s and that’s, which often substitute full sentences that
don’t come to their minds.» (p. 43).

He is mistaken when he attributes the lack of appropnate vocabulary to the ack
of imagination. The vocabulary 18 lacking for the reasons Furtado himself has al-
ready pointed to. (p. 25) Naturally, the lack of reading, limited exposure to good
speakers of the language, and the dearth of opportunities to use one’s entire vo-
cabulary all contnibute to poor language performance.

« ...the results obtained (especially from the study of deaf-
mutes) reinforce the conviction that there 1s an organic unity of
thinking and speech. Lack of language and speech dooms a child
to the mental level of an imbecile, and limited development of
language and speech luats the developmental possibilities
of thinking. The development of conceptual thinking in the
child 1s doubtless associated with the development of the func-
tion of speaking, although the mechanism of the association 1s
far from understood.» '

Adam Schaff, Language and Cognition. Edited by Tovert Cohen based on transla-
tion by Olgierd Wojtasiewiez. (New York. McGraw-Hill, Inc., 1973).

The Azores' major interactions with the outside world have been defined aimost
entirely by their role as a connecting pomnt for travel and communications be-
tween Lisbon and some other place: In the 1500's, the other place was Africa;
durning the 1700, Brazil; in the late 1900's it was America. During the second
quarter of this current century the islands were a layover point for flights between
Europe and North America. Each of these periods provided the archipelago with
the needed stimuli of attention and money. The stagnant periods in between,
however, were both depressed and depressing. During these latter declines, large
numbers of people felt driven to leave almost as if the Azores had lost their pur-
pose in the world.

Reliable statistics are lacking on this, but 1t is believed that the number of immi-
grant Portuguese and Americans of Portuguese descent reaches one million. These
are located mostly in Massachusetts (400,000), California (300,000) and Rhode
lslang (100,000). A large percentage of Portuguese immigrants now in the U. S.
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(106)

(107)

(108)

(109)
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entered the country after 1965, following a revision 1n the immugration laws.
Hence the fact that the Portuguese are becoming rather noticeable only recently.
This 1s particularly true in Southeastern New England. Finally, most of these im-
mugrants are from the Azores. See Sandra Wolforth, The Portuguese in America
(San Francisco, Californa. R and E Research Associates, 1978), p. 16-26 and 61.

In the onginal

No arquipélago os barcos nunca

s30 urgentes, as pessoas esperam . . .
a1lha é um paquete estacionado, o cais

¢ a unica esperanga dos homens sem adeus'

J H. Borges Martns, Por Dentro das Viagens (Angra do Heroismo, 1973), p. 12.
[n the onginal

. daquio povo é homem
em andamento que ficar nio é
lugar de vida nem de morte

A Humidade, O ¢ .p-27.

Thisin no way negates my constant attempts to render my descriptions and anal-
yses as accurate as my methods permtted.

«The only way 1n which we can stnive for objectivity in theoreti-

cal analysis is to expose the valuation to full hight, make them

conscious, specific, and explicit, and permit them to determine .
the theoretical research. In the practical phases of a study, the

stated value premuses, together with the data (established by
theoretical analysis with the use of the same value premses)

should then form the premuses for all policy canclusions.»

Gunnat Myrdal, Objectivity in Social Research (New York Pantheon Books,
1969), p 55-56
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The Role of Capeverdean Culture
in Education .

Arthur Lomba

Eastern Nazarene College




INTRODUGTION 4
The great interest in the subject of culture which we are currently ex-
* periencing is not a phenomenon restricted to the field of Bilingual/Bicultural
education ar to members of minority groups. The enormous success of the tel-
evision preéentation of Roots by Alex Haley, the ethnic decals proudly dis-
played on automobile bumpers, and the proliferation of Cultural Heritage Pro-
grams are all refiections of this preoccupa.ion.

To some observers, shis phenomenon is ; pasmg fad which will run its
course’in due time. Others, however, view the present.situatigh as proof shat
the gra of the ¢melting pot» ideology has ended, giving rise to the more realis-
tic ferspectivé of «cultural pluralismy. In this view, the failure of the «meiting
pots theory was inevitable since it was based on the false premize that «cul-
ture» can be shed or changed in the sume manner that a dress or a suit is
changed. Culture is more than artif 5“, it represents the learned and shared
behavior patterns, attitudes, feelings,and beliefs of a people. Once these char-
acteristics have been acquired they become as much a part of the individual as
the intellectual.and psychological aptitudes.

Within a unicultural society the schools continue the process of encul-
turation in a more structured and formalized setting, and the issue of c'iltural
aptitude and differences is irrelevant. In a multi-cultural society, however,
they must be taken into consideratiun if the educational needs of all the stu:
dents dwe to be adequately met. Thus, knowledge of what constitutes the cul-
tural characteristics of the various groups must be an essential requirement of

» those responsible for the delivery .of education. The fact that the characteris-
tics of minority cultures differ fronf those of the majority is no reason to label
them bad or inferior. This judgment may be an expeditious way of elimihating
the need for serious and concentrated efforts in the study of minority cultures,
but in no way does it minimize their importance or_the reality of their exi-
tence. A pogitive educational environment for members of minority cultures
can be developed only if the chargcteristics of their cultures are recognized
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and respecte. Once the distinguishing cultural features of a group are identi-
fied, they can be utiized in the development of materials and strategies of in-
struction by the curriculum writers and teachers.

One minority group which has been in the United States for over one
hundred and fifty years but whose presence has gone unnoticed i1s the Cape-
verdean. As a member of this group, | wish to discuss some of its cuitural
characteristics and offer suggestions for their inclusion .nto the curriculum
and teaching st-ategies | must state that this discussion is based on observa-
tions and personal experience as a native Capeverdean who was born and raised
in Cape Verde.

ECONOMIC AND GEOGRAPHIC FACTORS

The Republic of Cape-Verde is situated in the Atlantic Ocean, 300
miles west of the African coast, opposite the cape called Verde from which it
derives its name. The Republic is comprised of ten isiands and several isiets, all
of which are inhabited with the exception of Santa Luzia and the islets. The
islands are divided into two groups. Those to the North are called Barlavento
{windward) and include thr islands of Santo Ant3o, Sdo Vicente, Santa Luzia,
" Sfo Nicolau, Boavist2, and Sal. The southern group or Sotavento (leeward) in-
. clude Maio, Santiago, Fogo, and Brava. The total land area is about 1,600
square miles, one fourth of which is to be found in the largest island, Santiage.

The proximity of Cape-Verde to Africa, its midway position between
Europe and South America would suggest the existence of much activity and
contact with the outside world. The truth is, however, that Cape-Verde has re-
mainad one of the most isolated areas in the world. This strategic location has
not produced an active center of maritime shipping or given rise to muchc
mercial and industrial development. Most of the people depend on agriculture
for therir livelihood which can be rather precarious due to the lack of rainfall
and the arid condition of the soil. When it rains and the islands are spared
from the ravages of the u.y easterly winds, sufficient maize, beans, yams, and
othér food staples are harvested to feed the population. *Yhen it doesn’t rain,
however, the consequenres can be devastating. Thousands have perished dur-
ing these periods of drought in which !ife becomes a constant struggle for sur-
vival.

The forces of nature which have conspired to make life so difficult for
the Capeverdean have been unable to match his capacity to endure, to hope,
and to love. !n direct contrast to the harsh realities of the environment, one
finds a people whose gentleness, sensitivity, and resiliency stand as testimonies
to the indestructibility of the human spirit. The cruel assauits of Nature have
not diminished the Capeverdean’s love and respect for the land of his birth.
On the contrary, they have strengthened the quasi-mystical bond between

l" .
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man and his land, which has been so aptly expres.ed by the poet Sergio
Fruson:. (1)

Ma i qu*m nascé,
H qu’'m cria!
Esse mar, dsse ceu, ésse chom
" & que mold4 nha carne
e flumia nha vida.
Lf qu'm.’ta morré!

Perhaps the most painful price which the Capeverdean must pay for
these assaults is the-forced emigration to other countries in search of a better
life. This experience has been expressed by many Capeverdean writers and
poets, but Eugenio Tavares has said it best when he wrote: (2)

Hora de bai; - i Hour of departure,
Hora de dor, Hour of grief,
Ja'nqré Would that it

Pa el ca manché! Might never dawn!|
De cada béz i ) Everytime

Que'n ta lembra, | remember it,
Ma'nq'ré ‘ | want to

Ficd 'n morré! Stay and diel

This departure is marked by sadness and grief rather than bitterness or despair
since it is sustained by the hope of being able to return one day. In addition,
there is always the aspiration of reaching a more advantageous position from
which one may be able to help those who are left behind.

Neither isolation nor s scarcity of resources has detracted from the
Capeverdean’s interest in and love tor learning. Education is highly respected
and sought even by those who can hardly afford to pay for it. Unfortunately,
the education system in Cape-Verde was used mainly as a vehicle for transmit:
ting the values and characteristics of the dominant groun. Native culture and
language were excluded from the schools and viewed as hindrances to the stu-
dents’ progress. This created an ambiguous situation for the students since
the schools were trying to do away with the very characteristics that the home
and society were ~“multaneously reinforcing. Parental input in the educational
process was negligible for it was viewed as the educator’s task and domain.

HISTORICAL AND SOCIOLOGICAL PERSPECTIVES
Until July of 1975 Cape-Verde was a colony of Portugal. This group of

|
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1slands was discovered in 1460 by the Portuguese explorer Diogo Gomes and
his Genovese companion Anténio de Nol during an expedition to the West
Coast of Africa. Since the i1slands were not inhabited, settlers were brought in
from Portugal to begin the process of colonization Due to the chimate and the
rugged terr\Qn large numbers of African slaves were brought in to provide the
needed labor: The African population soon outnumbered the European espe-
cially during the 16th and 17th centuries when the islands became an impor-
tant center of slave trade. The slaves imported from the African mainland
were sold and shipped to various areas of the Caribbean and Souil, America.
From these two major groups, the Europeans from Portugal and the Africans
from the West Coast of Africa, a new multi-racial society gradually emerged,
possessing its own culture, language, literature, and psycho-sociological char-
acteristics.

The central government in Portugal, however, regarded this new culture
as inferior and discouraged i1ts development. It was considered primitive and
unrefined, and therefore, unworthy of recognition or respect. Thus, the way
to increase one’s self-worth and achieve respected status was to assimilate the
characteristics of the continental culture. One of the results was the creation
of social classes determined by the degree of assimilation which an individual
had undergone. The top rung of the social ladder was occupied by those whose
assimilation had been most complete. This usually required a prolonged stay
in Portugal in order to acquire all the subtleties and mannerisms of the metro-
politan culture. Since only a small number of individuals had access to this ex-
perience due to the financial requirements, they became models for the rest of
the population to emulate. Another model group was usually comprised of na-
tive citizens from Portugal who came to Cape-Verde as members of the govern-
ment, as professionals, or as business entrepreneurs.

It was slowly established in the minds of the people that anyone or any-
thing that came from outside was inherently superior to the native or local.
This 1s evidenced by the awe in which Capeverdeans hold most outsiders.
What 1s good or worthy of admiration must originate elsewhere, it cannot
be produced locally. The word «'mbarcadio» soon made its appearance
in the Capeverdean language in order to describe a returning Capeverdean who
had left his native !and to work in some foreign country. He was now viewed
with greater respect because of his contact with the outside world and was
subsequently allowed to climb the social ladder. The road to the top was re-

~ served, however, for those who had acquired the cultural characteristics of the

mother country, Portugal. The «'mbarcadio» who lacked these attributes
found 1t impqgsible to break all the social barriers. Such was the case of many
Capeverdeans who emigrated to the United States of America and returned to
Cape-Verde in order to buy a hniise and some land.
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This mentality has contributed greatly to the lack of harmony among
Capeverdeans. The belief that outsiders are better equipped to resolve the vital
issues of Capeverdeans has been detrimental to our growth and development
as a people. It has stunted our maturing process and caused a great deal of jea-
lousy and suspicion. This characteristic has been exploited by those who
have sought to use Capeverdeans in order to accomplish their own selfish

ends.

While this reverence for outsiders has prevented Capeverdeans from de-
veloping greater awareness and understanding of themselves, 1t has, on the
other hand, produced some positive traits. Due to the strong need for contact
with and approval by outsiders, Capeverdeans have a highly developed capacity
for adapting to other cultures and environments. This capacity may explain in
part the success with which Capeverdeans seem to learn other languages and
absorb characteristics of other groups. This fact, however, should not be viewed
as evigence that Capeverdeans do not suffer from ethnocentric tendencies.
What 1t does confirm 1s that Capeverdeans view success achieved within other
groups as the real proof of one’s worth and abilities. Success within one’s own
cultural group is taken for granted. The members of the group are expected to
possess the characteristics of the group but are discouraged from analysing or
studying them seriously

The fatalistic attitude which so many observers of the Capeverdean cul-
ture have attributed to poverty and the harshness of the environment seems
to disappear once the Capeverdean becomes part of another milieu. From
casual reactor he becomes a creative actor engaged in every field of endeavor
which his new environment may offer him. | would like to suggest that
the casual reactor and the actor are one and the same person. The success
of the actor in the adopted environment must be credited to the influences
of the native milieu which shaped his personality.

Once Capeverdeans realize that their success in other cultures is due to
the positive influences of theirr own, they will have started on the road to cul-
tural development and maturnity.

THE ROLE OF THE EDUCATOR

The educator dealing with Capeverdean students must always bear in
mind this cultural characteristic. Because he is an authority figure and most
often an outsider, his words carry a great deal of significance. |f the teacher
makes a genuine effort to learn some aspects of his students’ culture, it
will result in greater respect and acceptance of their culture by the stu-
dents simply because a significant outsider has shown approval of it. |f some
elements of their culture are incorporated into the instructional process
used by the teacher, 1t will help dispel the notion that only other cultures

1+
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are worthy of having functional applications in formal educational settings.
This would trigger an inward analysis resulting in greater understanding and
appreciation of themselves and their culture which would lead to better com-
prehension of others. Admu :ion and respect for outsiders would be based on
realistic appraisals rather than dictated by cultural circumstances.

Let us look at some examples of how to incorporate some features of
the Capeverdean culture into the day to day educational prucess. Capeverdeans
have a great love for music. It 1s through the medium of music that they ex-
press their innermost feelings, such as love of country, memories of departed
friends, or the pain of leaving behind their loved ones. «Morna»s, the typical
music of Cape-Verde Is sung throughout the archipelago accompanied usually
by string instruments such as guitar, viola, cavaquinho, and violin. There is no
reason why some of these instruments can’t be used to accompany the singing
of the national antherm and other school songs. Games of various sorts could
be used to teach mathematical concepts. A student could be asked to explain
how a game 1s played and with the help of the teacher and classmates develop
many types of exercises. Recipes of native dishes could be used to teach about
different types of foods and their nutritional value. With cooperation from
the school cafeteria some of the dishes may even become part of the school
lunch menu.

The students are an inexhaustible resource of cultural information
which the creative teacher can draw from in order to develop culturally rele-
vant didactic materials.

CONCLUSION —

I have refrained in this discussion Trom.gcompiling lists of Capeverdean
foods, holidays, dances, and cultural artifacts, WMQ%:;: usually included in
most studies of minority cultures, for they do not provide significant informa-
tion on which the teacher may base_ his strategies for instrhs%n. In fact, the
naive use of such lists under the assumption that they will prodidce positive re-
sults may often be disappointing. Knowledge of how, when, and under what
circumstances they are used is essential, if constructive results are to be ob-
tained. This knowledge can only be acquired if one is able to identify the sig-
mificant cultural traits of the particular group.

It is for this reason that | have chosen to discuss in general terms, some
of the cultural traits of Capeverdeans in order that instructors may take ad-
vantage of them in the preparation of instructional materials and strategies.
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Norman AraGjo, A Study of Capeverdean Literature, p. 181.

But 1t was here that | was born
here that | grew up!

This sea, this sky, ~nd this ground
it was that mcided my flesh
and illuminatea my hife.

It is here that | shall dwet

Manuel Ferreira, No Reino de Caliban, p. 296.

It
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A proverb functions best when one of two situations obtains: the
proverb employed is alréady familiar to the hearer and he recognizes its
immediate appropriateness as applied, -or, less frequently, even though the
proverb is new to the hearer he nevertheless recognizes both its proverbial
form and the rightness of its immediate applicability. Such is true when
proverbs are used in situations when both the employer of the proverb and
his hearer{s) shares the same language and basically the same culture.

Problems arise, however, at the moment when a proverb crosses {in-
guistic lines. 1 am not referring to the act of either the literary translation
of proverbs, as exemplified in George Herbert’s seventeenth-century collec:
tion of Outlandish Proverbs, or my own less than entirely successful attempt
to render into English a few hundred proverbs collected from mainland Por-
tuguese in the United States in the late 1950’s and early 1960'. (I have
correspondence from Archer Taylor graciously raising a series of Guestions
about my translation of the proverbs that subtlely drove home the point
that turning a proverb into a new language is not at all merely a matter of
literal translation.As the New England poet Robert Frost said provoca-
tively of the translation of poems, the problem is that what gets lost when
poetry is translated is the poetry.) Nor, for that matter, am | thinking of
the unintentional wit of the computer translation. (You may recall the
naachine-rendering into Russian, a few yeers back, of the expression, «The
spirit is willing, but the flesh is weak,» that came out, rather astonishing-
ly, as «The whiskey is strong, but the cow is dead.» What | do have in mind
is that rare, almost always ephemeral, instance when luckily a proverb crosses
a linguistic boundary at the moment it is employed spo-itaneously by an
informant sufficiently proficient in two lar.guages t~ a.iempt such a trans-
lation and by one who attempts that translation in a cultural context that
differs from any in which the original proverb woild have been used. The in-
formant has sized up the situation as a familiar one and therefore one that he
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can approach by resorting to an appropriate proverb. Rather than searching
out an equivaient in English for the origina! he has in mind, the informant
translates 1t as literally as he can. The risk he runs in so doing ~f course, I1s
that his newly translated pinverb makes little or no proverbial sense {although
he might well not know that at first) to his «other-new-language» audience
even though it would almost as a matter of course make perfect sense to those
already familiar with the proverb in its original form. In such instances of
translated proverbs, even more so than in the ordinary course of natwal
proverb use, we ocrasionally enjoy the unusual opportunity of having an
informant not only employ a proverb in a context that appears both natural
and appropriate to him but that because his translation of the proverb /pso
facto «dendturalizes» the situation, he must explain the proverb’s meaning.

Essential to the study of the proverb in context through the rhetorical
approach has been Kenneth Burke's functional explanation of proverbs as
strategies (and attitudes) for dealing with situations. «Insofar as situations are
typical and recurrent in a given social structure,» writes Burke, «peoplé
develop names for them and strategies for handling them.»(1) Recently,
Roger Abrahams has built well on Burke’s insights, emphasizing that the
principal functicn of the proverb s to clarify first, and then, perhaps, to
edify. As Abrahams puts it,

4Provert s are descriptions that propose an attitude o.
a mode of action in relation to a recurrent social situa-
tion, by giving it a name, thus indicating that the prob-
lem has arisen before and that past practice has come
up with a workable solution.»(2)

The translated proverb, however, depending upon the circumstances
surrounding its us2, can be a special case. A short time ago, | was fortunate to
be present at one of thosa rare occasions. And | was even more fortunate in
tiat my informant employed not one but two of those translated proverbs
with differert deg:ees of success, or failure, depending on how one chooses
to view the matter. The result was that because | was able to «collect» these
proverbs as a natural part of a fuller performance, that is to say, as an embed-
ded pa‘t of an ertended, iIf otherwise ordinary, conversation, they can be
exam‘neq in greater contextual detail.

The sitvation 1s which my informant employed his Portuguese proverbs
invoived a mixed group of seven individuals in the offices of a television
studio In Provide~ce, Rnode Island. Among them was a young American
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woman, who was a receptionist, three American men, one of whom was a
native of mainland Portu;gdal who had emigrated to the United States at
an early age and the othertwo of whom were first-generation born Americans
of Portuguese descent (again mainland), two other unidentified men, presum-
ably Americans, and my informant, a Capeverdean man (with a modest
command of English), who was the host of a local television program aimed
at Hispanic and Portuguese ethnics.

In the course of the meeting this young Capeverdean found it appro-
priate to invoke two Portuguese proverbs, which he presented in English trans-
lation. Those proverbs can be given in the original Portuguese, and in the
informant’s own translated version:

1. Nao quero comprar gato no saco.
(«l won’t buy a cat in a bag.»)

2. Quando ndo ha peixe, come-se carangueifo.
(«When there 1s no fish, one eats crab.»)

Several things about the context in which these proverbs were employed need
emphasis and clarification:
(1} originating from the Cape Verde Islands, until recently a Portuguese
possession, the proverbs were employed by a recent immigrant to the United
States, one fluent in both Portuguese and English, in the company of several
non-Cape Verdeans, some of whom, however, were bilingual in Portuguese
and English;
(2) although probably originally tearned in Crioule, the language of the Cape
Verde Islands, the proverbs, as encountered, were employed not in Portuguese
but in English translation because there were non-speakers of Portuguese in
the room; and
(3) the second proverb called for immediate explanation because it was
uttered in English to non-Portuguese as well as Portuguese individuals,
whereas the first proverb, because it surfaced in a «Portuguese» context—
that 1s to say, in the midst of some moments of interaction involving several
speakers of Portuguese (and only speakers of Portuguese}—was not explained.

1. «l won't buy a cat in a bag.»

(N3o quero comprar gato no saco.} (3)

By means of this proverb my informant was able to explain, and to
half-apologize, to his guests, though not to the other individuals in the room,
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tha' before taping the show with the three of them he must have additional
biographical information, which would help him to conduct the upcoming
discussion. Interestingly enough, his guests immediately understood the
proverbial form of the expression and its appropriateness to the situation.
The reason for this seems to be most apparent. Although «I won't buy a
cat 1n a bag» 1s not an English proverb, it 1s close enough in form and function
to 1ts English equivalent, «to buy a pig 1n a poke (a bag),» to enable immedi-
ate communication. Fortunately for him, my informant came up with a
o literal translation close enough to a familar equivalent to preclude the neces-

sity for his having to explain his proverb.
He was not as fortunate with the second prove’rb he called upon.

2. «When there s no fish, one eats crab.»
{Quando n3o hé peixe, come-se carangueijo.)

Uttered i1n English, the proverb was meant to serve as an apology for his
isaving to sit on the edge of an end-table because all the available chairs were
occupied when he entered the room. When he realized that the proverb’s
meaning was not understood by anyone, least of all, perhaps, by the non-
Portuguese receptionist to whom it was specifically addressed, the young
Capeverdean then, rather painfully, explained the intended meaning, in
context, of his proverb: when there are no chairs available, you sit on what-
ever 1s available; in this case, a table. Yet, oddly, even after his explanation,
the Portuguese-Americans present, including those with a fair knowledge of
Portuguese, continued to find this proverb puzzling. The main problem was
that although its meaning appeared to be that sometimes one has to make do,
to settle for less, in the United States crab is invariably more costly and to
many people more desirable than most species of fish. As such, from the
American point of view, the proverb-out of context-might well be inter-
preted as an exprassion roughly along the ironic lines of, as the F-ench queen
said of the populace, «let them eat cake.» In short, the_proveri\ seems to say
the very opposite of what the situation called for. What one needs to know
to understand the proverb’s true meaning is that while crab and other forms
of shellfish are abundant and readily available on the rocky shores of the
various Cape Verdean islands and can therefore be gathered rather easily
at almost any time, fish, which comes from the deeper sea itself and which
involves $ more complicated and more time-consuming form of harvesting,
1s more difficilt to come by and thus considerably more expensive.
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In concluston, 1t can be observed that only through a complete aware-
ness of the context in which these proverbs crossed over from Portuguese
{Crioule) into English, a journey that was undoubtedly momentary and
impermanent, as well as some awareness of the original Capeverdean culture
was it possible to understand the fgll meaning, and in the second instance .
the special meaning, of these proverbs in a bilingual context.
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“No man's speech 1s
inferior, only different”

Haugen

>

A Lingua Caboverdiana
na Educacao Bilingue

Donaldo . Macedo

Boston University




Hd dois «stogans» hoje muito em voga na Educagdo Bilingue «A
crianca tem o direito de conhecer a sua lingua e a sua cultura», «eu estou
orgulhoso da, minha lingua e da minha culturay. Tais «slogarisy, infelizmente,
ndo se aplicam a um grupo étnico qg'ie, apesar de ser bastante numeroso na
Nova Inglaterra, é completamente desconhecido’ trata-se do.Caboverdiano.
€ imperativo que os professores e responsdveis da educa¢do tomem conscién-
cia de que os caboverdianos ndo estdo a ser abrangidos pela verdade dessas
expressdes. E, sobretudo, devem estar a par dos obsticuos gue impedem 0s
nossos alunos de usufruirem™ o direito de estudar a sua pr¢ -ria lingua e cultura.

O «slogan», «A crianga tem o direito de cor.iecer a sua lingua e
cultura» ndo tem sido aphcado aos estudantes caboverdianos devido ao facto
de gue os caboverdianos, anteriormente, eram incluidos no Programa Bilingue
Portugués Embora historicamente fossem sempre classificados como portu-
gueses, a realidade é que o caboverdiano forma um giupo étnico diferente do
portugués, falando uma lingua distinta e possuindo uma cultura prépria. Por
conseguinte, ao afirmarem que o Portugués é a sua lingua mde (quando 90%
dos caboverdianos inscritos no Programa Bilingue Portugués nio falam o
Portugués) e sio obrigados a usar essa hingua como meio de instru¢do nas
aulas, os seus problemas linguisticos tornam-se cada vez mais complexos.
Estdo a aprender duas linguas estrangeiras ao mesmo tempo. 2 lingua portu-
gussa ¢ 3 1ingua inglesa. Quanto ¥ cultura, as experiéncias sio mutto mais
dramdticas, porque os alunos sdo forgados a renunciar a sua origem para
se defrontarem com outras duas completamente estranhas ¢ eles. Aqui, as
implicacdes educativas sdo maiores e mais profundas, e requerem um estudo

is apurado. O «stogan» «eu estou orgulhoso da minha lingua e da minha
cultura» representa um tragico dilema, cuja origem pode ter sido o colonia-
ligmo portugués o a teoria do racismo e da assimilagdo dos Estados Unidos.
Este assunto merece também um estudo separado, o qual explicar-nosa a
falta de aprego pessoal do caboverdiano, obr.gando-0 a uma eterna busca da
sua identida ..

O colonialismo portugués fez tudo quanto esteve ao seu aicance
para destruir a cultura e a lingua caboverdianas. Procedendo assim, Portugal
eitava a assequrar o seu dominio imperialista e colonialista. O valor duma

Cultura representa por el. propria um dos factores mais eficazes de resistén-

cia ao colonialismo e ao imperialismo. «A histéria ensina-nos que, em de-
terminadas circunstdncias, é mais ficil ao estrangeiro impor o seu dominio
sobre um povo. Mas ela também ensina-nos que tudo quanto se referr ao
aspecto matenal desse dominio, somente pode ser mantido pela opressao
organizada e permanente da vida cultural desse povo. A dominagdo estrangeira
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\someme pode ser mantida e assegurada pela hquidacdo fisica duma parte

significativa do povo oprimido. De facto, pegar em armas para destruir um
povo, é antes de mais, pegar em armas para hquidar, ou pelo menos, para
neutralizar e paralizar a sua vida culturaly. (1) O colonialismo portugués
conseguiu paralizar a vida cultural do povo caboverdiano durante séculns,
abusando cautelosamente da mental:dade do povo oprimido, obrigando-o a
aceitar que a sua cultura era selvagem e a sua lingua uma corrupgao linguistica
do Portugués. E, para que este fosse aceite, o caboverdiano teve que se empen-
har a fundo em assimilar a cultura e a lingua portuguesas, renunciando asua
prépria maneira de viver. Esta lavagem de cérebro sistematica fo¥ conseguida

.através de técnicas cruéis, sobretudo conservando o povo analfabeto,

mantendo o territdrio extremamente subdesenvolvido, ao ponto de fazer com
que Cabo Verde dependesse cem por cento de Portugal no aspecto econémico.
Tal lavagem de cérebro for mantida também pela introducdo de classes sociais
e pela pratica persistente da opressdo culturai, procurando destruir o seu

siculo de comunicacio, que é o seu idioma gﬂoﬁTo. A lingua portuguesa
fo) imposta aos caboverdianos e a lingua nativa, o Crioulo, foi expressamente
proibida na educag¢do. .

Quando se me ocorreu fazer este trabalho sobre a lingua cabover-
diana na Educacio Bilingue pensei que seria melhor, devido ao limitado
tempo, focar o aspecto diacrénico da lingua caboverdiana em vez de analiza-
la no seu aspecto sincronico. Isto é, em vez de discutir as regras que governam
as estruturas linguisticas da lingua caboverdiana, devotarei 0 meu tempo a uma
breve andlise do fenémeno linguistico que se verificou nas Ilhas de Cabo
Verde em func¢do dos muitos vernaculos em contacto.

Comecarei por citar um comentdrio recentemente feito por um
Professor Catedrético de Portugués a respeito da lingua caboverdiana. Sempre
que me referi a lingua caboverdiana num trabalho de pesquisa que levei a
efeito - «A Relagdg Fonema-Grafia: Um Problema Linguistico ou Politico» -
esse Professor Catedritico riscou a palavra «lingua», substituindo-a por
«crioulo». Devo realgar que esta atitudl prevalece ndo s6 entre os eruditos
portugueses, mas também entre os caboverdianos.

De facto, a maioria dos caboverdianos perfilha esta infeliz opinido.
Durarite uma recente tentativa para desenvolver programas bilingues cabo-
verd.anos, a maioria dos pais opds-se violentamente ao .0vimento, justi-
ficando a sua atitude com a afirmac¢do de que o caboverdiano ndo é uma
Iingua mas sim um crioulo, um dialecto do Portugués, sem gramdtica e ndo
susceptivel de ser escrito. Este fendmeno ocorre igualmente entre outros
crioulos; um caso pertinente seria o crioulo haitiano, como analizado por
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Jules Faine: «a nossa lingua materna fundamenta-se em grande parte num
complexo de inferioridade social ou racial.» )

Este complexo de inferioridade prove'm da atitude do Haitiano em
relagdo 4 sua lingua. Alguns educadores fizeram-me ver, em conversa, a dificil
tarefa que tém de confrontar com a implementagdo do Programa Bilingue
Haitiano. Falava eu recentemente com um enfermeiro haitiano e pedi-lhe a
sua opinido sobre o ensino da lingua haitiana nas escolas. A resposta dele
foi: «penso que se refere ao «patoisy; contudo, O «patoisy nio é lingua
Por isso, teremos que usar o Francés.» Ndo deveriamos estranhar totaimente
que os caboverdianos perfithem esta opinido, jé que esta inha de pensamento
tem uma base historica que gxplicard provavelmente este negativismo do
caboverdiano em relagdo a sua Iingua materna.

Foi o conterrdneo Luis Remano quem me despertou a atengdr

" para vérios factos histéricos que tém relegado a lingua caboverdiana a um
plano desprezivel.

Durante séculos, o governo portugués fez propaganda contra a
lingua caboverdiana. Nos principios do século 19, Antbnio Pusich afirmara:
«a |fngua que usam os caboverdianos é um rnidiculo crioulo, diferente em
cada ilha, na pronincia e em muitos termos, sendo vergonha, entre eles e
mui particularmente entre as mulheres, o falarem e o usarem o idioma do
Reino». (3) Anos mais tarde, em 1B41, Varnhagen e Chelmichi fizeram a
seguinte observagio no lwro Corografia Caboverdiana: «Sa0 apenas os filhos
de Portugal que ainda falam a lingua portuguesa, e mesmo esses acostumam-se
logo a ridicula e chamada lingua, idioma o mais perverso, corrupto e imperfei-
to, sem construgdo, sem gramatica e que ndo se pode escrevery. (4) Para
contradizer a afirmacgdo desses senhores podemos apresentar o facto de que
no século 17 muitos documentos enviados a Portugal eram escritos em
Crioulo. (6) Mais ainda, a Biblia foi traduzida para o Crioulo a fim de cate-
quizar os nativos. Este documento encontra-se na «Bible Society-Boston».(6)

Seguindo a mesma linha de ideia, Lopes de Lima realcara nos;e?/
escritos em 1B84: «giria ridicula, composto monstruoso do antigo portudués
e da lingua da Guiné». (7) Os caboverdianos assimilados fizeram o mesmo
nesta ‘ruzada de cjemincias contra a utiliza¢do da Iingua caboverdiana. Entre
eles temos um professor d> Escola Secundédria que, durante Os anos trinta,
condenara a lingua nativa caracterizando o Crioulo«como crime de lesa-lingua
nacional». (B)

‘ Nos anos mais recente$, Gilberto Freyre visitou Cabo Verde e
" ,concluiu: «me repugna o dialecto cabove dianoy. (9) Finalmente hd que
salientar a opinido dum exreitor do Liceu de Santiago: «Este dialecto portu-
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gués com vdrias palavras africanas, espanholas, inglesas e francesas 4 mistura,
prejudica bastante O ensino, principalmente os exergicios de redacgio em
portugués e na exposicdo oral das ligdes. Embora proibido no Liceu, os alunos
nem sempre acatam esta determinagao e falam-no constantemente, durante os
recreios, fora do Liceu e em casa. O meio citadino e familiar, o dialecto, a
preguica, sdo causas do mau aproveitamenton. (10) Serd que a dificuidade
dos alunos em escreverem e falarem o portugués estd no facto de que eles
falam a sua lingua nativa ou serd que essa dificuldade aparece quands uma
segunda lingua Ihes é imposta e sdo obrigados pela lei a exprimir os seus
sentimentos mais profundos e intimos numa lingua estrangeira? Se lermos
atentamente a citagdo de Hordcio Mesquita «o meio citadino e familiar, o
dialecto, a preguica, s3o causas de mau aproveitamento», notamos que na
frase do Sr. Mesquita existe implicitamente um propésito genocida, para
que 0 ensino se dé.

Apesar de todos os contratempos e de toda a opressdo, a lingua
caboverdiana tem conseguido sobreviver e a reafirm¢do do seu valor ¢ irre-
versivel.

Apés se ouvirem tantas declaragSes negativas feitas pur pessoas
que pretendem conceder um nivel baixo & Ilingua caboverdiana, torna-se
evidente o desconhecimento desses autores sobre a classificagdo das linguas,

ao mesmo tempo que a sua simplista e errénea categoriza¢do da lingua
caboverdiana demonstra igualmente a sua ignorancia sobre a natureza das
Iinguas.

Acho que vem agora a propdsito uma defini¢do linguistica de lingua,
_dialecto, crioulo e pidgin e, concomitar<emente, uma tentativa de classifica-
¢do da lingua caboverdiana & luz dessa derini¢do.
Sturtevant definindo lingua, escreve: «uma lingua é um sistema de
. simbolos vocais arbitririos de que os membros de um grupo social se servem
nas suas actividades de coopera¢do e interacgdo.» {11) De acordo com esta
defmlcao linnuistica, torna-se evidente que ndo se pode negar o estatuto de
lingua ao veiculo de oomumcacao usado pelps caboverdianos. Todos nés
utilizamos um sistema de simbolos vocais e é através destes simbolos que nos
cooperamos e levamos a ‘cabo a nossa mteraaao. A ideia de que a lingua
caboverdiana é um dialecto do Portugués pretende ter a sua justificagdo na
suposicio de que ela ¢ uma simplificagdo do Portugués como escreve Dulce
Almada: . «o crioulo é, pois, 0 portugués simplificado na boca dos escravos
africanos trazidos para as ilhas». (12) Contudo, os linguistas tém ultima-
mente levantado-sérias dividas sobre esta nogdo. Assim, acreditam que o que
se via como simplificacdo é, de facto, uma reinterpretacdo da lingua domin-
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ante (neste caso0 Portugués) adenmro das estruturas linguisticas africanas.
Esta teoria é justificada pelas semelhangas estruturais entre as linguas crioulas
e africanas. O sistema da ndo-inflexdo dos verbos nas linguas crioulas, por
exemplo, é um vestigio da influéncia que a morfologia africana teve no desen-
volvimento dessas linguas. O sistema verbal de muitas linguas africanas
caracteriza-se pela ndo-inflexdo dos verbos. Vejamos o paralelo existente no
presente do indicativo do verbo amar entre a lingua yoruba e a caboverdiana:

a lihgua yoruba a lingua caboverdiana
emi ferd ‘n ama
iwo ferd bo amé
od ferd él ama
awa ferd no ama
eyi fera nhos ama
nwo fera esamd

A auséncia de inflexdo dos verbos na lingua caboverdiana ndo
representa uma base firme para justificar que esta lingua é um dialecto do
Portugués, como Dulce Almada sugeriu: «o crioulo cabo-verdiano é unica-
mente um c.ialecto do portugués».(13) Um dialecto é a variante linguistica
de uma lingua motivada por factores de ordem geografica ou socio-econémica.
O facto de ser variante ndo impiica inferioridade linguistica: «to say that any
dialect is inferior is to be linguistically ignorant of language». (14) O cor*acto
de dois ou mais vernaculos ndo produz, nucessariamente, um dialecto. De
facto, um dialecto traduz-se numa variante linguistica que se desvia do «pa-
drio», mas é compreendido por todogs os membros falantes dessa comuni-
dade linguistica. Como exemplo, temos o idioma do Presidente Kennedy
vis A vis 0 idioma do Presidente Carter ou a diferenga existente entre o idioma
falado por um erudito 2 aquele falado por um iletrado. No mundo de ex-
pressdo portuguesa citariamos os dialectos brasileiros em oposi¢do aos dialec-
tos falados em Portugal Continehtal.

A lingua resultantg 6 contacto de duas ou mais linguas chama-se

* «pidgine. Este desenvolvimento linguistico é usado como meio de inter-
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comunicacdo entre comunidades hinguisticas diferentes e desaparece em regra
quando a interacgic entre 0s grupos em presenca deixa de se verificar. Nalguns
casos, 0 «pidginy sobrevive por longo tempo, desenvolvendo-se, entdo, no que
é hoje conhecido como «crioulo». A definigdo linguistica de crioulo seria,
pois, um «pidgin» que se tornou a lingua nativa de um individuo. Este é, em
regra, um descendente de pai europeu e mae africana. De acordo com esta
conclusdo, podemos ter a seguinte situagdo linguistica: a lihgua europeia, a(s)
lingua(s) africana(s) e o «pidgin» que é, afinal, a lingua franca entre esses
dois grupos. Por um lado, o recém-nascido adquire esta lingua franca e
comega, assim, o processo de evolugio que depois se cristaliza em crioulo.
Por outro lado, sendo o crioulo o resultado de desculturagdo e aculturagdo
pode-se compreender o predominio de palavras europeias no seu léxico. Tal
acontece porque o recém-nascido, ao adquirir a fala, tenta assimilar a lingua
considerada «superior» (neste caso o portugués) e faz pouco uso dos vocd-
bulos da lingua considerada «inferior» (africana).

O termo «crioulo» foi primeiramente usado para designar os filhos
dos colonos nascidos na colénia. Foi usado mais tarde para designar a nova
lingua que era, em si, o desenvolvimento de um «pidginy. A luz de tudo
isto, afirmarei frisando que o crioulo foi usado pejorativamente como um
simbolo social tipico de um determinado grupo e bem assim como a lingua
falada por esse mesmo grupo. Assim, a discriminagdo declarada e dissimulada
contra as linguas crioulas s6 pode ser justificada sob uma perspectiva social.
Sob uma perspectiva linguistica, ndo existem quaisquer razdes inerentes que
nos levem a concluir que o Portugués é uma lingua e o idioma caboverdiano
um crioulo.

Com a mencionada opressdo cultural podemos agora compreender
porque é que o Caboverdiano tem pouca consciéncia da sua identidade.
Quando ele chega acs Estados Unidos, onde a cor da pele desempenha um
papel importantissimo na identificagdo étnica, os seus conflictos intensificam-
-se e entdodepara-se com uma enorme e eterna crise de identidade. Ele tem
de fazer a opsd0: ser branco ou preto. Porém, acha que ndo se encontra em
nenhuma destas categorias. Este problema racial torna-se as vezes muito
trdgico para os Caboverdianos nos Estados Unidos: «Some Capeverdean
families have been so split over race that white cousins won't talk to black
cousins». {156) Esta desafortunada atitude desenvolve-se na sociedade esta-
dunidense, coisa que ndo ocorre em Cabo Verde. Embora exista a consciéncia
da cor, egta sempenhz um papel secunddrio. O homem & avaliado mais pela
classe s6cial a que pertence do que pela cor segundo indica Iluice Almada:
«Dar o| problema ndo se pér sempre em termos de cor, como de capacidade

(U
~




191

econdomica. Deve vir dai a designagdo, ainda usada, de ‘branco’ ndo para
indicar cor da pele, mas a situagdo soclo-econédmica da pessoa em
question. (16)

O racismo praticado contra os caboverdiangs j4 vem do tempo
em que chégavam aos Estados Unidos nos barcos de pesca de baleia. Hé
documentos de 1870, segundo consta do livro de Crocker Kittredge sobre
0s inuws de Mashpee:

«About this time a new ingredient was added o the
aiready miscellaneous nationality of th: Ma-hpee.
Every returning New Bedford whaler broug:. ..ume a
few Bravas, or black Portuguese, among its crew. These
Cape Verdean savages, a cross between exiled Portu-
guese criminals and the aborigines of the Isiands, began
to drft into Mashpee and marry into the hybrid of
Indians and African Negroes they found there». (17)

Neste ambiente xendfobo, foi necessdrio que o caboverdiano esco-
Ihesse um grupo com o qual ele pudesse identificar-se pela cor. Se ele fosse
preto, era considerado americano de cor; se fosse mulato, tomava o apelido
espanhol, e se fosse branco acomodava-se 3 dominante.

Com a promulgecdo da «Lei Bilingue», pensou-se que o choque
de cultura e as barreiras linguisticas poderiam ser eliminadas em todos os
alunos que ndo dominassem perfeitamente a Iingua inglesa} Para os eftu-
dantes taboverdianos matriculados nas escolas publicas isso fifo acontegeu.
A sityacdo critica do Programa Bilingue Portugués em Brocktoh, New Bedford
e Pawtucket é um exemplo mais do que clarividente. Os caboverdianog sdo
matriculados no Programa Portugués, enfrentando outras duas lfnguas es-
irangeiras (a |(ngua portuguesa e a ingiesa), 0 que aumenta as suas dificul-
dades linguisticas. Ndo se sabe concretamente como resolver os problemas
presentes nesses Programas. Entretanto, os alunos caboverdianos coptinuam
a sofrer tremenJamente. J4 tinha apresentado previamente no Segundo Con-
gresso Nacional de Portugués algumas alternativas que poderiam resolver o

problema existente:
1. A crianca poderia aprender o Portugués e mais tarde fazer a

transi¢do para o Inglés;

2. ou a crianga poderia ser instrufda somente em Inglés;

3. ou a crianca poderia ser in. ~uida na lingua Caboverdiana e mais
tarde fazer a transi¢do para o Inglés. (18)
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Se se adoptar a primeira ajternativa a crian¢a continuard a ser classi-
ficada portuguesa e o problema permanecerd. Se seguirmos a segqunda a crianga
ndo beneficiard do programa bilingue e a situagdo continuard a ser a mesma
que existia antes do aparecimento da Educagdo Bilingue. Se adoptarmos a
terceira, ha que considerar o facto de que os caboverdianos ndo sdo reco-
nhecidos como um grupo étnico diferente do portugués, e a sua lingua con-
tinua a ser classificada como uma corrupgdo linguistica do Portugués, a qual
ndo se pode escrever.

As Juas primeiras alternativas sdo as que tém estado em acgdo e tém
sido um fracasso. € clarividente que estas opgdes ndo tém satisfeito as necessi-
wades psicoldgicas e educativas dos estudantes caboverdianos. O facto é que
os alunos caboverdianos neste momento matriculados no Programa Bilingue
Portugués estdo a aprender o idioma portugués, o qual é usado como meio de
ensino. Devemos, neste caso, fazer uma série de perguntas no que diz respeito
a eficicia desse processo de instrugdo. O ensino de uma segunda lingua ndo
atrasara o progresso do estudante noutras disciplinas, se esta segunda lingua é
utiizada como Gnico meio de instrugdo? Que acontecerd a segunda lingua
quando o aluno é introduzido na tercerra (a lingua inglesa), quando este
programa biiingue é somente transitério e ndo permanente? Estard este
programa orientado a criar o amor € a confianga em si mesmo, quando,
ambas, a Iingua e a cultura sdo me.1osprezadas?

Quando se fazem estas perguntas as respostas s3o. o Crioulo ndo é
fingua; ndo temos materiais diddticos, esses alunos caboverdianos sio portu-
gueses e, portanto, eles devem aprender a lingua e a cultura portuguesas. €
0 nosso dever e responsabilidade convencer os educadores (administradores)
e pais caboverdianos {em muitos casos) de que o idioma caboverdiano é uma
lingua rica e que a cultura caboverdiana é Gnica e valiosa. {Os pais falam a
lingua caboverdiana 99% dg tempo em casa com os seus filhos, mas, devido
3 sua mentalidade, explicada ra introdugdo deste trabalho, el; pensam que
s0 o Portugués deve ser ulilizado como meio de instrugdo). E importante
mencionar aqui que muitof pais caboverdianos tém as suas limitagbes em
expressar-se na lingua portyiguesa. Dai que esta lingua ndo é falada em casa
com os filhos. E como a lingua portuguesa é usada apenas nas aulas, ha
dificuldade em adquirir a fluidez necessdria para ser utilizada como veiculo
de ensino no prog.ama bilingue das nossas criangas: «The hfe of a language
depends first and foremost upon its use in other domains. When a person
has skills in two languages this indradual bilingualism, if 1t is to be stable,
must be sustained by diglossic norms of community use». (19)
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«Ndo temos materiais didacticos p. entinar a ler e a escrever 0
idioma caboverdiano» Esta resposta ndo é tolalmente certa. De facto o
colonialismo portugués travou o desenvolvimento da lingua caboverdiana,
{assunto tratado anteriormente) Visto ndo haver abundéncia de material
escrito no 1dioma caboverdiano, hd que recorrer a outras fontes. Como em
Cabo Verde ndo hd televisio nem muitos meios de divulgagdo cultural, as
crian¢as muitas vezes, entretém-se ouvindo contos folcléricos narrados pelos
mais velhos. E assim que possuimos um rico folcare, incluindo contos de
animais para crian¢as. A Doutora Elsie Ciews Parsons publicou em iInglés
e =m Caboverdiano uma serie de 133 contos. Este livro foi mais tarde tra-
duzis em Portugués pela Agéncia Geral do Ultramar. (20)

Mesmo que ndo houvesse nenhuns escritos emCaboverdiano toda
a crianga caboverdiana possui um reportdrio de contos e experiéncias que
podem ser utilizados no ensino da leitura e da cultura. Isto pode ser levado
a cabo através de «Language Experience Reading Approach» no qual o
aluno utiliza materiais provenientes da sua prépria experiéncia étnica, facto
que o estimula a ler no seu préprio idioma, a0 mesmo tempo que valoriza
esse idioma e essa cultura A lingua faz parte e é a expressdo do ambiente
cultural da crianca.

Todos esses materiais podem ser usados para ensinar os alunos
a ler o Caboverdiano, seguindo o mesmo método que se segue no ensino do
Portugués, com a grande vantagem, porém, do estudante ji possuir um voca-
buldrio adequado e, mais ainda, ele poder articular com relativa facilidade
todos os fonemas da sua lingua mae. Isto facilitard a percepgdo e a diferen-
ciagdo dos sons e as relagGes do fonema-grafia. Se ensinarmos o aluno cabo-
verdiano a ler em Portugués, ele terd de se preocupar n3o somente com a
técnica da leitura, rmas também com a aquisicdo de novos sons e sicaificados
de palavras. Por exemplo. é mais fdcil ensinar um aluno caboverdtano a
destringar o /p/ e o /b/ na sua prépria lingua do que em Portugués.
Quando a crianga ouve a palavra /p/o/t/i/, tem um significado para
ela; o mesmo acontece quando ouve a palavra / b/o/t/i/. Assim, o aluno
faciimente poderd estabelecer que © som ¢oti» € 0 mesmo para ambas as
palavras e que somente 0 /p/ e o /b/ possuem sons diferentes. Seguindo o
processo de substituigdo, ele pode descobrir essa diferenca e semethanga nas
palavras /l/o/t/i/, /§/0/t/i/, /n/G/t/i/, e assun succesivamente pelo
acréscimo dos fonemas /I/, /§/ e /n/ ao «oti» na posi¢do inicial. Se tal
processo fosse levado a cabo através do Portugués o estudante defrontar-se-ia
com mais dificuldades. Temos, por exemplo, as palavras «cdo» e «pdox. Os
alunos caboveidianos desconhecem o ditongo «30» porque este ndo existe na
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sua lingua nativa. Tdo pouco saberiam o sigmificado dessas palavras. Na lingua
caboverdina «cdo» € «catchor» e «pdon € «pom». osquais sio distintos
das palavras protuguesas.

Sem duvida alguma, é mais vantajoso para o alunc aprender a ler
na sua propria lingua do que numa lingua estrangeira. Além disso, 0 processo
que ensina a crianga a ler na sua propna lingua leva-a a ter orgulho da sua
cultura, a qual lhe permite encontrar o lugar que Ihe compete na sociedade.
Dai' que é de recomendar que ao aluno n3o lhe seja ensinado a ler numa
segunda lingua, se esta é introduzida A custa da reniincia do seu idioma mater-
no, como no caso da lingua cab _verdiana:

«In learning any foreign language a child may find
difficulty in mastering the alien vocabulzry and syntax
sufficiently to express his tdeas in it. Where the foreign
language belongs to a wholly alien culture, he is faced
with the added and much greater difficulties: to inter-
pret to himself the new ideas in terms of his own medium
of thought - his mother tongue and to express own
{deas and thought through the new modes of the alien
tongue. |deas which have been formulated in one
language are difficult to express through the modes of
another, that a person habitually faced with this task
can readily lose his facility to express himself. A child,
faced with this task at an age when his powers of self-
expression even in his mother tongue are but incom-
pletely developed, may possibly never achieve adequate
self-expression.

... To expect him to deal with the new information
or ideas prestnted to him in an unfamiliar language is
to impose on him a double burden, and he will make
slower progress». (21)

Mais, se as criangas aprenderem a ler na lingua que elas dominam e

depois numa segunda lingua, elas progredirdo melhor do que se fossem intro-
duzidas directamente na segunda lingua. No caso dos alunos caboverdianos
nos Estados Unidos,a transicdo deverd fazer-se da lingua materna para o
Inglés. O Portugués poderd ser um obstdculo ao processo do ensing do aluno
caboverdiano no Programa Bilingue: «As a general principal, however, we
hold that a child should not begin to learn two foreign languages at the same

1 t‘ s
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time: Where a third language is taught, its introduction should be delayed
util the second language 1s well under way». (22)

A lingua caboverdiana ndo deve ser introduzida apenas para satis-
fazer o ensino da lingua, mas, sobretudo, como verculo que leva o aluno a
aprender as outras disciplinas. Desta forma o estudante vai adquirindo voca-
buldrio suficiente que Ihe garantird uma transigdo ficil para o Inglés, pois,
ele ja tem desenvolvida a capacidade de ler na sua lingua materna. Deste
modo ¢ sO transfer.; essa capacidade de lestura parauma segunda lingua. Pode-
mos acrescentar que o ensinodo Ingl3s ndo deve ser feito somente nas aulas

" do Inglés comouma seguida lingua. O ensino do Irglés como o de qualquer ou

tra lingua,deve ser realizado nas aulas de Arte, Matemdtica,etc. Recomenda-se
que enquanto st ensina o Inglés o aluno caboverdiano deve ser integrado no
ambiente cultural em que vive. £ certo que a crianga aprende muito dos
companheiros.

Concluindo, o actual Programa Bilingue para os caboverdianos é
inadequado. Devem tomar-se medidas capazes de remediar a presente situa-
¢do de acordo com as necessidades dos alunos. Ensinar a ler na lingua nativa, .
o que é uma questdo bastante discutida no Programa Bilingue Cabcverdiano,
pode ser efectuada através da preparagdo de professores. Este Jonto de
vista é também adimitidu pelas teorias do relatério da Unesco e pelos escritos
de Nancy Modiano: «In each area, students who had first learned to read
in their mother language read with greater comprehension in the national
language than did those who received all reading instruction in the latter».(23)
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f&zchi’gg R;ading in Engliéh
to Portuguese Speakers:
A Béckground for Teachers

Adeline Becker
Multi-Lingual Multi-Cultural Resource Center




«Reading is generally recognized tc be the most important subject
. taught in the elementary school. Proficient reading is essential as a tool for
learning a large ’portion of subject matter throughout the successive school
levels. Moreover, in recent years greater recognition is being given to the im-
portance of proficient reading in high school and college.» {1}

Despite the fact that the teaching of reading may well be the most
widely discussed, researched and controversial area in the modern school
curriculum, it is undoubtedly tiie most misunderstood and -mismanaged as
well. Few teachers will deny the importance of reading in the student’s over-
all school achievement, yet the teachers themselves, according to a highly pub-
licized 1965 1st grade study conducted by the Federal Office of HEW, are the
ones who translate the reading process into future success or failure for the
millions of students who come undej their charge each year. This startling
revelation shook. the foundation of thuse who for years contended that the
method employed materials used and even classroom atmosphere were the
critical factors in determining reacling success and the teacher was just a facil-
itating agent.

| mention this controversy, by way of introduction into yet another
highly controversial area; namely that of teaching reading to the non-native
speaker of English. The unresolved reading problems of the last five decades
so aptly delineated over the years by Betts,(2) Botel,(3) Chall,(4) Dolch,(5)
Durell,(6) Fries,(7) Harris,(8) and Witty (9) are compounded by the often
greater problems of learning a second language, and learning to read in that
languags |

There is current data available on the advisabil ty of beginning reau-
ing (if not a!l) instruction in the student’ $ native language. Recent studies by
Lambert,(10) Matilla,(11) McDonald,{12) Modiano,(13} Politzer,(14) ard
Wolk,(15) have confirmed the hypothesis of successful transfer from ‘he
native to the second language.
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This implies that in order to allow maximum output, the teacher must
begin reading instruction in the native Portuguese, Itahan, Spanish,
French, etc. of the student, and transfer the process to English once mastery
at some pre-designated level is indicated: The ramifications of this are far-
reaching, for the task now remains to familiarize teacners working with the
nun-English speakers first with methodology for teaching reading to native
speakers (so that they may work in the students’ vernacular e.g. Portyguese)
and in contrastive methodology on teaching in the second fanguage. (English).
This in effect amounts to a double dosage of reading technique, a necessity
for using comgarative analysis and a deep understanding of the nature of the
reading and language learning processes.

If, 1n fact, the teacher is the one significant variable who will determine
the learning progress of her students, then the teacher must be provided with
a basic approach to reading instruction for the non-native English speaker, for
the better her preparation, the greater the chance of her studente’ success.
Introduction to Print i

The written word is an abstraction® Exactly what is «c-as-an? It is a
symbol of the spoken word «casa,» which in turn is a symbol of the actual
house. Print, then, is a symbol of symbol or something twice removed from
reality! While to literate adults this concept appears self-evident, it does serve
to point out to the second language reading teacher the pgsition of the writ-
ten word in relation to the spoken word. Namely that knowledge of the spo-
ken word is the intervening step between reality and the written word. In
brief, if a student cannot listen with comprehension and speak with under-
standing then introduction to the graphic system of a language is premature.

The sequential development of language is constant, existing in a
hierarchy of difficulty beginning with listening and speaking and continu-
ing in to reading and writing. While the sequence doesn’t vary, the time
needed for mast: , of each level is contigent upon the individual learner’s
background, so that a pre-literate student may take a year to go from the
listening and speaking stage to reading, an illiterate student 2 years to achieve
the same and a !iterate youngster, 6 months. These hypothetical estimates
point up a significant consideration in dealing with Portuguese children learn-
ing English, namely then experience in learning to read in their native Portu-
guese. .

Fur the pre-iiterate native speaker of Portuguese, no formal contact
with the reading process is assumed. This youngster, as it 1s true with any pre-
literate individual, 1s by virtue ot his cr her age, not expected to have any
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familiarity with or previous exposure to reading. This being the case, would it
be advisable to commence readiiig in the new language, i. e. English, since that
isthe way tr@ student will be asked to read in most of his adult life? § ies by
Dulay- and Burt,(16) Feeley,(17) Hansen,(18) Justin,(19) and MilleNand
Johnson(20) indicate this is not the case. A child brings 5 years of experience
to the readiness stage. To negate the language development associated with
this experience is to put the child at a distinct disadvantage——five years
worth!

Traditional vernacular readiness involves the development of a series of
skills pre-requisite to reading. Included are auditory d@nd visual discriminatign
(both gross and fine), eye—hand coordination, reasonable attention %fan,
listening with comprehension, oral Ia'nguage development of concepts and
complete sentence structures, alphabet recognition, initial sound discrimina-
tion, ability to recognize singular and plural forms, past and present tenses,
rhyming words, an understanding cf story sequences, a recall of relevant story

etail, an ability to ‘fhmk creatively beyond the story, etc..

Activities designed to develop these skills range from tracing pictures to

t

_ identifying the appropriate sound in a rﬁinimal pair, listening to stories and

retelling them, learning to share toys, categorize pictures and trace letters. It
includes finding the larger of two pictures anc the smallest of ten, the distinc-
tion between a train whistle and a drum beat, a gircle and an oval, a «t» and
an «f».

The readiness stage can last anywhere from six months to five years and
that is among «average», pre-literate children learning in their native language!

Readiness for a gre-literate youngster learning in a second language in-
volves all of the above with the addition of mastery of the language itself,
namely those listening and speaking skills pre-requisite to petformance at the
readiness level. «The program of oral language developmenit, like that of any

learner engaged in becoming proficient in any language, will depend upon the °

extent of his experiences, the previbusly acquired concepts, the intellectual’
potential, and the countless other differences of individuals.»{21) When the
pre-literate pupil has enjoyed a wide variety of experiences, the readiness stage
may consist of merely attaching new labels, in English, to concepts already
mastered in his native Portuguese. Problems arise when meanings acquired in
one cultural context do not have equivalents in English, or vice versa. Other
activities concentrate on listening for sounds, comprehending sound patterns
and reprcducing sounds and structures in English relatively free from the
influences of the sounds and structures of the vernacular Portuguese.

However, not all pre-lit2rate students bring rich images, well- developed
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concepts and broad understanding of themselves and their surroundings to the
classroom setting. What of those youngsters whose background consisis of
little real information, few experiences from which cdncepts and language
could grow, lunited encounters with their surro sndings, and few exposures to
objects and their labels? What of those youngsters whose previous axperiences
with their native Portuguese i1s such that they bring neither formerly ac
quired concepts nor native language development to the learning of English?

For these pre-literate students, many arid diverse encounters with.»?
their surroundings must be provided and accompanied by language. The ques-
tion again arises as to which language should be developed. Depending upon
the goals of the oral language program one of three possibilities is evident:
1. Since the student is deficient in his native Portuguese, experiences

should be provided in Portuguese, and then when he demonstrates a

good command of Portuguese, he may begin a program of oral

English.

Since the student shares rules from linguistic systéms, two sets of lan-

guage symbols may be provided, Portuguese and English. These lan-

guage accompaniments may be offered in distinct and separate ways

50 that the child may develop a coordinate bilingual system.

Since the student doesn’t really have a substantial background in

Portuguese, begin a strong oral program in English withodat further

attention to the native language.{22) -

While the decision to emphasize the native language, both languages

or only English will depend largely on the goals of the instructional

program, it is the opinion of this writer that the first option provides
the most educationally sound foundation upon which later subject
area development will be built.

The readiness process for an illiterate student differs appreciably
from that of the pre-literate youngster. The illiterate student, by virtue of his
age, should already have niastered the reading process, but for any one of a
number of reasons, has not. The teacher cannot discount the possibility of
intellectual impairment and fragmented language and experiential referents.
The cause of his illiteracy may, in fact, be insufficient schooling, lack of
motivation or incompetent instruction. Often the child’s experience with lan-
guage has been to straddle the world of Portuguese and English and never
master either sufficiengly well to participate in a sustained instructional effort.
It often follows that neither language car serve him well enough te assist in
the learning process. No attempt has been made to develop eit ‘er Portuguese
or English fully, and tt 'se students may be acquiring both languages in
bits and pieces. These students often aprear in special remedial classes for lan-
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guage and reading, and are generally considered retarded in their educationat
development. Their intellectual deficits often accrue from the fragmentation
of both their experiences and their language. -

The illiterate student provides a great challenge to the bilingual and E.S.L.
teacher. His psychological profile often includes numerous encounters with
failure and frustration, a great dislike for schicol and the reading process, both
of which contributed to his failure and frustration, a disproportionate repre-
sentation in the drop-out rate, and ar anger and hostility difficult to"overcome.
He no longer trusts himself or anything connected with schools, he has lowered
his opinion of his own'worth and of his ability to ever achieve. Despite the fact .
that he may be bright, he considers himself inadequate and slow learning. He

. cannot read or write but often has had long and painful exposure to both. His
vocabulary is poorly developed and marked by limited stocks of word meanings.
The concepts he has acquired are few and often not clear. Though he may
appear ‘physically mature, there are often developmental lags in both his
perceptual and visual motor skills. Yet he~must develop the same pre:reading
skills prescribed for the pre-literate child. The challenge arises in providing
these in a way so as not to insult or further frustrate him.

The program which prepares the illiteiate leakrer for reading in English
must allow for his many limitations: experience, language, self-confidence and
skill acquisition. It must begin at a point that will guarantee success and con-
tinue building upon each sequential $tep in the readiness process. Activities
must be simple, but interesting and motivating. These include the use of pic-
tures to generate oral language, (perhaps cars, sports, etc. for males, fashions,
make-up, cooking, etc. for females. The wwriter is not in the ,Qabit of sex-
stereotyping, however, sex roles and expectations are often “more clearly
delineated among the Po-tuguese and Portuguese immigrants than is tradi-
tionally thought true in the United States. This, of course, would never pre- -
clude presenting cars or sports as pictorial subjects for girls, or fashions for
boys. The writer’s experience, though, would dictate otherwise.) Reading
interesting paragraphs and short stories aloud and “creating question-answer
situations, Using recordi tapes, language masters, filmstrips and other audio-
visual materials to provide initial motivation, using a teaming appro’ach to
allow for discussions and showing of common problems or solutions, playing
oral games with opposites, rhyming, verb endings, commands, etc., allowing
students to construct sets for puppetry, perform plays and pantomines, make
dictionaries, listen to record€, memorize poems, learn songs, play bingo (or
other teacher made games capitalizing on specific instructional points—i.e.,
alphabet, letter or cluster sounds, etc.). The list is limited only to the teachers’
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imagination, time and willingness to experiment.

As with the pre-literate student, the question is again posed as to,which
of the pupil’s two languages, although both admittedly inadequately con-
trolled and available in severely limited forms, should be developed? Should
native Portuguese skills be extended, refined and made the bas’s of literacy?
Or should English be the sole vehicle for instruction? Why did the student. fail
. to begin with, and how can we break the pattern? The answers are not always
" readily apparent. Is Portuguese the best means of instruction for the 15 year
old ready to drop out of school in a year and spend the rest of his life in an
English oriented world? What about the twelve year old who's never been to
school or the ten year old who hates being Portuguese? Is it appropriate for
tha thirteen year old whose native language is Portuguese but whose school

Jvocabularly is entirely English?

For the above examples, is it permissable to lose sight of the fact that
as teachers we myst nurture thinking abilities and Ianguage proficiencies in
our reading Programs? The 1ink between speech and thought through word
mear ing is a combination that uses language and thinking processes because
langLage is made up of words and thought is made up of meaning. Thought,
or «che inner language», is merely speech «turned inward into thought.»(23)
The interrelation between «outer language» or the use of vocal reproduction
to express thoughts to others, and «inner language» is vital in making those

) important decisions for the maintenance and extension of the native language.

EE

While students are developing therr skills in English, schodls must meet the
needs of the total student not just that part of him that needs to communi-
cate orally, but that part, too, which needs to think and dream and aspire.

Readiness does not proceed in a vacuum and the astute educa®r should
provide the balance to satisfy the needs of both inner and outer language
development.

Readiness to read in English for the student literate in his native Portu-
guese is 3 very different learning task from those previously discussed. The
literate learner already possesses decoding skills in his native language. He
already has listening and comprehension skills. He brings an attitude of self-
confidence born from previous experience with the reading process, to learn-
ing to read in English. He already knows that print represents speech and that
there are symbols for certain speech sounds. The literate student already
possesses many of the pre-reading skills prerequisite to success. Still, it may
not be an easy matter for him to achieve literacy in English unless he ap-
proaches the print of English in much the same manner as he learned to
control the print of his native Portuguese.
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The literate student learned to listen, to understand and to speax
Portuguese before he learnad to read and to write it. He does not have to
learn to read a second time. He already knows how to read. Hé must now
learn to read another written system. Throughout this paper, the speech-
print relationship has been delineated. The reading act has been character-

ized as a respunse 'to the visual symbol system. Written forms, however,
must always be supported by oral forms, and nowhere is this more apparent
than with the literate learrer. This student needs a very strong oral language
program so that he may begin mdking new sound-letter assdciations. He must
begin supporting ail written forms with concrete examples so as to form new
word-meaning associations. Structural patterns and sound-symbol relation-
ships have to be taught as do those English sounds or concepts for which there
are no equivalents in Portuguese, or conflicting equivalents.

More than just factual information is needed in learning to read in a
new language; there is a need to cee the relationship between ideas, to under-
stand figurative language, shades of meaning and emotions as well. One of theéw d -
most ditficult tasks arises in trying to master new sounds and structures which
carry content and expression in English. .

To fully understand the intricate second language learning process for
the liteiate student, the concept of transfer of learning, or transfer of training
needs to be examined. While the habits and skills developed by the second
language learner in his vernacular .nay provide a great deal of assistance in
dealing with English, they may also be of no use at all, or even serve to inhibit
or interfere with his acquisition of English. '

Whether knowledge of Portuguese reading provides positive, zero or
negative transfer to the English reading system is both a function of the
learner. If the new material to be learned s similar to that which the student
already knows well, then recognition and use of the similarities to facilitate
the learning of the new concept is desired. The fact that both English and
Portuguese use the Roman alphabet is an area of potential transfer, a5 are the
existence of similar sounds, cognates left to right organization of print, punc-
tuation, etc. General abilities to learn can also be transferred. The literate
pupil has learned how to learn, to lis#én, to understand, to organize, select,
improve, articulate, etc. He has acquired attitudes about himself and his
ability to learn. In short, he has many resources which he can apply to the
reading process in English. «As language proficiency demands overlearning
. and habitual responses which have become automatic, positive transfer of
one language learning to another when tasks are similar will very likely take
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place.»(24)

The child who has learned to say «farmdcia» has these same sounds
stored and ready to use as he learns to say «pharmacy.» He may have diffi-
culty placing the stress on the correct syllable because patterns of stress are
$0 overlearned in the native language that they are unconsciously applied to
the seconu. language. Melody and rhythm is one of the last characteristics of

, @ second language mastered. The intonation and stress\patterns of Portuguese
interfere with the ccrrect application of these patterns in Enylish. This exam-
ple of negative transfer impedes the ability *5 acquire accurate meaning from
English and has far-reaching implications for the second language teacher.

Zero transfer ocurs when the first language neither interferes with nor
enhances the learning of the second. The relationship of Chmese and Japanese
writing to English is an obvious example.{25) .

In order to best facilitate 1he reading process in English-for the Portu-
guese student, knowledge of the soundAystem of both languages, analysis of
the structural patterns of each, the vocabulary, stress, rhythm and intonations
of both English and Portuguese would be an invaluable asset to the teacher.”
This analysis would clearly yield the areas of positive transfer, Upon which the
instructor could build new concepts and self-imanes, and the areas of nega-
tive transfer from which the instructor coutd develop contrastive exercise and
additional practice situations. v

R

~ . BEGINNING READING METHODS
® While there are dozens of methods commonlv employed by teachers of
beginning reading, none of these was devised with the second language learner
in mind. As a consequence, each method had definite area of application to
the E.S.L. student and definite drawbagks. It 1s the aim of this analysis to
raise the level of awareness of the strengths and weaknesses-of each reading
method so that the instructor can adap* materials as well as teaching strategies
A to the ingtructional needs of the non-English speaker. Further, it is recom-
mended that distinctions be continuously drawn between the needs of the
pre-literaté, the illiterate and the literate student in the E.S.L. classroom.
a
LANGUAGE EXPERIENCE )
The language experience approach to the teaching of beginning reading
has at its foundation the notibn that what can be said can be written and read.
This concept capitalizes on the experiences of individual learners and allows
the natural development of language to precede the reading process. This
approach further stimulates oral language growth by encouraging students to
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relate experiences to the class. Reading actwvities are expanded as pupils are
exposed to the recitations of their classmates and learn to read those as well.
The teacher serves as a facilitator in this process by copying dictated stories
and assisting in their decoding.{26)

Language Experience is a high-interest approach to reading. Students
very much enjoy seeing their thoughts and utterances in print. This further
serves as a strong motivating factor in learning to read and in the process,
greatly elevates the importance of the individual learner and her 1deas

The underlying belief that the child’s respect for his uwn thoughts is
the key to successfully approaching the written thoughts of others has very
real acvantages for the iliterate learner. Recognizing that this student'’s
greatest lack may be in those areas most encouraged by the Language
Experience method makes it a sound program for consideration by the E.S.L
teacher. The integration of other language a“ts areas, namely spelling, gram-
mar, writing, and art ircreases its attractiveness for the second language
learner.

Language Experience for all its possible applications and adaptability to
a variety of diverse student and teacher needs, has several serious weaknesses.

Paramount among these is the incidental treatment afforded actual reading

skill development. While astute teachers may build skill acquisition exercises
into this reading method, it is casual and haphazard at best. Word rccognition,
phonic and structural analysis, comprehension, context clues, critical thinking
and other specific skill areasare best taughtin an organized, systematic manner.

Record-keeping presents another prob!em for the language experience
teacher. In'order for the method to be most suc.essful, new pictures, stories,
activities and other stimuli must be continuall_ provided to insure new chal-
lenging experierices for the student. Vocabulary growth should be monitored,
and expanded as specific skiils are developed. This implies knowing each stu-
dent’s level of achievement and progress in each language arts area at any given
time. The reality of the school day I1s that few teachers have the time, energy
or inclination for such a comprehensive monitoring sysiem. ’

Another reality of the language experience method is in the lack of con-
trol over vocabulary. Students learn to say words and their derivatives at a
faster rate than they learn to read them. Words are aiso introduced once and
never seen again. In terms of sound reading practices and developmentai skill
instruction, the lack ¢f repetition, reinforcement and cortinuity present
strong deterrents to the complete acceptance of Language Experience as a be-
ginniing reading approach for the second language learner.
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LINGUISTICS -

The emphasis in the linguistic approach to beginning reading i1s on
decoding through the use of a rigidly controlled sound system. A linguistic
method -places early concentration on the names and sounds of letters and
moves ihto combinations of -these sounds in a prescribed manner so that the
common features of the written language become visible early in the reading
process. “

Students are encouraged to learn patterns of words and structures and
to use these patterns as models for unlocking new forms. Sound- symbol
correspondences are stressed for_their consistency and regularity. Word fami-
lies are learned through drill With sentence patterns studied often without ben-
efit of picture or context clues. Large sentences are built upon shorter learned
ones, using the same patterns, but expanding them.

The structure consistencies and the minimalization of irregular word
and semence”conflguratlons make the linguistic method a comfortable and
secure one for the second language learner. Incongruities between the stu-
dent’s oral language and its written form are treated in small meaningful ex-
periences, with concepts introduced separately to avoid confusion and gen-
eralization of errors. The emphasis on pitch, stress, juncture and other fea-
tures of oral language further improves the relationship between the spoken
and written word while developing an overall sensitivity to the grammar of
the second language.

Upon even cursory examination one of the more obvious shortcomings
of traditional linguistic series becomes apparent. The format of the materials
can be lifeless and dull. This can present a major drawback in motivating stu
dents of beginning reading, especially pre-literate youngsters who are very much
attracted to color, design and illustration and illiterate students who are
already turned off by the process. Concomitant with this, is the reduction in
the training of how to use context clues. At a primary level, pictures often
scrve as the transitional shift between oral and graphic context clues. The
absence of pictures would preclude this training.

While the Merrill Linguistic Series does deliberately produce drab
materials in keeping with a philosophy that teaches a «respo & to printed
language . . . that is automatic»{27) (j.e. with few distractions}, later lin-
guistic series such as the Miami Linguistic Readers (28) do contain some
brightly colored illustrations. Both, however, share a common belief that
the «selection of vocabulary for beginning materials be based on speliing
patterns.»{29)
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In practice, this means that beginning readers would be introduced to
specific patterns, such as consonant—vowel—consonant—final e and sentences
would include such words as «mage,» «cute,» «like,» etc.. One of the impor-
tant factors not considered here 15*«the criterion of usefulness——one that lin-
guists stiil must attend t00...the appearance of words iike «the» and
«what» in bc nning matenals The other criteria of meaningfulness and
“interest could result in the selection of words like «play», «mother» and
«ball.»(30)

Because of the restriction of vocabulary, comprehension and meaning-
ful reading matter is often sacrificed for the regularity and control of the
sound- symbol relationship. This is evident in the almost nonsensical nature
of the following passage from the Miami Linguistic Reader (31) &

Rab Rabbit is running.
Rab i1s hunting Nat the Rat.

Pap Pig 1s running.
Pap 1s hunting Nat the Rat.

And Cat: Cat is running.
Cab is hunting Nat the Rat

The hite.ate student, who very much needs the reinforcement of mean-
ingful sentence patterns may become justifiably frustrated witn the above
statements,

«As he begins his reading . . . hts formal educational experience——the
child is occupied with a series of problems. In the most general sense he faces
the problems of matching his speech to a set of written symbols and of asso-
ciating ideas he already has with written symbols. Closely connected to the
development of his skill in matching speech will be the matching of new
concepts v/ith vocabulary, and where vocabulary is «taught» of matching
new concepts to both printed symbols and spoken sounds».{32) The con-
tinued repetition of low frequency words in linguistic reading may make this
«matching» exercise a difficult one at best for the non-native speaker of
English.

PHONICS

«Phonics instruct* . has one goal: to t2ach chddr- v to figure out
the pronunciation of unfamiliar words by using the .. . J that exists
O
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between phonemes and graphemes.»{33) The basis of a phonetic approach to
beginning reading is the aimost exclusive reliance on the correlation between
sounds and their written symbols. -

The 1solation of indwidual sounds and their later recombination affords
students the opportunity of breaking words down to their component sounds
and providing a genuine feeling of security in attacking unknown words. Even
the longest word can be dissected into disparate utterances, assigning specific
sounds to specifi figurations.

Mcst of the g ,eralizations taught in phonics deal with letter-sounds
relationships, rules fgf syllabication, and stress through the use of visual cues,
«that is, they focus on single letters, letter combinations and the sequence
with which they appear in words.»{34) Because phonics deals with both the
visual and auditory features of words, the teacher should first point out the
similaritv smong the visual stimuli fsee, sat, seme) and the likeness in the
auditory 1¢production of the initial consonant sound«s».

For Portuguese speakers, the existence of correspondents in their own
language for the majority of consonant and consonant blend sounds in English
1s high. This affords numerous opportunities for positive transfer with the
hiterate student. Thosg phonetic areas of interference, notably long vowel
sounds, diphthongs and syllabication and accent cues can be mastered through
a program of contrastive analysis, minimal pairing and continued repetition.

The strerigth of the phonrics method of beginning reading lies in its
concrete and secure assignation of specific sounds for every letter in the alpha-
bet and the painstaking disassembly of the whole into its component parts.
It can also be employed using any available materiai, provided the teacher has
a firm understanding of the method.

The productivity of the phonic method, however, is severely limited by
the irregularities of English spelling. Because of the consistent ,mismatch
bstween spelling and pronunciations, phonic rules don't apply almost as
otften as they do. George Bernard Shaw’s facetious albeit revealing observation
that «ghoti» could spell «fish» if one took the «gh» sound from a word such
as «encugh», the «o» sound from «women» and the «ti» from «nation» dra-
maticaly illustrates the point.

The painstaking reconstruction of words from their discrete sounds
provides another obstacle for the second language learner. The sounds result-
ing from this process represent an unnatural form of speech, never heard by
the foreigr .peaking student outside the reading circle. This leads to confusion
often marked by the inability to re-assemble the parts into a meaningful
whole. The result is all too often students adept at repeating the «t», «i» and
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«p» sounds but never being able to reconstruct the word «tip.»

«Since phonics does not offer help with meamings, it 1s productive only
with words already known 1n their spoken form».{35) This obvious lirnitation
for the second language learner places definite restrictions on the appropriate-
ness of phonics as the sole approach to beginning reading. « If the word that is
unfamiliar 1n printed form is also unfamiliar in spoken form the reader who
can sound i1t out will not understand the word any better than the reader who
cannot sound 1t.»(36)

THE BASAL READER

The basal reader or basic reading program is an instructi.nal approach
which presents the skills of reading in an orderly, sequential manner. Materials
are designed 10 take the learner from the known to the unknown by introduc-
ing, maintaining and reviewing those requisite skills needed from the earliest
level of instruction to independent reading. Readers graded according to diffi-
culty, workbooks, teachers’ guides, supplementary tests, games, worksheets,
clarts, etc. often acco mpany the series through all available levels, K-6.

«Protably the most valuable feature of the basal reader approach is
the excellence of the teachers’ guides which accompany most of the basic
programs. These guides outline in great Jetail each day’'s lesson, its
preparation, and presentation.»(37) The guid2s provide numerous practical
suggestions for teaching each reading skill to irdividual students and in deal-
ing with special problems associated with slow, fast or «avérages learners.

Fellowirg the basal re~der alleviates the worry associated with im-
precise planning. The time spent in arranging and organizing the rateri-
als is so minimal that the teacher is free to put energy into other needed
projects. There are so many activities designed to teach a specific skill, that
the teacher need only select the Iegson( and present it, without fear that
the student is missing a vital step in the“developriental process. |f the basal
is used as the beginning reading program, there is no question that every
relevant skill known to the reading process is touched on and systematically
developed.

While there 1s no question that every lesson is given a complete work
up and that the resources of many experienced professionals are brought to
the instructor in the teachers’ guide, there is a definite price to pay. Thisis
not meant in the literal sense, for basal readers are not expensive in terms of
their ife span of 5—7 years. The price is in the content, the approach and
the loss of classroom creativity.

The common complaint raiséd against the use of the asal for second
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language learners is its obvious design for native speakers. No attention is
paid to the introduction of new vocabulary, outside its relevance to the
developmental reading process. This is not always compatible with the
introduction of vocabulary for oral language development. Consequently,
one finds the common use of past, present, present progressive and future
tenses in a first grade reader. Complex sentence structures abound, as do
embedced clauses, figurative language, indirect discourse, etc. - Any one of
these concepts can present @ major stumbling block to the pre-literate and
illiterate learner. It is clearly impossible to teach all these concepts orally
before the introduction of beginning reading and it would be equally
improper to introduce them during the initial reading stage.

Another disadvantage of reliance on a total basic program is the
teacher’s refuctance to deviate from the teacher’s guide. The same teacher’s
guide that provides countless hours of diverse lesson plans also strips a teacher
of creativity in approaching the needs of specific students. Fear that the child
will «miss out» on an important skill locks the teachers into a pattern of
teaching every concept to every child, whether he knows it, needs it or is
ready for it. Because the experts say its good, it becomes gospel!

Publishers of the basal have further been taken to task over the limited
content and literary quality of the stories presented. Stor‘es often retiect
middle class, sexist and culturally biased attitudes. While newer series are
attempting to introduce an occasional Maria and Manuel into the story line,
it will be a long time before we see a Jodo or a Dr. Albertina Medeiros, and
an even longer time before the readings will reflect an existence relevant to
the second language learner.

INDIVIDUALIC 9 READING

Nothing has appealed more to teachcrs, in theory, or eiuded them more
in practice, than the concept of individualized instruction. Since studies by
Dolch,(38) Isaacs,(39) Lazar,40) Smith,(41) and Veat.h(42) began
expounding the virtues of tailoring instruction to the needs of the individual
child no bona fide teacher could credibly discount the advantages of this
method in showing real progress.

«As an introductory reading method, individualized reading assumes
that pupils are capable of selecting ‘heir own reading materials; thut they
know their own needs and will pace themselves accordingly; and that theis
inner interests in reading will be enhanced by the wider range of available
books.»(43) Both the teacher and the student keep records of reading
growth, and individual skill needs can be combined in smail ad hoc groups.
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Through this method the learner becomes an active partner in the
instructional process. While individualized programs differ, they all incor-
porate features of pupil selection, pacing and self-direction. Stories are
exciting and motivating, because they deal with subjects of interest to the
specific learner. As reports of accomplished reading are made, other language
skills are practiced—writing, spelling, speaking, summarizing, critical review-
ing, interpreting, analyzing, etc.. Each child establishes a pace suited to him
and free of competitive pressures. )

- The advantages of this method particularly for the illiterate student are
dramatic. The stigma of failure, boring materials and tiresome reading groups
is removed from the learning process. A special rapport is established between
the student and instructor—a sharing of experiences and trust—that no basal
apnroach could ever provide. .

The major stumbling block to universal acceptance of individualized
reading as the most effective total reading method is the enormous amount of
paper work that must accompany the efficient handling of this approach.
Each pupil’s progress must be charted, his concept and vocabulary growth
must be checked, his reading selections listed, his interests and attitudes
noted, his skill development monitored, and his ability to work independently
checked. While some pupils may thrive in an individualized setting—selecting
broad samplings of available materials, others have difficulty determining and
sustaining long term interests.

The necessity for having varied materials available is another realistic
drawback. Finding numerous beginning leve! readers with specific themes is
rare as are librarians willing to assist in the process. Consequently, teachers
must often trudge back and forth to the library to insure that materials are
available when needed. The teacher must further be able to appraise reading
levels in non-academic materials and insure that a developmental program
will grow from the seemingly haphazard selection of materials.

For the non-English speaker, a further difficulty is presented with
individualized reading. Because of the continued need to increase and improve
oral language skills, and to keep comprehension levels commensurate with
recognition of English words as written, independent reading may be cover-
ing a multitude of misconceptions. Meaning must be continualiy attached to
words if oral and written experiences are to become mutually supportive.

Individuatized reading sets no vocabulary or structure control on printed
matter. Specialized or idiomatic meanings can be easily misunderstood or
ignored. Ora! reading is essential so that pronunciation, expression, and
comprehension can be periodically checked. The second language teacher
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may find the numerous tasks involved with the individualized process too
cumbersome to juggle.

L.T.A.

The first time a colleague of mine saw «the tael ov peeter rabbit).(44)
he said it was a sample of «Old English» writing. His assessment is not un-
common among those unfamiliar with the concept of the Initial Teaching
Alphabet (i.t.a.). Based on the premise that English can best be phonological-
ly reduced to its component sounds through use of the 44 latter phonetic
alphabet, the proponents of i.t.a. have proceeded to introduce reading
through this method.

Gone are the ough nightmares—replaced by uf or ew. Gone, too, are
the variety of pronunciations associated with ow, ome or ou spellings. The
list of spelling irregularities in English is endless and the practical solution has
been stabilization of the process achieved by providing a 1:1 sound-letter
correspondence.

Research done by Downing,(45) Harrison,(46) Huck,(47) Kirkland(48)
all attest to the efficacy of i.t.a. for developing a simplified version of a
potentially frustrating experience.

Failure is rare amocng it.a. students. Second language learners are
exposed to a hichly regular consistent graphology, with a greater relationship
to their native Portuguese than traditional English spelling allows. P-roponents
of i.t.a. further contend that if all languages were taught that way, transfer of
training among langr'ages would be greatly facilitated. They additionally
argue and provide supportive evidence, that the transition from i.ta. to
traditional reading texts provides no source of confusion for the student.

I.T.A. however does present problems for the Portuguese student in the
English classroom. Learning, in effect, a third graphic system can be extreme-
ly confusing, for literate students who already know the Portuguese graphic
system and for illiterate students who might once again experience failure
making the transi:ioi to traditional English and even for pre-literate students
whose grasp of English /night be tenuous to begin with.

Finding appropriate supplementary material is another major problem
area for i.t.a. instructors. Very few materials ate printed in i.ta., so that
extending the learning experience beyond the basic textbook becomes a
serizus consideration in adopting the series. Because i.t.a. does not extend
beyond the second grade reading level, the transition must be achieved at
that time. Students unable to do so at that point, have no other materials to
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reinforce previous learning and possibly lose out during the transitional process.
The Portuguese speaking community, as with other immigrant popula-
tions 1s a mobile one. It is not uncommon for as many as 20 percent of initial
Portuguese enrollees to transfer out of the class, school district or city within
a school year. If this occurs before the student has completed the requisite
two year i.t.a. program, then progress will almost automatically be impaired.
The chances are that the new teacher who will now be working witii the stu-
dent has little or no familiarity with i.t.a. hence no expertise in making the read-
ing transfer. Further, the student would have missed that much time in the tradi-
tional series, so would already be academically behind his new peer group.

OTHER BEGINNING READING METHODS

While other reading methods such as «Programmed Instruction,»
«Words in Color,» «Look-Say,» «The Talking Typewritern, etc. are employ-
ed with various degrees of success, none is widely used with either native
speakers or second language readers or is seriously considered to be one of the
major appreaches to beginning reading.

The inevitable conclusion to be drawn from this brief analysis of begin-
ning reading methods for the second language learner is obvious. There is no
one method that satisfies the myriad demands placed on the learning process
by the pre-literate, illiterate and literate non-English speakefy It behooves the
perceptive teacher to extract those relevant principles and techniques from
any beginning reading system and apply them to specific learning situations
as needed.

Purism is a luxury that few second language instructors can afford. The
sensible adaptation of ar.y and all available materials and methodologies is the
mark of a truly creative teacher, for each classroom setting should reflect an
integration of resources unique to that learning situation.

There is no one right method of beginning reading, just as there are no
approaches that are all wrong. It becomes vital to acquaint professionals with
the variety of options available, discuss the pros and cons of each and alert
them to the needs of individual learners. In this way the best of each method
can be applied at the appropriate time Knowing the learning styles and needs
of each pupil and being aware of the strengths and limitations of various
instructional media, becomes, in the long run, the greatest boon to the second
language teacher.

SETTING THE STAGE
One of the more difficult notions to dispel from the teacher’s mind is
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the urgency she fcels in placing students into a reading program. If a course in
teaching reading to second language learners dces ncthing else, it should
convey the message that reading instruction should proceed only when listen-
ing and speaking skills have been mastered. Despite pressures from principals,
parents and peers, the E.S.L.-bilingual teacher can be made to realize that the
reading process is not advanced one day by prematurely beginning students in
a formalized program. Reading achievement does not depend on the haste
with which it is begun, but rather on the readiness of the student to begin. If
the child is not ready, he will not perform or will appear to be progressing
when in actuality he has memorized just enough concepts to get by the begin-
ning reading levels. As material becomes more advanced and vocabulary less
controlled (by the 3rd or 4th grade reading level) the student who has not
been allowed to develop a sound language and readiness foundation will begin
to flounder. All too of*en we find junior and senior high school sccond
language students whose reading mastery has never advanced beyond the 4th
grade level.

It is essential to make the classroom a realistic learning experience for
teachers, while impressing them with the importance of doing likewise with
their own students. Lecturing teachers on how not to lecture their own classes
strikes me as a bit absurd. Turning the classroom into a laboratory for the
practical application of theory is vital if successful transference to real
situations is sought.

It is not sufficient to discuss the adaptation of materials for non-English

“speakers, teachers must actually adapt them to fully understand the process.
Likewise, trial lessons employing techniques for teaching listening or speaking
skills should be developed and tried in class.

There are no simple solutions to the complex issues posed in this paper.
It is necessary, however, to raise the consciousness of all those concerned with
the education of non-English speaksrs so that they are aware that the prob-
lem, in fact exists. It is only through continuous dialogue, trial and error,
and the sincere efforts of dedicated teachers that solutions to problems
affecting individual learners will be found. In the long run, we’ll all be richer
for the effort.
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Rudimentary experience.in ti < second language classroom convinces an
instructor that specific limited English speakers have particular difficulties in
hearing and duplicating specific sound, syntactical and morphological struc-
tures endemic to English speech. The students’ native language appears to
filter out the sound and sentence patterns of the second language that do
not correspond or are not similar to sounds and patterns in their first lan-
guage. Although recently published English as a Second Language texts
appear to be well organized around specific phonological, syntactical, and
cultural items necessary to the successful acquisition of English by the non
and limited English speaker, these texts rarely provide teaching and learn-
ing activities that meet the linguistic needs of speakers of specific native
languages.

However, the enterprising second language instructor can easily find
sources that identify linguistic conflicts between the English language and
many of the «major» languages spoken by immigrants to the United States.
Some ESL pedagogical texts (1) even provide a variety of techniques or
lessons for providing structural contrastive activities to supplement text-
bcoks. It is somewhat more difficult to find structural coritrastive informa-
tion about Portuguese and the languages spoken by the smaller countries
of the world. Interested teachers are advised to deveivy (neir own methods
of determining sound, word order, and grammatical conflicts between the
language of the targeted students and English. (Appendix A lists a few
Portuguese-English items.)

ESL strategies for teaching automatic aural-oral skills have for the
past decade stressed drill and pattern practice as the best method for devel-
oping habitual idiomatic English communication skills. Minimum pair.ng,
dlalogues, pattern drills in lessons themed around expressions relevant to
the students’ cuitural needs have been widely accepted as a sound way for
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teaching and practicing both specific linguistic conflicts as well as the basic
lexicon and grammatical items necessary for authentic, semantically correct
communication in English.

However, empirical experience has proven to me that such drills can
be tedious, negative experiences for teacher and student alike. Too often
the patterns are mimicked without real comprehension; provided within
activities or themes that are not commensurate with the student’s age, social
needs or long-range goals; and, unrelated to the teaching aim of developing
the production of authentic, semantically correct utterances in settings
or situations that are real to the student. Also, students’ and teachers’ needs
spon go beyond audio-lingual learning/Aeaching materials, especially at the
junior and senior high levels where the academic pressures to read in English
and function in the English-language content area classroom re realized
sooner.

Informal observatinn in the ESL classroom and in the Luso-American
community has also taught me that the language learning process is facilitated
by the necessity to communicate in English in situations that are economical-
ly, socially or academically important to the learner. A positive survival or
«crisis» situation appears to be motivating the learner. Such a situation was
very apparent in my classroom when ESL students were provided lezrning
and practice activities and materials specially designed to teach subject area
content and skill in ESL settings. The accumulation of English listenirg,
speaking, reading and writing skills developed much quicker than within
the isolated ESL instructional procedures that were limited to only the
audio-lingual approach. (2)

These observations soon led to my severely limiting the reliance on
traditional ESL texts and drill techniques, and to the development of a
sequence of activities and «authentic textsr (3) that represent current ESL
theory and methodology but also promote both integrative and discreet sound
and pattern competencies within a setting that provokes the real yse of the
second language. Consequently, these authenticy texts and learning settings
can be defined as teaching and learning activities that are based on a sequence
of ESL phonological, syntactical, morphological, semantic and cultural
learning objectives but also record the natural interactions of instructor
and students as they study the production and reception of English.

The following outline, with explications, is a sequence of teach-
er and student activities that demonstrate how ESL teachers can develop
authentic teaching / learning lessons and texts that will instruct the tar-
get students according to any ESL curriculum objectives. Teachers need

Q20
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only stress the phonological, syntactical and morphological items that cause
interference for speakers of a specific language. Examples in this article are
chosen from conflict and negative transference problems Portuguese students
have in learning Fnglish (5)

The aim of these strategies is to aid ESL students to become Increasing-
ly more proficient in hearing and speaking English as well as promote progress-
wvely more sophisticated English reading (6) and writing communication skills.
However, for the following suggestions to be successful, and since this tech-
nique for teaching limited English students is founded on the educational
theory that learning is facilitated by developing the unknown out of what
is already known, students would need to have mastered the basic aural-
oral items taught the non-English speaking student, /e., students need to
recognize and use with relative ease the basic linguistic structures of English.
The «spiral approach» of Finocchiaro has also influenced these strategies,
and is apparent in a stress upon continuous review and reapplication in a
variety of settings and media. The sequence of activities, finally, include
many accepted second language techniques for modeling and drilling the
linguistic features of English. Thus, | am not advocating the deletion of accepted
ESL techniques but the integration of them into learning situations that are
viable and relevant to the experience and social needs of target students.

1. The instructor’s first task is to determine what ESL curriculum objectives
he she wishes the target students to learn. The various categories of the cur-
riculum should be studied to determine which items for each category go na-
turally with each other. That is, items frem the categories of English nhonol-
ogy, sentence word patterns, morphology, semantics/idioms and vocabulary,
both function and content, should be compared and organized to be taught
together when feasible. For example, Portuguese students often have difficul-
ty in hearing and duplicating three sounds for-s in English: /s, fz/and/\z/.
Modeling and practice could be provided during the study of the present tense
and or irregular English verbs. A natural theme around which such lessons
could be centered would be to study the mailing and post office system. This
theme could ezsily provide activities to generate original utterances 2nd writ-
tensentences that would reinforce both targeted sound and sentence pattern(s)
as well as provide development in content vocabulary. The learning activity
would be a real one since students could easily apply their knov-.edge ata
community post office.

Often, | find it easier to make up a list of themes or cultural experiences
that will be the most useful to the target students before | determine the se-
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guence of lessons necessary to teach a particular language skili Some knowl-
edge of immediate and long-range goals of the students is necessary to produce
a viable list but the age of the students and the economic and cultural goals
of the language community will aid such decisions. Once my list iscompleted,
| sequence the !anguage components starting with curriculum objectives | am
suie students will have orally mastered and place the new learning experi-
ences in later lessons.

2. Most language skills have requisite or sub-skills that must be mastered first.
The ESL instructor should next perform a task analysis on ail the chosen lin-
guistic items for determining how many units and lessons within units will be
required to teach the terminal objective and its requisite subobjectives.(7)

3. The next task is to plan the f..egration of any learning or study skills
into the units or lessons. Since students, no matter their age or goals,
can profit from some general study‘and research skil's as well as the cogni-
tive domain skills of knowledge, comprehension and application, activi-
ties to teach and develop such skills should be included in each unit of

instruction. Each unit’s lessons can then be the medium for teaching and
reinforcing the skill being stressed in the.unit.

4. In class, orally introduce the subject or theme of the unit or lesson.

.A. Ask pre-arranged questions concerning the subject to determine
what the students already know about the subject.

b. Show pictures of soma other audio-visual medium and lead students
to comment on or tell a personal experience related to the subject.
The aim here is to encourage the students to express themselves in
an unthreatening setting. Unless utterances or concepts are so in-
accurately expressed, the teacher should refrain from correcting
students’ verbalizations. This activity should also form a basis .of
shared knowleage on which the language lesson will be based.

* 6. Once the teacher is sure that a// students understand what the theme or
subject of the lesson will be, he/she can write on the chalkboard the content
vocabulary that will be stressed in the lesson. These words are modeled as
discreet words as well as included in stated example sentences with students
using the words aurally and orally before they read or write the words.

a. Students copy the words into their notebooks.

b. Students orally practice using the words in two or three sentence pat-
terns that will promote ease of expression as well as help them develop

~ semantic control. (These sentences should relate to the lesson theme.)

c. To reinforce skill or provide drill, minimum pairing and sentence pat:
tern drill can be utilized at this stage.

Q 2"
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d.The teachér writes some of the orally practiced sentences on the chalk board.

e. The students take turns reading the sentences, in both group and individ-
val recitation. .

f. The students copy the model sentences into their notebooks.

g. Students might be required to study by self-drill these sentences that
are copied in their notebook$. 1ie next meeting could begin with a
review of the vocabulary and sentences to be followed by dictation
practice based on the vocabulary and sentences.

6. For the next class meeting it is suggested that students be assigned a dic-

tionary skill activity. More proficient or mature students might be assigned
such an activity as homework. However less aurally-orally proficient
students should partake of an in-class activity that provokes lots of lis-

tening and speaking. For them the dictionary usage might be implemented
in small or medium group settings with an emphasis on oral instructions,
reading and discusasion.

a. All directions for the dictionary activities must be given orally during
the early units of instruction. As the students’ reading skills develop,
lists of assignment sheets or chalkboard notices can be used. However,
since the aim is to promote listening comprehension as well as authen-
tic speaking, reading and vrriting skills, | have found that orally giving
classroom and homework assignments - with a minimum of written
information does develop good listening skills. It also promotes the
taking of accurate notes and assignments. This, of course,” means the
teacher must verify that a// students understand the assignments.

-b. If students are unacquainted with basic dictionary usage, then early
unit lessons might be devoted to teaching them the essential skills
of initial alphabetizing, internal alphabetizing, syllabication, interpre-
tation of stress marks and pronunciation keys, and multiple meanings.

. If students are fairly well versed in dictivnary usage, their skills should
be reinforced and expanded to the more sophisticated abilities of in-
terpreting parts of speech symbols, choosing the correct meaning based
on sentence or paragraph context, or correctly using the many charts,
glossaries and gazetteers included in dictionaries.

. No matter what their experiences with dictionaries, when students
leave your classroom, they should be able to find vocabulary and spell-
ing words in a dictionary and choose the definition that matches their
particular assignment or practice work.

Thus, for each lesson in a unit, students will:

1. look up the lesson’s content vocabulary and copy the correct defini-
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tion in their notebooks:

2. memorize the spelling and meaning for each word;

3. quiz each other in small groups or in a peer-tutoring/partner setting

until pre-determined criteria have been met;
Each student should be assigned a realistic criterion for achievement.
Although 100 percent accuracy can be desired it is not always attain-
able. Once, however, the individual criterion is met, the student is
ready to move on to the next activity or could help a student who
has not reached his/her criterion to do so. ;

4. reconvene as a group to be quizzed by the instructor orally and/or
in written form by dictation. Word games based on related domains
designed to develop lexicon and categorizing knowledge are a good’
alternative to dictation quizzes.

7. A natural extension of the spelling and dictionary activities would be a
reinforcement activity based on the content vocabulary assigned. This is
a receptive not productive activity that aims to help students transfer their
knowledge of specific words to a new setting.

a. Mimeographed activities based on the assigned content vocabulary are

" developed and distributed to students. They are completed orally with
the tcacher and students taking turns reading.(8) The activities can be
fill-ins, sentence compiftion chosen from a list of applicable sentence
endings, or matchi is probably wise to change the design for each of
the early units so $fudfnts get used to taking a specific type of «objectives
examination. Lat ¥ts can use all the designs previously experienced.

Another suggestion is to develop these activities based on the theme as

well as the original sentences orally generated by the teacher and the

students during step no. 5.

b. New sets of mimeographed sheets are distributed and students in small
groups or with a partner complete them quietly. More advanced students
can complete them silently. The new set of activities follow the same
format/design as those completed orally but with new sentences.

c. The new sets are orally corrected with the teacher writing the answers
on the chalkboard or overhead. The students correct their own papers..
Often, if the teacher feels a need to monitor the progress of the class,
these new activities can be collected and corrected as a quiz or mastery
check. Each lesson in a unit could use different types of monitoring
devices that develop the targeted ianguage skills but also diagnose stu-
dent needs.

d. Matching word games based on the target sentence pattern(s) will pro-
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vide another reinforcement activity.

8. Now that students are familiar with the vocabulary and theme of the
lesson, the next step is to develop productive and receptive activities
that will promote reading skills in the second language.

a. Bring students together and ask them to generate an original story
or essay based on the theme and its content vocabulary. As each stu-

(- dent takes turns adding ‘a sentence, the instructor should help the stu-
dents clarify what they are trying to say but keep the ser :nces within
the grammatical pattern being taught as well as within the scope of the
language experiences previously mastered by the group. Usually, how-
ever, the students will be orally limited to the patterns learned in pre-
ceding speaking, reading and writing work. The length and depth of
detail will be determined by the age and language proficiency-of the
students. Usually, two or three well constructed short paragraphs will suf-
fice with intermediate level students; one paragraph for younger and less
skilled pupils. Also, the length of the story or essay can be spread out
over the lessons of any particular unit; or, a new paragraph can be aaded
daily as the lesson evolves over a series of meetings.

b. Students copy the paragraph(s) into their notebook. The copying of
vocabulary, definitions, sentences, and paragraphs can be expanded to
penmanship lessons if you wish.

¢. Students in groups or individually ¢an orally read the sentences in the
paragraph.

d. The teacher can ask listening comprehension questions about the gener-
ated paragraph(s) to determine
{ 1) literal comprehension {details and sequence)

(H) inferential comprehension (main idea, contextual meaning of new
vocabulary, infer from evidence).

There should be minimal use of written material and a stress upon oral

discussion and verbal verification of questions asked.

e. The following meeting of the class should begin with an oral review of
the previous day’s paragraph(s}). Once again questions can be similar
{or the same} as the listening comprehension questions asked at the
completion of the previous day’s activities.

f. Mimeographed reading comprehension questions can be then distrib-
uted to be completed orally or silently. Again they can be used as a
mastery check or monitoring quiz.

9. Using the paragraph(s) as examples, the teacher can expand this lesson
to include the development of writing skills. Through imitation and ob-
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served analysis, the student will be led to composing, in writtert form, a va-
riety of sentences reflecting previousty and presentiy-learned patterns and syn-
tax plus the refinement of the patterns and syntax under study in the lesson.
a. On an overhead copy or on a written copy on the chalkboard the teacher
expands the story essay by adding details, or rearranges sentence parts to
clarify meaning. The teacher in simple terms explains why the changes are
being made. Older students probably can be given brief grammatical or

structural explanations. .

1. Once the changes have been made, the students generate two or three .
sentences of their own, based on provided vocabulary.

2. With the assistance of the teacher and fellow students they make sty-
listic revisions as the teacher had in the demonstration. Some of the
changes might be to
( B alter meaning with synonyms,

{ 11} alter meaning with the addition of new function vocabulary,

(111) combine simple ideas and concepts {simple statements) into com-
pound or complex sentences with dependent clauses and phrases,

(IV) translate idioms or colloquialisms to what they mean (but not lit-
eral translations).(See Appendix B for a list of suggest stylistic

«transforms» or manipulations that can be used to show how English

sentence patterns can be altered to change meaning or function.)

. Students might share their sentences with the class or the teacher
could read some without reference to the writer. Of course, it is very
important that a non-judgmental tone is established during this
activity as students volunteer how they might have written the shared
sentence.

. The instructor would then demonstrate how to write up an outline of
the paragraph or story/essay. He/Ahe points out the main idea, the sub-
ideas that support the main idea, and, if possible, identifies the type of
audience the author (the class) was trying to reach through the story/
essay. Once the students understand this activity, the teacher can have
the students complete it as an oral or written activity at the comple-
tion of a unit of instruction and not at the completion of each lesson.

. If the generated paragraph(s) is an essay, students might be assigned a
a research project that would expand their knowledge in this area or
theme.

() Research and study skills can be included in this option. Such
skills as using an encyclopedia; reading glossaries, charts, illustra-
tions for information; taking notes without plagiarizing can be
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introduced or given practice here. Details of such skill develop-

ment would be predicated by the age of students although all can
be taught and given opportunities to some of them.

9b. The writing activities in section number 9a were mainly rhetorical in na-
ture. Mimicking and duplicating good oral and written examples of English
are very important to producing authentic, idiomatic, original utterances
and syntactically correct sentences and paragraphs. However, of equal im-
portance is the opportunity to create original, unique utterances and writ-
ten work. These opportunities, in the long run, appear to be essential to
becoming authentically proficient in the four communication skills of
listening, speaking, reading and writing.
1. Each individual (or peer partners or small groupings of three and four

Note:

students) chooses a subject that will become the basis for generating
original sentences, paragraphs, and stories/essays. Subjects might be
based on previously learned American cultural items that might be
studied with more depth or some aspect of the student’s native culture
explored. Content area interests or personal interests can be pursued.
However, the instructor should try to avoid assigning subjects even if
he/she knows the students might be limited in English-language cul-
tural and educational experiences. Rather, the instructor can provide
a variety of provocative pictures or language cards that have been used
to promote oral ekills. Older or more proficient students can be pro-
vided with lists of categoiized words in a writing center th= ~an be
referred to for ideas. Character List (height, weight, age, inte  2nce,
etc.).Place List (things in the place, physical and geographical uescrip-
tions, scenery, etc.), Event List (where the action took place, who
was there, results of the action, etc.), are but a few categories that can
easily be expanded to provide vocabulary and ideas for original sen-
tences, paragraphs and stories/essays.

. The next step is for the student(s) to write an opening or topic sen-

tence about his themeAubject.

. This topic sentence should be rewritten, in a variety of ways, by the

student using some of the changing mechanisms the teacher used in
his/her demonstration, Je., the student transforms or manipulates the
sentence with the changes mentioned earlier. (See Appendix B.) .
Elementary-level students may be capable of only working on devel-
oping sentence writing skills. However, | have realized a definite
amount of success with students from the fourth grade through senior
high school with this method of teaching writing skills.

2,‘3,/




4. To monitor all this individual activity the teacher will have to use
some individualizing techniques.

a. Conferences for each individual can be scheduled during the class
period. The teacher can easily move from student to student
aiding in the development of the original topic sentence or the
sentence rewrites.

b. For this conference routine to e successful, students will have to
be trained in the behavioral procedures for individualized learning.
Such knowledge is certainly valid since it introduces to the students
pedagogical procedure they may meet when they become perma-
nent members of English language classrooms.

c. If there are too many students in the class to have conferences
with during the class pericd, it would be wise to have a variety of
valid, reinforcement materials available to those who have com-
pleted their sentence work. Games, vocabulary or spelling activi-
ties, easy reading selections, and read-along cassette sets are possi-
ble choices. .

5. Having rewritten their ooening sentences in a variety of ways, students
can now go on to developing their stcry or essay. It is best to encour-
age the students to write whatever comes to mind about the subject.
The goal is to allow the student to give full attention to the ideas and
meanings of what he/she is trying to communicate without worrying
about structure or vocabulary.

6. Teacher-student conferences are again provided to show the student
how to clarify and revise what has heen written. The student might
be required to add more information tc the written material or only
to write down neatly the completed paragraph or story/essay.

7. The next activity is to have students write an outline of the com-
pleted work. Outlining should not precede the writing activity. As
Beechhold and Behling observe:

«The kind of intensive -utlining that many teachers ask
their student to do prior to writing is disastrous. The
student is, in effect, being asked to write his paper
before he writes it. Far more useful to the student is
abstracting an outline from the piece he has already
written. This formulates the logic {(or lack thereof) of his
work and will clearly show him what he must do to more !
effectively organize the piece . . .» (9)

b4
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8. Necessary revisions and corrections are made on the final copy by the
students. Motivating the students: to have coi fidence in what they are
doing will probably be the most difficult task the teacher will have in
the writing skills section. Being overly critical or picayune over details
or stylistics will, of course, discourage any student. The second language
student has an even more difficult task when he is attempting to record
nis feelings, ideas or concepts since he is developing the ability to think
as well as express himself in his second language.

9. A final activity that helps students to visualize what they are trying to
say, is to illustrate their work. Drawings and cut-out-and-paste pictures
can be added to the final version of a story. Charts and graphs could be
added to essays. All students benefit from this activity, not just younger
pupils, because it helps to develop in the second language two important
cognitive skills: the ability to transfer a unit of knowledge to another
medium and the skill of relating non-verbal expression to the oral and
written modes.

The preceding sequence of activities were designed to develop all four of
the communication skills - listening/comprehending, speaking, reading and
writing - in English. Each activity can be isolated to assure mastery or practice
of a specific skill. At the same time, any component of each communication
skill is practiced within a patural, valid cultural context. Also, any task within
the sequence can easily be expanded to include a variety of media and materi-
als, and in this way guarantee mastery of any specific curriculum jtem that
may cause learning problems for an individual child or group.

Since the steps in the sequence of tasks printed above include explana-
tions and digressions, | am completing this description with a condensed
outline of the sequence.

The sequence of instructional and learning tasks for developing linguisti-
cally sound strategies for teaching English language communication skills to
limited English-speaking students are:

1. Determine phonological, morphological, syntactical, cultural and study skill
items to be taught.

2. Sequence the curriculum items (o teach requistite skills or information be-

fore terminal objectives (/.e., perform a task analysis).

a. Match related components so that related phonological, morphological,
syntactical, and or function vocabulary are taught in tandem.

b. Sequence the cultural units of instruction.

4.
®
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¢.  Divide each unit into a series of lessons or sub-units that teach and
provide practice for curriculum items.

Orally introduce subject or theme of unit or lesson.

Model content vocabulary items.

Provide a dictionary/spelling/Avocabulary activity.

Make available reading and writing activities to reinforce dictionary/

. nellingAvocabulary work.

Students participate in activities that generate original stories or essays

based on unit or lesson theme to

a. promote oral discussion and sentences that are recorded;

b. generate a source for listening and reading comprehension practice;

c. provide study, learning and following directions (oral and written)
skills. )

Students participate in activities that develop compositional skills based

on the oral, vocabulary and reading exercises provided in the units’

earlier tasks.

a. Students complete rhetoric activities to develop sentence, para-
graph, story or essay writing skills.

b. Students learn to make stylistic revisions on provided sentences
and paragraphs.

¢.  Students produce original sentences and paragraphs and learn to
clarify and revise their work.

d. Students develop outlining skills to aid in developing logically

organized paragraphs and longer compositions.

ERIC +
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Notes

FFinocchiaro (1969, 1974) and Paulston and Bruder (1976) provide infor-
mation about the special pronunciation conflicts’ bewween English and
the major languages of the world. Paulston offers techniques for deallng
with the conflicts.

Tucker and d’Anglejan in «New Directions in Second Language ~ each-
ing,» in English as a Second Language in Bilingua! Education, TESOL,
Washington, D.C., 1976, offer these ccnclusions bazed on a variety of
research and testing experiences,

.. the student can most effectively acquire a second
language when the task of language learning becomes
incidental to the task of communicating with someone
(sych as a clissroom teacher .10 is not necessarily a
second languasge specialist, tut always a native speaker
of the target language) about some topic (such as geo-
grapiiy or basketball) which is inherently interesting to
the student. Note we do not mean to imply by these
remarks thac the trained second-language teacher has no
role to play in a weli-designed bilingual education pro-
gram.» '

During the opening plenary session of the 1978 TESOL conference,
Ruth H. Crymes of the University of Hawaii promulgated the develop-
ment of «authentic» and «natural» texts and geaching activities that pro-
mote discreet and integrative competencies in the acquisition of a second
language within learning situations that are relevant to the goals of the
targeted students but represent current, accepted ESL theory.

These teaching strategies and materiat-developmert activities are essen-
tially «language experience» approaches.

The same format is applicable to teaching ESL students content area sub-

jects. The content becomes the medium for instructing students in En-
glish communication skills.

Q35




242

O

ERIC

Aruitoxt provided by Eic:

Younger and pre-literate older students who are enrolled in bilingual pro-
jects should be taught tise process of reading in their native language. If
students are not provided this opportunity, then the ESL instruction has
io provide such skills. No matter the situation, specific vocabulary, sen-
tence patterns, phonological structures, semantic or cultural items should
be commensurate with the students’ ages and grade levels as well-as struc-
tured to help students gain competency in the linguistic structures that
cause conflic. or interfercnce between their native and second language.

A task analysis is the sequential breakdown into the necessary tasks or
steps a student must successfully complete to master a learning perfor-
mance objective. Included in the analysis are the necessary prompts,
practice activities, and feedback de -es that inform the student what he/
she will learn, how she/he will learn it, and in what manner he/she will
demonstrate whether the objective has been learned or more study is ne-
cessar’ya;}A synonymous term for task analysis is «teachirg script.»

Oral reading by students can be an uncomfortable experience. | would
recommend it be avoided as a classroom activity. However, having a stu-
dent orally read a short passage, a sentence or question is usually a good
diagnostic procedure for acquiring information about the student’s en-
coding and decoding skills in the s zond language. )

The Science of Language and the Art of Teaching, New York, 1972,
p. 190.
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APPENDIX A: NEGATIVE INTERFERENCE BETWEEN PORTUGUSE
AND ENGLISH

The following lists of Portuguese-English linguistic conflict features were
determined by informal observations of Portuguese dominant students in
English as a second language classes, in informal school situations such as
recess, gym classes, or presentations in auditoriums, and in English-language
classrooms. To simplify the observation, | developed a classification system
that listed discreet English-language phonological items that | would listen
for in utterance situations such as conversations, recitations, and discussions.
| also classified the English utterance patterns ( word order and grammar) and
listened for their usage by Portuguese dominant students in the same situat-
tions. It soon became apparent that this was a bit too unwiedly. Instead |
recorded «incorrect» usage and sound reproduction as it appeared during

" conversations, recitations, and discussions, and then classified them.

The information derived from both attempts to identify specific phonolog-
ical and grammatical conflicts that Portuguese dominant students had in learn-
ing English was quite valuable to me as | planned lessons and curricular items.

However, | in no way assume the information derived from my informal
observations to be definitive. Also, many of the usage «errors» that the
Portuguese dominant students made in their communications with native
English speakers appeared to be universal or common usage «errors» endemic
to the English speaking community in which they were socializing. Conse-
quently, «errors» may have been learned or induced from the students’
attempts to communicate in the English language community and not repre-
sent true conflicts between the native and second language. Thus, | offer the
following information for wha. it is worth to the individual ESL teacher who
teacnes English as a second language to Portuguese dominant students.

&

A. Phonological Features
1.  Vowels
a. Portuguese speakers learning English cften have difficulty discern-
ing and replicating the difference in sound between:

1. /® / and /€ /
pat vs. pet

2. /1 /and /i /
hit vs. heat

Q ‘ 2:{.J
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3. /2/and /&/ -
above vs. pot

4. /¥/and /u/
pull vs. move

5. /3 /and /a./
caught vs. cot
«Bob» might be pronounced as «bore»

b. Vowals before /r / cause pronunciation problems.

c. Some students do not hear the difference between:
/u/ {boot)
/v/ {foot)

[

d. There is a tendency to add open vowel sounds to the end of
words when spoken in sentences or phrases, especially under
the stress of conversation.

2. Reproducing the following consonant sounds both discreetly and in
utterance appeared to give problems to many of the students analyzed.

a. final /s/ becomes /z/

gas pronounced gaz

or :
final /s/ or / z./ dropped in phrases or convi-sation
{appears in grammatical situations more often than in isolated -
sounding situations)

b. final /t/ and /d / often confused as same sound for the
3 morphological endings for the past tense ed

c. Final /n/ and /m / or beforea consonant is dronped and
the preceding vowel nasalized. This usually appears in sen-
‘ tences that use past participle ending en:
Maria Has broke the glass.

Q . )y
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/% / often dropped (ring becormnes rin)

/ 6/ voiceless th) pronounced as /S / or /t/
thick becomes tick or sick, think becomes tink

/£/ (voiced th) pronouncedas /t/ or /d/
mother becomes mudder

/s/ pronounced as /sh/
Texas becomes Texash

/r/ is sometimes trilled

initial /y / is dropped especially before /i /
year becomes ear
yeast becomes east or heast

initial /h/ isdropped
medial /h / is pronounced like Portuguese r

initial /w / especially before /3/, /2/ and /£/:
wonder, wall, and weather (observed mainly in adult speech)

/z/ often pronounced as /j/

(¢g» in beige will sound like /j/ in judge)
final z dropped .
final /p/ /k/ /b/ /9/ /Iv/ [/ i/

almost not duplicated or reproduced (voiceless stops t p and

k are not aspirated)
medial double /t/ and /d/ sometimes heardas a
flapped Portuguese r

“medial double /t/ is not differentiated from double /d/

as in latter or batter, most apparent in spelling and dictat-
«ion situations.
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0. medial /d / reproduced as / | / (Judy becomes Juli)

In grammatical usage the following were apparent in a large percentage
of the speaking patterns of those interviewed or analyzed:

1.

There was & tendency to generalize verb form rules to irregular
verbs even after learning to recognize and use the principal parts
of a large group of irregular verbs. Ann K. Fathman in her paper
presented at the 1978 TESOL conference, «ESL and EFL learn-
ing: Similar or dissimilar?», found this to be a characteristic of
ESL and EFL students when she tested a variety of both groups
with a standardized proficiency examination.

The/ s/ is dropped from the third person singular simple present
tense: The boy sing.

Past tense forms are replaced with present tense forms or the
inflectional morpheme (ed) is dropped:
Yesterday, he hits me.  Yesterday, she walk home.

Repeating the subject as a pronoun:
My daughter, she telephones me.

Using a different gender of the prono:m than the noun ante-
cedent’s gender:

My son (brother), she . ..

Dropping the subject pronoun: {She) can talk.

Inaccurate placement of adjectives in word order:

‘The desk black.

Misuse of expressions about future events that are designated
with going to: | go to office. .
Sentences beginning with expletives it and there are often
omitted: Is in box. :




10.

11.

12.

13

14.

15.

16.

17.

18.

247

Substitution of no for not usually with the modal do:
No have. No sing.

Incorrect negation pattern: Me no go.

Confusion between simple present and continuous present
tens=,

Addition of definite articles where not needed:
I know the Doctor Sousa.

. Deietion of the indefinite article:

She is nurse. He boy.

Incorrect use of more with comparatives:
more better, more small.

Substitution of forms of to have for to be:
| have twenty years.
I have hungry.

Incorrect placement of noun complement following a linking verb is
often omitted:
He boy.

Incorrect placement of pronoun with two-word verbs:
Try o0 it.
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APPENDIX B: A LIST OF « TRANSFORMS OR SENTENCE STRUCTURE
CHANGES

Once students have a fairly good grasp of a targeted sentence structure or
ally and/or in sentence-composing activities, the addition to the lesson of one
of these stylistic changes can transform a productive rhetoric lesson. The end

result is that the student becomes increasingly aware of the syftactical variety
and complexity of the English |anguage.

Any sentence-writing lesson can be extended by:

1. Substituting antonyms
2. Substituting synonyms
3. Substituting homonyms
4. Change statements to questions:
yes/ho questions
tag questions
inverted-order questions
5. Change statements to commands
6. Change questions to statements
7. Change tense

8. Change to passive voice

9. Change statements to negation

10. Add prepdsitional phrases as adverbial phrases:
She studied by watching TV.




13.
14.

15.

17.
18.
19,

20.

21.

1.

12.
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Phrasal prepositions:
In spite of, from below, etc.
Build verb phrases: add modals and auxiliaries to simple verb forms
Add noun phrases
Change single nouns to plural
Change intransitive verbs to transitive

Combine two simple sentences with function vocabulary:
E.g., though, and, but, because, than

Combine simple sentences to produce compound sentences; sentences
with compound subjects and/or predicates

Contractions
,Change adjectives to adverbs
Change nouns to pronouns
Combine /deas within a paragraph to produce a more concentrated para-
graph; delineate a paragraph’s idea(s) by «translating» or expanding t!..

given sentences

Substitute idioms with similar idioms; translate an idiom literally and re-
write the sentence around the translation
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Algumas Notas Relativas ao Ensino
Secundario e aos Estudantes Bilingues
Provenientes Dos Paises de Lingua
Portuguesa

Salazar Ferro
Universidade de Coimbia




1-INTRODUCAO

Tenho estado em permanente contacto com O ensino, primeiro como
estudante, e, a seguir, como professor. E natural, portanto, que, ao chegar aos
EUA, os problemas do ensino me tefiham interessado mais do que quaisquer
outros, e, em certos casos, me tenham despertado particular aten¢do, pelo
contraste que apresentam com o ensino em Portugal e noutros pafses de Lingua
Pcuguesa que conheci.

Os estudantes do ensino bilingue Portugués-Caboverdiano/ingi8s, na sua
quase totalidade, jd tiveram ensino em Portugués durante um espago de tempo
varidvel. Mais tarde, ao chegarem aos EUA ingressaram no programa bilingue.

O meu objectivo, neste artigo, é focar alguns cogtrastes entre 9 ensino
em Portuguls, que os estudantes conheceram nos seus pafses de origem, e o
ensino do programa bilingue que vieram a ter na continuagio dos spus estudos
na América (ou ensino regular como continuagdo I6gica do ehsino bilingue).

E evidente que falar de contrastes serd falar de pontos diferentes. Logo,
as pessoas serio levadas consciente ou inconscientemente a fazer jufzos de
valor. Possiveimente os farei algumas vezes. Desde ja, porém, qugro chamar a
aten¢do pera o facto de que nio pretendo com isso mostrar ou darﬁ entender
que um dos ensinos é methor que o outro. Pretendo, sim, na andlise que se
segue, ser um instrumento imparcial e desapaixonado, se acaso é possivel
s&-lo num assunto que j4 ¢ por si apaixonante.

Der-me-ei por satisfaito se este artige pudér contribuir para que os
educadores e adminiscradores venham a conheter melhor as necessidades dos
alunos do programa bilingue Portugués-Caboverdiano/inglés.
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2-0S MEUS PRIMEIROS CONTACTOS COM O ENSINO BILINGUE

Soube da existéncia do ensino bilingue, apds a minha chegada aos EUA.
Algumas das pessoas com quem falei, umas que j& cd vivem hd muitos anos, e
outras aqui nascidas, me disseram ndo haver nerthum interesse na existéncia do

" ensino bilingue, deixando-me a impressdo de que seria mesmo prejudicial a
quem o seguisse. Em face dessas informagdes, ndo tive a menor hesitagdo em
por o.meu filho mais novo no curso regular, o que Ihe valeu o atraso de alguns
meses na sua educa¢do. Hoje gsorém, consciente do erro cometido e apés
rever toto o problema, fico surpreendido e me pergunto como é possivel, a
tanta gente, estar segura de tantas coisas erradas. A finica explicagdo possfvel
é a falta de informégio.

A experiéncia, depois adquirida, me permitiria, no entanto, constatar
ur# pormenor bastante- interessarite: alguns professores dos cursos regulares
ndo concordam com o ensino bilingue. Por outro lado, a lei permite aos pais
e encarregados de educagio a livre escolha do programa de ensino para os
seus educandos. Portanto, poderdo escolher entre 0 ensino regular e o

| bilingue. Se optarem pelo programa regu1J cs professores logo deparardo
com cnam;as cujos conhecimentos de Inglés s30 nulos ou quase nulos. Por
isso, com o andar dos dias, ndo serd dificil constatarse que o professor,
que n3o fala nem eritende a lfngua da crianga, acabe por po-la de parte, em-
bora tenha ditd antes qua ndo concordava com 6 ensino bilingue. Os pais
acabarfo, também, por compreender os factos, ndo lhes restando outra al-
ternativa sendo transferir os educandos para o ensino bilingue. Isto significa
que a liberdade de escolha é enganadora.

Comecei, no entanto, a frequentar as reunibes dos pais (PAC), as quais
me permitiram ir-me integrando nos problemas e objectivos do ensino
bilingue.

3-COMO VEJO O ENSINO BILINGUE,
' DEPOIS DE UM ANO DE PERMANENCIA NOS EUA

E inteiessante notar que poucas pessoas da comunidade sdo indife-
rentes ao ensino bilingue. Em geral, ou sdo fortemente contra ou fortemente

a favor. A maior parte delas, porém, ndo se encontrando suficientemente
informada, ndo faz a mais.pdlida ideia dos métodos nem dos objectivos do
ensino bilingue. E, muitas vezes, s30 estas as Unicas pessoas que aconselham
as que chagam. '

Q!
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Antes da existéncia do ensino bilingue, os estudantes chegados aos
EUA, vindos de outros pafses, tinham de assistir as aulas nas classes regulares.
Como todas ay cadeiras eram ministradas em Inglés, a maioria ndo entendia
absolutamente nada do que se passava nas aulas de Matemétiga, Ciéncias ou
qualquer outra. O choque e a frusta¢do que se seguiam eram inevitdveis.
No entanto, para iniciarem o estudo do Inglés, se tornava for¢oso acolegarem-

- s com criangas ¢~ 7 anos de idade, que também comecavam a aprender, o
que como consequencia, os fazia desinteressar-se do estudo. Os anos se iam
passando, verificando-se que os estud'antes que entrassem na escola com 13,
14 ou 15 anos, convencendo-se de que lhes seria impossivel compreender as
matérias, por serem minist-adas em Inglés, que ndo entendiam, acabavam
por desistir. Completando os 16 ancs de idade empregavam-se e, mesmo
recebendo o saldrio m‘nimo, para aquela idade representava uma paquena
fortuna, o que dava como resultado imediato abandonarzm de vez os estu-
dos, convencidos de que deles jd ndo frecisavam.

S30 inumeras os emigrantes que ndo estudaram devido ao facto acabado
de apontar. Pela vida fora ficaram sujeitos a todos os inconvenientes que uma
preparz,... deficiente acarreta. Outros, mais persistentes, quando aprendessem
o Inglds, recomegavam os seus estudos, mas quantos, s6 passados mais de
dezena de anos? Ainda se encontram muitos procurando melhorar a sua
educagdo mas agora a custa de quantos sacrificios?

A criagdo do ensino bilingue veio acabar com os problemas expostos,
permmndo ao jovem que chega, continuar os estudos que vinha fazendo na
sua lingua nativa, com introdu¢do progressiva do Inglés. Ao fim de trés anos,
em geral, j4 fluert= nesse idioma, poderd continuar os seus estudos nos cursos
an, .ricanos. Deste modo evitam-se ndo sé a descontinuidade na educacdo do
jovem como tambe .. 0 choque e a frustracdo, antes inevitdveis.

Para o.Caboverdiano, ern particular, representa ainda uma vantagem
bastante grar;de: a aprendizagem na sua lingua nativa (o Crioulo). Tenho
usado o Crioulo nas aulas em que s6 existem Caboverdianos. Nas em qi*-
existern Caboverdianos e Portugueses juntamente, a fim de cumprir o espi-
rito da lei bilingue, o ensino das diferentes matérias é feito nas duas linguas.

Nas minhas aulas, os alunos podem, em qualquer pcasié'o, expressar-se
ou escrever em Inglds, Caboverdiano ou Portugus. O estudante poderd,
deste modo, escolher a lingua em que tem maior facilidade em expor a matéria
em questdo. Tsnho reparado que a preferéncia varia conforme a indole do
curso ou conforme o aluno pretender falar ou escrever. E natural que parega
estranho uma liberdade tao grande na escolha da lingua mas repare-se, por
exemplo, que tenho classes de 20 alunos em que alguns sabem um pouco
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de Inglés; outros estdo a niciar a aprendizagem dessa Ifngua, quase todos
compreendem em maior ou menor grau o Portugués, embora o escrevam
muito mal, havendo aiguns que ndo o escrevem mesmo; e, finalmente, todos,
sem excepgdo, s3o fluentes em Crioulo mas n3o o escrevem.

Em face disso, qual sera a maneira de se saber se 0s alunos compreende-
ram uma licdo ou se estdo preparados num assunto respeitante a Geografia
Fisica ou 8 Matemdtica? A solugdo que tenho adoptado é permitir-lhes 0 uso
indiscriminado das trés linguas, tanto oral como escrita. Sob o ponto de vista
linguistico estard certo? E possivel que ndo. No entanto, para os objectivos do
bilingue, estou convencido de que o caminho estd correcto. O aluno nunca
se sente inibido ao expressar as suas ideias, 0 que ndo sucederia se eu exigisse
uma sd das trés Iinguas. Alias é curioso notar que todos querem ter a palavra.
Sente-se 0 progresso de dia para dia.

4-ELENCO DAS CADEIRAS NOS PAISES DE LINGUA PORTUGUESA

Durante muitos anos existiu uma relativa calma social em Portugal
e nas antigas colGnias portuguesas. Os principios culturais pareciam funcionar
suficientemente bem, de modo que as pessoas ndo encontravam muitas
razdes para discussdes filosdficas. Entretanto, comecou a guerra em Africa
€, depois de alguns anos, o povo portugués comegou a ficar cansado: os
filhos seguiam para a guerra com todas as consequ@ncias inerentes ou, em
alguns casos, os filhos abandonavam o pais para sempre, segundo muitos
pensavam, e a inflacdo galopante causava os seus efeitos perturbadores. A
calma social comegou a deteriorar-se e os velhos principios a serem postos

em causa. O processo de renovagao foi, no entan.., ‘ravado pela limitacdo
imposta pela velha filosofia, originando comportamento agressivo ou de-
fensivo entre os partiddrios das répidas mudancas e os oponentes a essas
mesmas mudancas.

Depois da revolugdo de 25 de Abril de 1974, que depuzera o governo
vigente, alguns princfpios, considerados sagrados e intocdveis durante muitos
anos, foram completamente banidos dum dia para o outro. Como é carac-
teristico dum periodo revoluciondrio, cs part.Jdrios das répidas mudangas,
pura e simplesmente, impuseram a sua nova filosofia. Devido & r2pidez e
ampiitude das alteragles levadas a efeito, muitas das quais em um pericdo
calmo s-riam uteis, foram mais tarde invalidadas. N3o 6 de estranhar, por-
tanto, que depois de Abril de 1974 até & data presente, muitas pequenas
reforma tenham feito reviver v tras que pouco antes haviam sido invalida-
das.
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No Ensino Mrnor e Elementar, houve algumas alteragoes profundas,
principalmente no primeiro. No Ensinb Secunddrio,as alteragdes foram muito
menores. O Ensino Pré-Primdrio continua, praticamente, a ndo existir.

No que respeita ao elenco das caderas, enquanto que nos EUA os
alunos dispbem de centenas de combina¢les relativas as matérias a estudar,
como veremos adiante, nos paises de Iingua portuiuesa dispdem apenas de
duas combinagdes no Ciclo Preparatério:

Portugués Desenho
Francés {ou Inglés) Musica
Matemdtica Rehgido

Ciéncias Naturais Educagdo Fisica;

de uma combinagdo no Curso Geral dos Liceus:

Portugués Matematica
Francés Fisico-Quimica
Inglés Geografia
Histéria Ciencias Naturais
Masica Desenho

Religido Educacdo Fisica;

e, de algumas no Ciclo Complementar dos Liceus, escolhidas entre asseguintes;

Portugués Matemadtica
Francés Fisica

inglés Quimica

Histéria Ciéncias Naturais
Grego Geografia

Latim Desenho

Alemdo

No Oltimo caso, os alunos tém duas cadeiras obrigatdrias e quatro
optativas.

Os alunos dr Ciclo Preparatério passam de ano se tiverem uma média
igual ou superior a 10/20 (equivalente ao C-). Repare-se, no entanto, que se
ficarem reprovados, tém que repetir todas as cadeiras, mesmo aquela\s‘em que
tenham sido excelentes. No Curso Geral, o'\de as cadeiras estdo divididas em
duas secgdes {Ciéncias e Letras), sucede 0 mesmo em cada secgdo. Isto fi-
gnifica que o aluno poderd ser aprovado em metade das cadeiras e ser re-
provado noutra metade. Perderd um ano, mas bastar-ihe-a repetir uma sec-
¢do.
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No Curso Complementar a aorovagdo é por cadeiras. A reprovagio
numa cadeira apenas implica a perda de um ano, mas o aiuno s repetird a
cadeira ou as cadeiras em que ndo teve aprovagdo.

Quase todos os alunos com mais de 13 anos tém j4 alguns anos de
estudo em Portugues, rrances, Inglés, Histéria. Matematica, Fisica, Quimica,
Geografia, Ciéncias Naturais e Desenho,

No¢ EUA as cadeiras sdo yyase todes optativas.

Os alunos do program:' bilingue que escolherem as cadeiras que jd
tinham no seu pais de origem, tém nelas, a maior parte das vezes, uma vivéncia
tdo grande que, sem se esforcarem absolutamente nada fora das aulas, conse- .
guem ser bons alunos. Por esta razdo, ouve-se dizer com frequéncia que certos
alunos, que eram mediocres e ndo gostavam de estudar, ao chegarem aos EUA
se tornaram alunos excalentes. A maior parte das vezes isto é um engano: o
que sucede é que esses alunos estdo a estudar matérias que ja ouviram vdrias
vezes, e, logicamente, sobressaem em relagio aos outros que estudam o
assunto pela primeira vez. Este facto pode, no entanto, ter um aspecto pre-
judicial para os alunos que se convencem de que poderdo continuar a ser
bons estudantes ouvindo apenas o que se passa nas aulas. Mais tarde, ao °
prosseguirem os estudos com matérias novas ou ao ingressarem na Univer-
sidade, ressentem-se deste estado de coisas, como é natural.

5-0 TAMANHO DOS EDIFICIOS ESCOLARES, AS AULAS
DE ESTUDO E A DISCIPLINA

O tamanho dos edificios escolares e a disciplina astdo interligados.

ne referir a um conjunto e edificios formando uma grande escola que

cul i com bastante pormenor, antes de vir trabalhar nas Escolas Publicas

de Bu.ton, e que mostra muito bem a verdade da afirmagdo acima referida.

O edificio tem quatro casas, com um coro contral. H§ inGmeras

portas de ligacdo que permitem aos alunos passar de casa para casa ou de
andar para andar.

Durante o dia, muitos estudantes tém aulas de estudo, as quais, em
principio, deviam ser utilizadas para fazerem os trabalhos passados pelo pro-
fessor ou estudarem. Na realudade porém, s6 uma pequena e insignificante
percentagem de estudantes usa "as aulas de estudo com esta finalidade, pois,
normalmente, o que %e verifica é que esses periodos sio usados unicamente
para conversar. Grande nimero de alunos pede autoriza¢do para ir aos quar-
tos de banho ou aos armdrios individuais que lhes s§o destinados para guar-
darem os livros e os casacos. Podendo o I fessor rescusar o segundo pedido,
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mas n3o podendo nunca recusar O primeiro, mMuitos estudantes se apro-
veitam desta peculariedade e vdo passear, desnecessariamente pelos corredores,
fazendo toda a casta de barulho e incomodando os outros estudantes nas
suas aulas. Estes, chamados de fora, acabam também por pedir autorizacdo
para sairem, indo encontrar-se com os colegas.

Em wirtude desta situagdo intolerdve!, para se obter siléncio e haver
melhor clima de trabalho, a administragdo «a stribui aos professores tempos
para estarem nos corredores verificando os passes dos alunos. Os que tém
passe poderdo Circular; ao passo que os outros, por ndo estarem autorizados,
fogem da 4rea onde estd o professor. Os que forem apanhados, em geral nas
escadas ou ao virar um corredor, sdo levados @ presenga do administrador
(vice-reitor) da casa em questdo. Nessas ocasides, muitas vezes o professor é
insultado ou ameagado de estragos nNo seu carro, ameaga que frequentemente
se concretiza.

O grande nimero de estudantes nos corredores permite, com a maior
das facilidades, a penetragdo de pessoas estranhas no edificio, devido ao facto
de todas as portas se abrirem para fora para a defesa em caso de incéndio.
O estudante legal transfere o seu passe para o ilegal. Se for apanhado, entre-
tanto, justifica-se facilmente dizendo que o perdeu. Entretanto essas pes-
soas estranhas ficam com o campo livre para as suas actividades escuras.

Em conclusio, em complexos tdo grandes, as aulas de estudo se
tornam desnecessarias porquanto somente criam indisciplina.

As escolas donde provém os alunos de lingua portuguesa, na sua
grande percentagem, tém um numero de alunos bastante pequeno. Deste
modo, os alunos e os professores se conhecem bem. o gue lhes permite esta-
belecer, entre si, boas relagdes de amizade. Basta a presenca c'o professor
para que os vigilantes ndo sejam necessdrios. Neste caso, o professor ¢ digni-
ficado ao passo que, no caso hd pouco referido, acontece precisamente 0
contrdrio.

No caso da escola ter uma populagio muito grande, alguns alunos
aproveitam o facto de serem incdgnitos para reagirem de forma anormal,
criando inimeros problemas disciplinares. :

Os alunos do bilingue depressa passam a ter a psicologia da «multi-
dion». N3o estranho o facto, pois tenho visto grupos de pessoas muito res-
ponsdveis, de procedimento irrepreensivel, quando isoladamente, as quais,
em grandes grupos, se comportam como criancas. De qualquer maneira, o
procedimento dos alur.os do bilingue Portuguds-Caboverdiano/inglés, com-
parado com a média,é louvdvel.

Q
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A conclurr, parece-me que seria preferivel fazer funcionar 6 escolas
de 500 alunos, por exemplo, em vez de uma de 3000 Além de melhorar o
problema disciplinar, teria muitas outras vantagens: melhor prepara¢do aca-
démica, participacdo mais efectiva dos pais, possibilidade da grande maioria
dos alunos poder deslocarse a pé Para a escola por se tornar possivel a dis-
persdo das escolas por diversas dreas o que, inclusivamente, diminuiria grande-
mente O custo dos transportes.

6-MADISON PARK HIGH SCHOOL

Vou-me referir com certo pormenor a um Liceu de Boston para
servir de exemplo do sistema que os estudantes bilingues vém encontrar.

Madison Park High School é o mais novo e moderno Liceu de Boston.
Os seus seis edificios com terragos, lojas, campos de ténis e campos de jogos
ocupam varios acres de terra. Os dois maiores edificios académicos contém
salas de aula, biblioteca, centro de communicagao (jornal, rddic, televisio).
centro de ocupagdo educacional, vérios refeitérios e um teatro. Os outros
edificios tém laboratérios, divisdo de musica, salas para arte e industria, virios
gindsios e piscinas.

Embora sela um grande edificio, os inconvenientes de «multiddo»
antes referidos, foram amenizados numa Proporgdo bastante grande. N3o
existem as malfadadas e inGteis aulas de estudo e os alunos nao passeiam
pelos corredores. Logo que comeca cada penbdo de aula,as portas de comuni-
cacdo sdo fechadas, podendo por elas passar apenas os alunos com um passe
assinado pelo professor. Mesmo os quartos de banho sdo fechados e ~s alunos
s0 os podem utilizar desde que tragam também uma autorizagdo escrita
pelo professor.

O elenco das cadeiras que a sequir indicamos d4 ideia das centenas de
combinacdes possiveis de que os estudantes bilingues passam, repentinamente,
a dispor. O plano refere-se ao ano de 1978/79 e consiste do seguinte:

ENGLISH

Shakespeare Informational Eng.
Poetry Reading For Enjoy
Science Fiction Black Literature
Man Threatened Drama

Female Experience Short Story
Writing Workshop Horror in Lit.

Film Criticism Mythclogy




Stranger Than Fiction

SPECIAL PROGRAMS
American Honors
British Honors
Humanties

Theater Arts |

Theater Arts |1

Theater Arts I1f
Technical Theater

ENGLISH AS A SECOND LANGUAGE

ES.L.| Hisp
ES.L.IC.V. Port.
E.S.L. Il Hisp
ES.L. 11 C.V. /Port.

" HISTORY

U.S. History

U.S. History Adv.
Hist-Estados Unidos Hisp
Hist-Estados Unidos C.V.
Dictators / Pres.
Psychology |

Psychology 11

Boston Neighborhoods

Hist /Cult. Lat. Amer. Hisp.

FOREIGN LANGUAGE
Life in different Lands
Spanish {

Conversational Spanish

Spanish 11

Spanish |1 Adv.
- Espanol 11 Hisp.
Spanish 11 ¢
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College Board Prep.
Amer. Indian Exp.

Intro Teatro Hisp.
Intro Teatro C.V.
Teatro Avanzado Hisp
Teatro Avangado C.V.
Intro to Media
Media &Comm 11
Media & Comm I
Photography

E.S:L. Mixed

ES.L. Il Hisp
ES.L.II1 C.V. /Port.
E.S.L. IV Mixed
ES.L. V Mixed

Current Events
Government

You % ThelLaw

Civica

Sucesos Del Dia

Prob. Of Amer. Soc.
Ethnic Studies

20th Century Europe
Hist /Cult. Cabo Verde

Life in French Speaking Lands
French |

Conversational French

Franch ||

French |1 Adv.

French |11

French |V

25,
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Espanol |1 Hisp.
Spanish |V
Espaiiol |V Hisp.

MATHEMATICS
Calculator Math
Math Bésica Hisp.
Math Bé4sica C.V.
Career |

Career 11

Consumer Math
Consumer Math Adv.

Math Consumidor Hisp.

Math Consumidor C.V.
College Review Math
. Adv. College Math

SCIENCE

Ciencia / Tierra Hisp.
Ciencia /TerraC.V.
Biology

Biologica Hisp.
Biology C. V. /Port.
Physics

BUSINESS
Recordkeeping
Bookkeeping |
Bookkeeping |1
Personal Typing
Typing |
Typing | PT
Typing 11
Typing 111
Shorthand |
Shrt. 11 Transcrp.

German |

German Il .
Portuguese I11 C.V.
Italian |

Algebra | |
Algebra | Hisp.
Algebra | C.V.
Aigebra 1|

Algebra Il Adv.
Algebra |1 C.V.
Geometry
Geometry Adv.
Geometria C.V.
Trigonometry
Computer Science |
Computer Science |1

Chemistry

I1s Physical Sci.
Anatomy
Marine Study
Plants

Medical Career
Indep. Sci / Eng.

Office Practice |
Office Practice ||
Business Law
Consumer Education
Effective Bus. Comm.
Speedwriting
Merchandising |
Merchandising ||
Merchandising Co-Op
Distributive Ed.

0
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Office Practice |

MUSIC

Theory |

Theory |11

Theory 111

Music Theater
Survey of Music
Ethnic Mysic
Music & The Stage
World Cult. Music
Perc. Tech |

Perc. Tech |1
Perc. Ensemble
Bell Choir |

Bell Choir I}
Class Piano |
Intermediate Piano
Class Piano 11
Advanced Pi=no
Master Keyboard
Woodwnd Tech |
Woodwnd Tech ||

PHYSICAL EDUCATION

Phys. Ed. reg. prog.

INC USTRIAL ARTS

Dr- fting |
Drafting Il
Drafting 111
" Electricity |
Electricity 11

ART
Art Exploration
Ceramic / Sculpture

Simulated Office
Bi-Ling Distrib Ed

Brswnd Tech |
Brswnd Tech Il
Wind Ensemble
Guitar |

Guitar Il

Guitar 111

Electronic Music |
Electronic Music |4
Violin, Viola, Cello |
Violin, Viola, Cello Il
Contra Bass

Electric Bass | -
Electric Bass ||
Orchestra

Stage Band
Beginning Band
Concert Band
General Chorus
Swing Choir
Modern Choir

Phys. Ed. spec. prog.

Graphic Arts |
Graphic Arts 11
Power Mechanics |
Power Mechanics ||
Woodworking |
Woodworking 11

Phciography
Printmaking
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Design
Drawing

HOME ECONOMICS
Basic Clothing
Creative Clothing
Creative Costume
Designer Workshop
Family Living

Indep. Living
Wonmens Studies

FLEXIBLE CAMPUS PROGRAMS
Prev.-Voc. Health Careers

Health Aide

Hospital Assistant

Commercial Foods

Restaurant Mngmt.

Fashion Arts

Clthng. Const./ Power Stitch

TRADE
Woodworking
Carpentry
Plumbing
Electronics

Water Color Technique
Art Major

Chiid Study |
Child Study I

Int. Dec. Il

Basic Foods
Advanced Foods
Creative Cuisine
Comm. Food Serv.

Custom Dressmkg./ Tailoring
Cosmetology

Medical Secretary

Bingl. Nurse Assistant

Bingl. Food Serv. Wrkr.
Bingl. Cosmetology

Bingl. Business Careers

Sheet Metal
Printing
Machine Shop
Painting

Auto Repair

—Para a graduagdo, os alunos precisam satisfazer as se-

guintes exigéncias:

—Ingl8s-Ter um semestre em cada ano. Completar 8
semestres entre os graus 9 e 12.

—Estudos sociais-Ter Histéria Mundial no 9 grau. Ter
10.0 pontos em Histéria, incluindo Histéria dos Estados

Unidos.

—Matemética-Ter o 9°grau. Ter 10.0 pontos.

—Ciéncias-Ter 10.0 pontos.

—Educacdo Fisica-Ter 3 anos de Educagdo Fisica e obter

3.0 pontos.




—~Saude-Ser aprovado.

—Para passar de ano os alunos precisam ter os seguintes
pontos:

~Do primeiro ano (90 grau) para o segundo ano {10°
grau)-18 pontos.

—Do segundo ano para o tercewro ano (11° grau)-42
pontos.

~Do Terceiro ano para o quarto ano (12° grau) -65
pontos.

—Para a graduagdo-90 pontos e cumprir os cursos obriga-
torios.

—Os estudantes que querem continuar os seus estudos
na Universidade dever preparar-se nos sequintes cursos:

—Segunda lingua-2 anos

—Algebra l e 11-2 anos

—Geometria-1 ano

—Cidncias-Quimica, Fisica (Se vai continuar a estudar
Ciéncias).

7-PROFESSORES SUBSTITUTOS

Os protessores substitutos formam outra peca da maquina educa-
tiva que os estudantes bilingues de lingua portuguesa encontram pela primeira
vez na América.

E Interessante um artigo de Gloria Stashower na revista «School
Management»: is there a substitute for substitutes?, Abril de 1974, p4ginas
24 e 26.0 artigo comega por apresentar 0s pontos de vista das diferentes
pessoas envolvidas no processo:

«The parents’ view: «Where did you go? School. What did you do?
Nothing. We had a substituten. ’

The teacher's view: «Well, there goes the last contigency lesson
plany».

The administration view: «$34 a day for a baby sitter I»

The students view: «Can we go to the library? Substitutes always
let us go to the library».

The substitute’s view: « At last, three o’clock. I’ll take two aspirins
and pray the phone won’t ring in the morningy.
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A utilizagdo dos professores substitutos serd desejdvel? Os pro-
fessores substitutos ndo deviam existir a ndo ser na educagio de adultos
(normaimente em aulas nocturnas) ou em ausdncias prolongadas dos pro-
fessores efectivos. )

Na realidade: . .

a)-O substituto é mal recebidc pelos estudantes e com totai desin-
teresse para a sua exposi¢cdo. Procuram transformar a aula em brincadeira.

b)-A maior parte das vezes a especialidade do professor substituto
ndo coincide com a do professor efectivo e, entdo,a aula é transformada em
aula de estudo. Mais uma a somar ds outras e ccnsequente aumento NOS
corredores da populagdo dos que nada fazem e procuram levar os que fazem
alguma coisa a ndo fazer nada também.

Em virtude do exposto, como poderiam ser resolvidos os problemas
das ausdncias dos professores efectivos? Distribuindo aos estudantes outras
actividades conforme as suas preferdncias: biblioteca, gindstica, futebol,
filmes, etc.

Em auséncias prolongadas, jd se justificaria um professor substituto,
mas experiente na drea em questdo. Pelo facto de ndo vir ser professor
apenas por umas horas e ser especialista, seria recebido pelos alunos de ma-
neira muito diferente.
8-CONSELHEIRO ’

Os estudantes de lingua protuguesa ndo tém conselheiros nos seus
diferentes paises de origem. No sistema escolar dos EUA,a sua existéncia é*
imprescindivel. Note-se, no entanto, que o conselheiro pode ser.bastante
prejudicial aos estudantes bilingues se ele ndo estiver devidamente elucidado
no que diz respeitd a certos pormenores da comunidade a que pertencem
esses alunos. No caso particular dos estudantes do programa bilingue Portu-
gués-Caboverdiano/ Inglés, vejamos o que sucede:

E dado aos pais grandes poderes de decisio na definigdo dos estudos
a serem feitos pelos filhos. Sucede, porém, que é de tradigdo os pais pen
que os professores fazem sempre o que melhor convém aos filhos. Sendo
assim, ddo carta branca aos educadores para exercerem as suas fun¢des (no
caso do bilingue aos professores e ao conselheiro, mas, praticamente, apenas
ao conselheiro). ‘

Se o conselheiro estiver devidamente informado da maneira de ser
dos pais, fica com uma responsabilidade muito grande, pois, se permitir aos
alunos a definicdo dos respectivos curriculuns e, mais tarde, a livre troca das
cadeiras, torna-se Unico respnnsdvel pelo grande nimero de graduados do
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Liceu que fica sem preparagio para continuar ¢s estudos ou para exercer
qualquer actividade que njo sejam aquelas que pcdem ser exercidas por
pessoas que ndo tém estudos nenhuns.

" Os pais deviam, portanto, ser devidamente elucidados de que podem
desempenhcr um papel bastante importante na educagdo escolar dos filhos e,
em particular, na definicdo das matérias a estudar. Deve ser-lhes dado conhe-
cimento da grande diversidade de opgdes que estd a disposicdo dos filhos, de
modo a que estes possam desenvolver convenientemente as suas aptiddes.

Nc caso dos que aparentemente se desinteressam, o papel de pai
devua ser desempenhado pelo conselheiro, pois o desmteresse acabado de re-
ferir, como j4 dissemos atras, ndo existe na realidade. Alguns pais, uns por
ndo terem estudado e outros por conhecerem a finalidade do conselheiro,
pensam que este desempenhard melhor as suas fungdes sem a sombra pertur-
badora dos pais. Em conclusio, o conselheiro tem que ter bem presente
todos estes factos.

A meu ver, dentro do programa bilingue Portugués-Caboverdiano/

* Inglés devia haver um conselho de professores trabalhando conjuntamente
com o conselheiro. Alids é esta a situagdo que Os pais julgam existir, a qual
ocasiona 0 seu aparente desinteresse. Os pais costumam ser criticados pelo
seu absentismo, mas, repetimos, na maior parte dos casos, isso é fruto da

+absoluta confianga que tém na orientagdo dos professores e do conselheiro.

Tem-se, pois, de mentalizar os pais para a realidade que a lei |hes
confere, ou os educadores terfo de ser dignos da confianca que neles se
deposita. Tem-se de evitar o ciclo vicioso da escola ndo se preocupar dema-
siado com certos problemas dos alunos, pensando que os pais os resolverdo
convenientemente; e oS pais a N0 se preocuparem Com 0S mesmos problemas,
por pensarem que é da escola que sairdo as melhores solu¢des. Entretanto, as
principais vitimas deste ciclo vicioso vdo sendo os filhos, que acabam por
decidir eles préprios, com a agravante de grande percentagem tender a ir
para o oportunismo e facilitismo que, como consequéncia, gera nio sé um
diploma que nada vale e, sendo também, mais tarde, uma vida profissional
bastante dificit.

Fiquei bastante surpreendido por njo ter encontrado em todas as
grandes escolas, ou, pelo menos, em grupos de escolas, centros de orientagdo
académica e profissional, tirando proveitc da estatistica e computacdo. E
incompreensivel esta situagio num pais com uma técnica tio evoluida e com
uma populacdo estudantil tdo grande, a necessitar desses servi¢os. £ possivel -
que se possa pensar que. 0s centros iriam entrar em conflito com alguns
principios filosdficos da Escola Americana, mas bastava que os centros fossem
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apenas informativos e ndo deliberativos para que houvesse harmonia total.

9-0 PROBLEMA DA DEFINIGAO DO NIVEL INICIAL DO ESTUDANTE
BILINGUE

Os estudantes sdo colocados em .niveis proporcionais as suas idades.

Tenho encontrado alunos para os quais este critério tem sido muito nocivo.

' Certos alunos, pelos estudos feitos nos seus paises, deviam ser coloca-
dos no 7°grau, por exemplo, mas, pela idade, sio colocados no 10° grau.
Tanto os alunos como os pais ficam, inicialmente, bastante satisfeitos com o
facto. No entanto, é sol de pouca dura, pois, colocar o aluno naquele nivel,
4 compardvel a ter-se uma casa apenas com o primeiro andar construido e
prentender-se prosseguir a construcdo, saltando-se para o quarto andar. €
evidente que este andar nio se seguraria, e geral, e quando se segurasse
ndo permitiria a construcdo de mais nenhum andar. Quando caisse, apresen-
taria a agravante de estragar o andar jé construido. E precisamente esia a
imagem do que acontece com esses alunos. Convencc n-se de que sio intelec-
tualmente deficientes e como a sua idade Ihes permite arranjar emprego,
acabam por desistir dos estudos. A causa deste facto é njo se ter estudado
o aluno co.venientemente de forma a colocd-lo no grau correcto.

Ndo nos podemos esquecer, no ertanto, que os alunos de 15 ou 16
anos, por exemplo, que tivessem de comecar ao nivel do Ensino Preparatério,
iriam ter colegas muito mais novos. Tinha-se, portanto, de fazer um arranjo
especial de modo a evitar esta situacdo que seria prejudicial para todos eles.

10-C NIVEL DE APRENDIZAGEM NAS ESCOLAS SECUNDARIAS
PUBLICAS

Comparando o nivel de aprendizagem dos estudantes nas escolas
puablicas americanas com as dos paises de lingua portuguesa, 0s-paises europeus
ou da américa latina, que sio os que conhego com certo pormenor, chego a
conclusdo de que, em estudantes da mesma idade, a preparagdo dos estudantas
nos EUA ¢ inferior 4 dos segundos. A meu ver, uma das causas do facto
acabado de referir reside,em primeiro lugar, na total liberdade de escolha de
cadeiras que existe nas escolas publicas americanas e, em segundo lugar, na
facilidade de trocar cadeiras ao longo do ano. Parece-me que a preparagdo
melhoraria imer.no se fosse oferecido aos estudantes ndo um grande lote de
cadeiras isoladas mas sim conjuntos de cadeiras para a preparacdo dos alunos
para uma determinada carreira académica ou profissional. .

O estudante poderia escolher um grupo, mas escolhido este, ficaria
obrigado as cadeiras pertencentes ao grupo, assim COmo a0 seu arranjo ao
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longo do tempo, podendo haver opgbes em maior ou menor nimero. Esta
situacdo tem a vantagem de ndo permitir ao aluno estar constantemente a
trocar caderras, muitas vezes & procura daquela que dd menos trabalho.
Outras ezes, em vez dos alunos se esforcarem e deste modo dominar a
matéria, preferem resolver as dificuldades pondo a matéria de lado e exper:-
mentar outra.

A minha actividade académica e profissionai, desde os 17 anos, tem
§iGv sempre a volta da matemdtica, mas, se tivesse tido, quando estudante, o
sistema que acabo de referir, com a idade de '3 anos teria deixado de estudar
matematica, pois foi a cadeira que me deu problemas naquela altura. Hoje em
dia seria considerardo uma negacdo em matemdtica e certamente nem saberia
resolver uma inequagdo do 1° grau.

As razdes da troca podem ser as mars diversas: ngn gostar da cara do
professor ou este ndo deixar brincar na aula, a cadeira exigir bastante traba-
Iho, etc. Num abrir e fechar de olhos a cadeira pode ser trocada por outra que
julgam ndo ter os inconvenientes da znterior.

O sistema ¢, portanto, uma faca de dois gumes: permite uma liberdade
imensa na escolha inicial das matérias e alteragdo durante o ano, mas, por
outro lado, permite o oportunismo dos que querem o caminho mais curto 3
custa duma preparagdo deficiente. O sistema, por permitir a «ler do menor
esforcon, faz com que fique adormecido o acréscimo de forca que, nestas
idades jovens, seria suficiente para fazer flonr um génio ou deixd-lo para
sempre na escuriddo. Infelizmente os alunos dc bilingue habituam-se muito
depressa as trocas.

Em conjugag¢do com o €xposto, parece-me que 0s programas deviam
ser graduados de acordo com a dade. N3o posso entender como é possivel
aos estudantes terem simultaneamer: :e uma cadeira elementar de Matemdtica e
ocadeiras como Quimica e Biologia apresentadas com um nivel completamente
diferente, acessivel apenas a aluros dos Gitimos anos. Devia existir uma
Quimica, Fisica e Biologia adaptadas as idades mais jovens do Liceu. e as
existentes s6 poderem ser tiradas nos Gitimos anos. Deste modo seria evitado
que muitos alunos saissem do Liceu desconhecendo certos assuntos impres-
cindiveis nos dias de hoje. E inconcebivel, por exemplo, que um aluno diplo-
mado do Liceu ndo saiba que a forga é o produto da massa pela acelera¢do
€ ndo saiba as consequéncias da inércia com a agravante de virem a fazer a
vida num pais em que quase todas as pessoas conduzem um automével. Nao
compreendo como € possivel, num mundo virado para a técnica, desconhecer
a existéncia das reacgdes quimicas, a fotosintese, etc.
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11-LIVROS DE TEXTO

For uma auténtica revelagdio para mim a enorme quantidade de
livros de texto excepcionais existentes na América. Dentro da Matemdtica,
em particular, abundam livros muito bons para todos os nfveis do ensino
secundario. No ensino universitario tive oportunidade de constatar o mesmo. No
entanto, as publicagdes de Matematica, em Portugués, para os alunos de ensino
bilingue, praticamente ndo existem Parece-me que seria bastanteutila publica-
¢30, em Portugugs, de livros de Matemdtica Basica, Algebral e I, Trigonometria e
Geometria, sem falar noutros. Certas pessoas tém tentado usar os livros
das escolas de lingua portuguesa, mas os programas, as orienta¢ies € 0S niveis
sio completamente diferentes. Os livros de Matemdtica tém que acompanhar
de perto os do curso regular, pois em qualquer altura os alunos podem fazer
a transigdo do bilingue para o curso regular. Nao pode, pois, haver desconti-
nuidade, sob pena de pdr em cheque o proprio programa bilingue.

No campo da Biologia e da Quimica os livros sdo demasiado complexos
para a 1dade dos jovens. Parece-me que devia existir Biologia 1 e Quimica | mais
acessivers que a Biologia e Quimica agora existentes quepassariam a ser Biologia
Il e Qufmica Il Deste modo, os alunos ja poderiam criar gosto por estas matérias,
impressindiveis para quem quer seguir uma série de cursos na Universidade.

12.ENSINO OBRIGATORIO E GRATUITO

O ensino no Liceu é obrigatério e totalmente gratuitc nos EUA.
Embora o Liceu nos paises de origem dos estudantes bilingues seja obriga-
tério e gratuito até certa idade, a obrigatoriedade ndo conduz a Juase nada
pois hd imensos estudantes que ndo vdo 4 escola e tanto eles como 0s pais
ndo s§o chamados & responsabilidade por esta falta. Ja tal ndo sucede nos EU
onde a obrigatoriedade ndo s6 é mais extensa em anos COmMo também esta-
belece penas severas para os que ndo a cumprem.

Os dois sistemas, no entanto, conduzem a duas situagdes discipli-
nares completamente diferentes. Nos paises de Iingua portuguesa o ensino,
na pratica, ndo é obrigatério, como dissemos atras, mas, se um aluno ndo
tiver procedimento correcto, pode ser suspenso, 0 que é bastante grave, pois
acarreta facilmente a reprovagio do aluno. A perda de um ano na vida acadé-
mica é duma grande 1mportancia como veremos adiante.

No caso dos EU a suspensdo é, muitas vezes, de trés dias. Se for
exigida a presenca do pa: para que o filho seja admitido, isto vai acarretar a
perda de um dia de trabalho do pai. Afinal o castigado passa a ser o pai.
Alguns alunos até ficam satisfeitos de estar trés dias em casa, que podem
aprovertar vendo filmes na televisdo. Se o aluno for um prevaricador sistemd-
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tico, ndo se importa nada com o castigo.

O ensino universitdr.» ndo é obrigatério nem gratuito nos EU. Pelo
contrdrio, é extraordinariamente caro. Considerando uma média de 4000
dolares por ano de propinas e comparande com o que se paga nos paises de
lingua ;g'wguesa, aproximadamente 100 ddlares por ano, vemos que aqui
a situagdo’ é praticamente inversa 4 que se verifica no ensino secunddrio.

Nos paises de Ifngua portuguesa, a perda de um ano no Liceu ou na
Universidade significa mais um ano a necessitar da mensalidade dos pais e
mais um ano de atraso da sua independéncia econdmica, visto comegar
também a trabalhar com o atraso de um ano. Os estudantes muito dificil-
mente conseguem ter empregos antes de diplomados e os poucos que o
conseguem sd0 muito mal remunerados. Logo hd pressa em acabar o curso,
por razées econdmicas.

Nos EUA, os alunos ainda no Liceu conseguem ter empregos, sendo
alguns bastante razodvels. A Universidade, em grande nimero de casos, é
paga pelo préprio estudante. A perda de um ano ndo significa o atraso de um
ano em obter a independéncia econémica ou cxigir dos pais mais um ano de
sacrificio.

A possibilidade de ter empregos ainda como estudante do Liceu
representa, muitas vezes, uma ajuda importantissima para certas familias
mas pode ter também um aspecto negativo, pois é um convite para colocar
os estudos em segundo plano. Depois dos 16 anos a preocupagao de muitos
é co:nprar um carro para passear, mostrar aos amigos, sair com as namoradas
aos fins de semana, tirar fotografias para mandar aos amigos que ficaram nos
paises de origem. Em contrapartida, o carro exige gasolina, seguro, conserva-
¢do, etc. O estudante torna-se assim escravo do carro. Em primeiro lugar fica
0 trabalho, pois o carro estd a exigi-lo; em segundo lugar ficam os estudos.
Depois do trabalho, o corpo estd cansado e o espirito preocupado com um
grande nimero de problemas: trabalho, prestacdes a pagar, automével, fim
de semana que passou, fim de semana que estd a chegar, escolha dos canais
de televisdo a usar em cada momento livre até & hora de dormir. O estudo
em casa fica esquecido Grande percentagem de alunos limita-se a assistir
as aulas, apenas! Alguns ndo assistem a todas as aulas. S3o autorizados a
sair mais cedo para irem para o trabalho. Os livros ficam, em geral, no Liceu.
Para qué levé-los para casa?

No que respeita ao ensino universitdrio nos EU, tenho notado da
parte de certos alunos uma espantosa falta de preparacio para poderem
compreender certas matérias. Fiquei . - bastante curiosidade de saber
0 que vird acontecer a esse tipo de alunos.




A seleccdo é praticamente natural O comboio é apanhado livremente,
mas é tambem abandonado com a mesma facilidade A selecgdo comega no
Liceu e continua na Unwersidade

13-ELABORAGCAO DO PROGRAMA DA CADEIRA DE CULTURA
CABOVERDIANA

Cs estudantes de qualquer programa bilingue tém, além doutras, uma
caderra obrigatoria de Histona e Cultura do seu pais Relativamente aos
alunos Caboverdianos levantase o problema da elaboragdo do programa de
tal cadeira O assunto é bastante controverso e esta ainda por ser defimido.
Hé um conjunto de factores e argumentos que tornam o problema dificil de
ser resolvido. Veremos a seguir alguns deles:

1-Grande numero de Caboverdianos se consideram africanos,
enguanto outros se colocam na posigdo completamente oposta por se conside-
rarem europeus. Os segundos, por exemplo, recusam o batuque e incluem a
mazurca no estudo da Cuitura Caboverdiana.

2-Os estudantes que tém chegado aos EUA, com raras excepedes, ou
tiveram Portugal como ultima residéncia ou por | passaram para aguardarem
o visto e depois embarcarem. Neste uitimo caso também residiram um espago
de tempo em Portugal. Ao ser-lhes perguntado donde vém, repetem 0 que
escreveram nyma grande quantidade de impressos, na Embaixada Americana,
no aeroporto de Lisboa e no aeroporto de destino: origem-Portugal, destino-
EUA. Isto leva as pessoas a concluir, naturalmente, que a lingua nativa e
cultura sdo Portuguesas. Este facto tem orginado confusdo até nos hospitais.
Depois de preencherem o impresso de admissdo, a administragdo chama um
intérprete em Portugués. Este muitas vezes é Caboverdiano hd muitos anos
radicado nos EUA ou filho de Caboverdiano. Em qualquer dos casos, é
fluente em Crioulo, mas o Portugués é muito limitado. O doente, por sua
vez, pode ndo ser fluente em Portugués e, entdc, a comunicagdo ¢ bastante
complicada. No entanto, acabam sempre por descobrir que sdo ambos
Caboverdianos e, a partir deste momento, o endendimento passa a fazer-se
normaimentg mas em Crioulo.

3-Segundo relato do jornal «Tchuba», num artigo bastante informa-
to e interessante {Mass CV Bilingual Ed, Report Card on Bilingual education,
vol. 111, nd), em certas cidades os estudantes Caboverdianos sdo considerados
de lingua portuguesa de modo que ndo Ihes é fornecido o enstno na sua lingu.
nativa. Crioulo. O curioso é que embora sendo contrdrio aos princfbios da lei
bilingue, esta posigdo é faciimente defendida: depois da independéncia, foi
adoptada, em Cabo Verde, a Lingua Portuguesa como Ifngua oficial. Assim,
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os estudantes comegam os estudos, em Cabo Verde, sempre em Portugueés.
Entdo por que ndo continuar os estudos na Aménica em Portugues? E este o
argumento apresentado por muitas pe’ oas

. 4Chegam ao bilingue estudantes de Portugal, Cabo Verde, Guiné,
Angol3, Mocambique, S. Tome e Senegal. H4 a tendéncia em considerar 7
comunidades diferentes e, portanto, pensar-se no estabelecimento de sete
cadeiras de cultura.

Para o zaso de Boston, estes estudantes na sua quase totalidade ou
sdo Portugueses ou Caboverdianos {ou filhos de Caboverdianos). Embora
vindos de outros paises, a lingua e cultura caboverdiana ndo se perde mesmo
para alguns que tenham estado pouco tempo em Cabo Verde. Para estas 7
hipotéticas comunidades bastam 2 programas (Portugués € Caboverdiano) para
cobrir quase todos os estudantes.

Em relagdo aos filhos de Caboverdianos que ndo nasceram em Cabo
Verde nem nunca |a estiveram, tenho encontrado casos de fluéncia em Criou-
lo bastante interessantes. Estas pessoas ndo sd falam o Crioulo como qual-
quer Caboverdiano, como estdo completamente dentro dos problemas cultu-
rais Caboverdianos interessando-se por eles, mais do que a média dos Cabo-
verdianos. Tém orgulho da lingua que falam e dessa cultura.

Um caso ainda mais Interessante é o de um Caboverdiano que
reside em Lakeville, nascido na América, que ndo conhece Cabo Verde e, no
entanto, é fluente em Crioulo, com a particularidade de falar, quando quer,
com o sotaque caracteristico da Brava ou de S. Tiago ou S. Nicolau, como se
fosse .atural daquelas ilhas. >

Em face do exposto em 1, 2, 3, e 4 dizia-me hd dias um responsdvel
pelo ensino que, ao falar com um novo Caboverdiano, acabava por ficar
sempre mais confuso no que diz respeito 3 defini¢gdo da comunidade. Diz
que jd ndo percebe se o Caboverdiano €é africano ou europeu, de Lingua
Portuguesa ou Caboverdiana e, em qualquer das hipdteses, qual devera ser o
programa da cadeira de Cultura Caboverdiana.

Nao quero deixar de dar também a minha opinido sobre tdo contro-
versos assuntos. A meu ver o Caboverdiano ndo é africano nem europeu: é
Caboverdiano. Quanto & lingua, para efeitos do ensino bilingue o Cabover-
diano 6 deve ser considerado de Lingua Portuguesa quando realmente for
fluente nela. No restante dos casos deve ser considerado de Lingua Cabover-
diana em que todos, sem excep¢do, sdo fluentes. Recusar-lhes, portanto, o
programa na sua lingua nativa com o argumento de que sio de Lingua Portu-
guesa estd errado para todos os que ndo sio fluentes em Fortugu8s.

Quanto ao programa de Cultura Caboverdiana, qualquer que ele
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vier a ser sera sempre contestado por uma parte da comunidade. Por 1sso, a
meu ver, todos os educadores Caboverdianos deviam ser reunidos juptamente
com representantes da comunidade e, munidos de tudo o que estd escrito e do
que poderd vir a ser fornecido por Cabo Verde elaborar-se o Curso de Cultura
Caboverdiana. Este curso poderia ser vdlido por trés anos, por exemplo, e, a0
fim deste tempo, poderia ser novamente apreciado para ser elaborado um
novo texto, atendendo as criticas feitas e ao ensinamento que a experiéncia
permitisse durante aquele ‘*mpo. Ndo se proceder deste modo e deixar o
programa ao livre arbitrio do professor de Cultura, s6 vai contribuir para a
divisdo da comunidade, com uma parte a apoiar o programa e outra a atacar
mas, uns e outros, com argumentos que ndo sdo educacionais em geral e,
portanto, que ndo conduzem a nada e apenas criam mal estar entre pessoas
que deviam estar unidas e dar-se como Irmaos.

E sobretudo na musica (mornas e coladeiras) que podemos encontrar
uma das vias mais importantes Para o estudo da Cultura Caboverdiana. Estu-
dando as suas musicas ficamos a conhecer a sua grandeza de alma, o seu
sentimentalismo, a sua luta contra as agruras da vida, o seu espirito optimista,
a sua alegria de viver, a sua falta de materialismo. As mornas podem traduzir
amor, dor, saudade, etc., e sdo lentas e sentimentais As coladeiras, pelo
contrdrio, sdo uma explosdo de alegria e podem exprimir brincadeira, ridiculo,
humor, etc

Conhecendo as coladeiras, por exemplo, os educadores compreende-
réo melhor certos casos tidos de indisciplina (raros nos Caboverdiancs) e
que mais ngo sdo que o reflexo da maneira de ser do Caboverdiano (brincalhdo
e humorista).
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