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FLORIDA INTERNATIONAL UNIVERSITY
SCHOOL OF EDUCATION
BILINGU?L EDUCATION TRAINING INSTITUTE FOR ADMINISTRATORS

Program Description

The BILINGUAL EDUCATION TRAINING INSTITUTE FOR ADMINISTRATORS (BETIFA),
funded under Title VII, commenced October 1, 1980, for three years

of state-wide implementation after having accomplished one vear of
planning.

There are more than 116,000 students in Florida who come from homes
where the dominant language is other than English. Since the Lau vs.
Nichols Supreme Court Decision, twenty-four counties throughout the
State have established bilingual programs to meet the special educa=-
tional needs of these children.

The necessary haste with which most of these programs have been orga-
nized did not allow sufficient time to adequately train school-level
administrators (principals and assistant principals) charged with
direct supervisory responsibilities over tine implementation of the
new bilingual programs.

This program addresses the training needs of schooul-level administra-
tors associated with the management of programs of bilingual education
in the State of Florida, through the development of a short-term
institute designed to provide in-service training which will improve

the skills ~° the participants and facilitate their effectiveness in
carrying out responsibilities in connection with these programs.

A training package consisting of twenty(20) hours of didactic and
experiential sessions was developed to accomplish the following

i objectives:
|
|
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Increase the administrators' sensitivity to the various

cultures of the limited English proficiency students
participating in th~ bilingual program being implemented
at the schools under their supervision.

Improve the administrators' skills in relating with the
parents who come from communities where the dominant
language is other than English.

Increase the administrators' awareness cf pilingual
curricula and materials. '

and evaluating bilingual personnel.

Increase the administrators' awareness of the special
eaucational needs of limited English proficiency children.

\
i
|
Improve the administrators' skills in selecting, training
Increase the udministrators' effectiveness in the resource

and financial management of bilingual programs.

Increase the administrators' knowledge of the theory and
practice of bilingual education, including pertinent
legislataion.

improve the administrators' skills in evaluating bilingual
programs.

Improve the adminiscrators' skills in the resolution of
intercultural staff conflict.

o




At the beginning of each workshop, the administrator-participants
are shown a video-tape presentation, Bilingual Education in Florida:

A Perspective, developed by project staff and narrated by Governor
Bob Graham.

Follow-up visits to participants' schools are conducted to determine
the extent to which the; .re applying their newly-~-acquired skills
to their on-the-job perfcrmance.

The effectiveness of the B.E.T.I.F.,A. is evaluated through three
different approaches: process evaluation, performance evaluation,
and a2 discrepancy evaluation model.

For further information, please contact:

Dr. Norma M. Goonen
Program Director

Bilingual Education Training Institute for Administrators

" School of Education

Florida Internuational University
TR MO 8, Tamiami Campus

Miami, Florida 33199

(305) 554-2647
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Norma M. Gocnen

Dr. Goonen is Director of the Bilinguzl Education Traiiing Institute

for Administrators (BETIFA) Program. In this capacity, she is res-

ponsible for overseeing and implementing the program's activities.
Within Florida International University's School of Education

she has served as Director of two other projects, creating and imple-
menting the curriculum and testing instruments for the Spanish Total

Experience Learning Laboratory, an in-service training offering for

school system personnel. She has also developed and implemented a
training package for parents.

Her teaching experience includes serving as an instructor for Florida
International University's School of Education and Miami-Dade Community
College in human relations, bilingual education, pre-service and in-
service training cHurses, English as a second language, and in the
Spenish language and Hispanic culture. Prior to this, she was a
bilingual high school teacher for Dade County Public Schools.

Cr. Goonen specializes in the areas of cultural sensitivity, human
relations, bilingual education, and tra:ning of school personnel.

She has had extensive experience as a consultant for various agencies,
such as Teacher Corps, Head Start, and other Florida LEA Bilingual
programs.

Her educational background includes a B.A. in English and a Master
of Science in Adult Education, (Administration and Supervision) from
Florida International University. She received her doctorate ir
Educational Administraticn from the University of Florida.

Dr. Goonen is a native of Cuba and proficient in Engiish and Spanish.
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Susan B. Angulo

Mrs. Angulo is the Media and Training Specialist of the Bilingual
Education Training Institute for Administrators (B.E.T.I.F.A.)

Program. She is responsible for the planning, implementation,
and evaluation of the workshops. Her duties also include the
development of video-tapes and slide show presentations which
complement the content of the workshops.

Mrs. Anqulo's teaching experience includes four years as a tutorial
teacher with the Florida Migratory Child Compensatory Program in
Lee and Dade Counties and six years as English as a Second Language
and Spanish instructor for Florida International Unive.sity and
Miami Dade Community College.

Her media experience inclucdes three years as co-anchor for &
daily news broadcast transmitted in Spanish for WINK-TV, a CBS
affiliate in Fort Myers, Florida, and numerous consulting endeavors.

Her educational background includes a B.A. in Spanish and a Master
of Arts in Foreign Language EQucation from Florida State University.
Her course work included a year of intensive study in Madrid, Spain.
In addition, she recently completed course work at F.I.U. for her
certification in Administration and Supervision.

Mrs. Angulc is a native of Florida and proficient in English and
Spanish.




Millie A. Vélez

Ms. Vélez is Prngram Assistant of the Bilingual Education Training
Institute for Administrators (B.E.T.I.F.A.)Prograr. She compiles

research data on all workshop and training topics related to
bilingual programs. In addition, Ms.V€lez assists in the coordi-
nation; implementation and follow-up evaluations of the program's
training sessiorns.

She obtained her Bachelor of Science degree in Childhood Education
with a spccialization in Bilingual Education from Florida Inter-
national University. Concurrently, Ms. Vélez is enrolled in the
Competency Based Bilingual Teacher Education Master's Program at

the same institution. 1In this capacity, she is acquiring experience
in the needs of limited English proficiency children, and in the
specific teaching strategies and techniques used in the bilingual
classroom.

She has been working with Cuban refugee children of the "Mariel
boat-1lift" since July 1980 in the Dade County Schools.

’ . . . . . .
Ms. Velez 1s pvoficient in English and Spanish.
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BILINGUAL EDUCATI1ON

WHAT is it?

It is an educational program in which two languages are used

as mediums of instruction. In the United States, one of those
languages is always English.

WHO is bilingual education for?

At the presert time b®linqual education nrograms throughout most
of the United States are primarily designed for children of
limited English proficiency in elementery or secondary schocls.
However, in some cases, they are also for English speaking
students, providing them with the opportunity to experience an
increased awareness of other cultures and the acquisition of a
second language. In Title VII bilingual programs, native English
speakers may participate, but their participation (in numbers)
shall not exceed 40 per centum.

WHAT is meant by the term "limited Erglish prcficiency"?

This term, when used with reference to individuals means:

(A) 3individuals who were not born in the United States or
whose native language is other than English,

(B) individuals who come from environments where a lananage
other than English is dominant, and

(C) individuals who are American Indian and Alaskan Native
students and who come from environments where a language
other than English has had a significant impact cn their
level of English language proficiency ...

and by reason thereof, have sufficient difficulty speakina,
reading, writing, or understanding the English language to
deny such individuals the opportunity to learn successfully
in classrooms where the language of instruction is English.
WHAT is meant by "native language"?
When used in reference to an individual of limited Enalish pro-
ficiency, it means the language normally used by such individuals,
or in the case of a child, the language normally used hy the
paren-s of the child.




Outline of Historical Perspective of Bilingual Education in the U.S.

Tolerance and Restriction ~ Chronology

Lack of a constitutional provision for desigration of "official"
language of U.S.

John Jay's Federalisi Papers - First mention

i. Hispanic population in the S.W. United States

1790 - 23,000 Spanish-speakers livad in what was later to become
Arizona, California, New Mexico and Texas
1848 - Mexice ceded to the U.S. akove territories

1870's California passed a law requiring classes to be taught
I in Fnglish

II. The American Indian

180z - Federal money apprcpriated to teach Indians to"be civilized"

1819 =~ gggggﬁss enacted pro- isions to teach Indians in the school

1852 - Chnrokees and other Indians establishe” their own bilingual
 —— schools

1862 - Hamestead Act opened plains to white settlers

1871 -- Treaty of Indian Peace Commissior-abolished ~ “ian bilingual
E— schools

1879 - Off-reser—ation boarding sc*ools were started

—

1969 - 40% of all adult Cherokees were found to be illiterate

III. The European Immigrants

1820's - 151,000 arrived to the United States from Europe

500,000 arrived

1830's

. 1840's - 1,713,000 arrived

__1850's - 2,314,000 arrived

—— German .mericans at the frontier- circa 1840- bilingual schools
1815 to 1860 - 5 million arrived from British Isles

1860 to 1890 ~ 10 million came from Germany and Northern Europe

1890 to 1914 - 15 million came from Southern and Eastern Europe

13




Need and Experience - Chronology

results of world wars and other crises

1940 - 1958 ~ few challerges

1958 National Defense Education Act

_1260's civil rights movement, Civil Rights Act

1964 Economic Opportunity Act

1965 ESEA

19€8 - Bilingual Education Act (amended in 1974 and 1978)

legislation and regulations re bilingual education

Adapted from: Leibowitz, Arnold. The Bilingual Rducation Act: A
Legislativ- Analysis. RcSslyn, vizgina: National Clearing-

Tiouse ror Bilingu-I Education, 1980.
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PUBLIC LAW 874

FEDERALI Y .IMPACTEC AREAS
LEGISLATION, 195C

-amendm%nts
|

(Public Law 89.10)

ELEMENTARY AND SECONDARY EDUCATION ACT
OF 1365

TITLE I TITLE II1 TITLE III

i

L]

i
amendments

{

1

Title

1
(Public Law 90.247)
ELEMENTARY AND SECONDARY AMENDMENTS
OF 1967

Title Title Title Title
IT III v v

Title
VI

Title
VII

BILINGUAL EDUCATION ACT
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School System’s Failure to Provide English Language
Instruction to Chinese Speaking Children Violates
the Civil Rights Act of 196}

LAU v. NICHOLS

Supreme Court of the United Stutev, 1974,
414 U.8, 563, 04 S.Ct. 784,

Mr. Justice DOUGLAS delivered the opinion of the Court.

This class suit brought by non-English-speaking Chinese students
against officials responsible for the operation of the San Francisco
Unified School District seeks relief against the unequal educational
opportunities, which are alleged to violate the Fourteenth Amend-
ment. No specific remedy is urged upnn us. Teaching English to the
students of Chinese ar~estry who do not speak the language is one
choice. Glving instructions to this group in Chinese is another.
There may be others. Petitioners ask only that the Board of Educa-
tion be directed to apply its expertise to the problem and rectify the
situation,

The Court of Appeals reasqaned that “every student brings to
the starting line of his educational career different advantages and
disadvantages caused in part by social, economic and cultural back-
ground, created and continued completely apart from any contribu.
tion by the school system,”. Yet in our view the case may not be so
easily decided. This is a public school system of California and §71
of the California Education Code states that “English shall be the ba-
sic danguage of instruction in all schuols.” That section permits a
school district to determine *when and under what circumn..tances in-
struction may be given bilingually.” That section also states as “the
policy « the state” ta insure “the mastery of English by all pupils in
the schools.” And bilingual instruction is authorized “to the extent
that it does not interfere with the systematic, sequential, and regular
instruction of all pupils in the English language.”

Moreover, § 8573 of the Education Code provides that no pupil
shall recelve a diploma of graduation from grade 12 who has not met
the standards of proficiency in “English,” as well as other prescribed
subjects. Moreover, by § 12101 of :he Education Code children be-
tween the ages of six and 16 years are (with exceptions not material
here) “subjert to compulsory full-time education.”

BEST COPY
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Under these state-imposed standards there is no equal.y of
treatment merely by providing studenis with the same facilities, text-
books, teachers, and curriculum; for students who do not understand
English rre effectively foreclosed from any meaningful education.

Basic English skill's are at the very core of ‘what these public
schools teach. Imposition of a requirement that, before a child con
effectively participate in the educational program, he must already
have acquired those basic skills is to make a mockery of public educa-
tion. We know that those who do not understand English are certain
to find their classroom experiences wholly incomprehensible and in
no way meaningful,

We do not reach the Equal Pretection Clause argument which
has been advanced but rely solely on § 601 of the Civil Rights Act of
1964, 42 U.S.C.A. § 2000d, to reverse the Court of Appeals.

That section bans discrimination based ‘on the ground of race,
color, or nationr! origin,” in *any program or activity receiving Fed-
eral financial assistance.” The school district involved in this litiga-
tion receives large amounts of federal financial assistance. HEW
whilh has authority to promulgate regulations prohibiting discrimi-
nation in federally assisted school systems, 42 U.S.C.A. § 2000d-1; in
1968 issued one guideline that “schoo! systems are responsible for
assuring that stulents of a particular race, color, or national origin
are not deniced the opportunity to obtain the education generally ob-
tained by other students in the system.” 33 CFR 4933. Ir 1970
HEW made the guidelines more specific, requiring schoe! districts
that were federally funded “to rectify the language deficiency in or-
der to open” the instruction to students who had “linguistic deficien-
cies,” 35 Fed.Reg. 11593.

By { 602 of the Act IHEW 1s authorized to issue rules, regula-
tions, uand crders to make sur2 that recipients of federal aid under its
jurisdiction conduct any federally financed projects consistently with
§ 601. HEW's regulations, 45 CFR § 80.3(b) (1), specify that the re-
cipients may not

“Provide any service, financial aid, or other bhenefit to
an individual which is different, or is provided in a different

manner, from that provided to others under the program;
[ ] [ ] [ ]

“Restrict an individua! in any way in the enjoyment of
any advantage or privilege cnjoyed by others receiving any
service, financial aid, or other benefit under the program.”

Discrimination among students on account of race or national or-
igin that is prohibited includes “discrimination ®* * * in the
availability or use of any academic ® *® * or other facilities of
the grantee or other recipient.” Id., § 80.5(b).

Ly BEST CO
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Discrimination is barred which has that effect even tnough no
purposeful design is present: a recipient “may not e ¢ °* utilize
criteria or methods of administration which have the effect of sub-
jecting individuals to discrimination” or have “the cffect of defeating
or substantially impairing accomplishment of the objectives of the
program as respect individuals of a particular race, color or national
origin.”” Id., § 80.3(b) (2).

It seems obvious that the Chinese-speaking minority receive few-
er benefits than the English-speaking majority {rom respondents’
school system which denies them a meaningful opportunity to partici-
pate in the cducational program—all earmarks of the discrimination

banned by thé regulations. In 1970 HEW issued clarifying guidelines -

(35 Fed.Reg. 11595) which include the following:

“\Vhere inability to speak and understand the English
language excludes national origin-minority group children
from effective participation in the educational program of-
fered by a school district, the district must take aff irmative
steps to rectify the language deficiency in order to open its
instructional program to t.cse students” (Pet.Br.App. 1a).

“Any ability grouping or tracking system employed oy
the school system to deal with the special language skill
needs of national origin-minority group children must be de-
signed to meet such language skill needs as soon as possible
and must not operate as an cducational deadend or perma-
nent track.” (Pet.Br. p. 2 a).

Respondent school district contractually agreed to “comply with
title VI of the Civil Rights Act of 1964 ¢ * * und all require-
ments imposed by or pursuant to the Regulation” of HEW (45 CFR
pt. 80) which are “issued pursuant to that title * *. *" and also
immediately to “take any measures necessary to cffectuate this
agreement.” The Federal Government has power to fix the terms on
which 1ts money allotments to the States shall be disbursed. ¢ * ¢
Whatever may be the limits of that power, ®* ¢ ¢ they have not
been reached here. Scnator Humphrey, during the floor debates on
the Civil Rights Act of 1964, said:

“Simple justice requires that public funds, to which all taxpayers
of all races contribute not be spent in any fashion which encourages,
entrenches, subsidizes, or results in racial discrimination.”

We accordingly reverse the judgment of the Court of Appeals
and remand the case for the fashioning of appropriate relief.

Reversed, ®* * *

Alexander, Kern. Schoocl Law, St. Paul, Minn.:

West Publishing Co., 1980, pp. 313-315.
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IN THE COURTS

1981 - *U.S. v. State_of Texas - The U.S. District Court found Mexican- *
Americans to be a separate and distinct national origin group
that had been segrcgated in a dual school system in violation
of the 14th Amendment. Judge William Justice ordered the
state to fund bilingual educz’ion for an estimated 250,000 |
limited-English speaking Mexican-American students. ESL alone
may not be used as a substitute for bilingual instruction. :
|

1974 - *Serna v. Portales Municipal Schools - The District Court
ordered the school district to offer h“ilingual education in
its elementary schools, vith further instruction at the
junior high level and e :nic studies in high school, and alsn
to hire Hispanic teachr s.

1975 - “Aspira of NY_v. BOE ¢f NY - The BOE for Southern NY agreed
to provide Hispanic children of limited English proficiency
(LEP) with intensive English lanjuage instructien, "subs-
tantive course" instruction in Spanish, and reinforcement
of their Spanish. The decree also detailed the testing
procedure to identify LEP children.

1975 - * Otero v. Mesa County Valley School District No. 51 - The
District Court of Colorado held for a school district which
was making a "real, conscientious effort to recognize, find
and solve any problem which may exist" among its Mexican-
American students. The court ordered no bilingual education
because 8% of the district's enrollment was Hispanic and few
had any real language deficiencies, and concluded that there
was no discrimination.

1975 - * Keyes v. School District No. 1 - The U.S. Tenth Circuit Court
Of Appeals held that school district No. 1 was not required
to implement an extensive bilingual/bicultural plan in order
to remedy segregation.

1977 - * Rios v. Read ~ The U.S. District Court for Eastern NY held
1t proper for complainants to demsnd the surrender of school
district records concerning a bilingual education program and
the students in it. It st.'ed the need for judicial scrutiny
and held that the Family Education Rights and Privacy Act of
1974 did not protect the records of any individual student
‘n the program.

1978 - » Cintron v. Brentwood Union Free School District - The U.S.
District Court for Eastern New York held that "Lau" required
bilingual instruction in accord with the HEW "Lau Guidelines".
The Brentwood Union Free School District tried to implement
a new plan for limited English proficiency (LEP) students
featuring intensive instruction in English and little empha-~
sis on Spanish. The Court reacted by mandating bilingual/
bicultural education and rendered the district's proposed plan
deficient.

21
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IN THE COURTS (con't,)

1978 - * Guadalupe Organization Incorporated v. Tempe Elementary
School District No. 3 - The U.S. District Court for
Arizona ruled against a group of Mexican-American and
Yaqui Indian childrer who sought{ to compel the Tempe
district to provide LEP students with bilirgual/bicul-
tural education. The Ninth Circuit of Appeals found that
the district fulfilled its equal protection duty to the
children when it adopted, short of bilingual educatioan,
a program to cure their language deficiencies.

* Adapted from Bilingual Education Newsletter, Florida State
Department of Education, Vol 5, No. 2, Winter, 1981




LAU REMEDIES (1975)

Identification Stage

A student's primary or home language is other than English if:

1) The student's first acquired language is other than English.

2) The language most often spoken by the student is other than English.

3) The language most often spoken in the student's home is other than
English.

Assessment

Ti.e assessments must be made by perscns who can speak and understand the
necessary languages. Then the district must assess the degree of linguistic
function of the student for placement. The assessments will be administered
in:

1) the language most often spoken in the student's home.
2) the language most often spoken Dy the student in the home.
3) tha language spocken by the student in the social setting (by observation).

Placement

Five categories have been identified:

1) Monolingual speaker of a language other than English

2) Predominantly speaks a language other than English

3) Bilingual (speaks both a language other than English and English with
equal ease)

4) Predominantly speaks English

5) Monolingual speaker of English

Educational Program Selection l

1. Monolingual speaker of the language other than English:
Elementary and Intermediate Levels
a) Tcansitional Bilingual Education Program (TBE)
b) Bilingual/Bicultural Program
c) Multilingual/Multicultural Program
Secondary Level
Option l.-Subject matter instruction in the native language. English as
a Second Language (ESL) as a class component.
Option 2.- Required and elective subject matter in the native language
and bridge into English while combining English with the native language
as appropriate.
Option 3. - ESL or High Intensive Language Training (HILT) in English
until they are fully functional in English. Districts may use a TBE,
Bilingual/Bicultural or Multicultural/Multilingual program in lieu of
the three options presented. If the necessary prerequisite skills in
the native language have not been taught some sort of compensatory
educaticn in the native language must be provided.

2. Predominant speaker of a language other than English:
Elementary Level
a) TBE
b) Bilingual/Bicultural Program
c) Multilingual/Multicultural Program or any combination of these programs.

2J




Intermediate and High School Levels

&dentification of students that have been in the school system for less than
ne year- if working a. grade level or better: no special program.
f the students have been in the school system for less than one year or fcr
ore than one year and are underachieving the district must submit a plan to
emedy the situation. The remedy must include any one or a combimation of
che following: 1) ESL, 2) TBE, 3) Bilingual/Bicultural Program, 4) Multi-
ingual/Multicultural Program. These students may NOT be placed in situations
where all instruction is conducted in the native language.

3. Bilingual speaker:

The treatment is the same at the elementary, intermediate and secondary

levels and differs only in terms of underachievers and those achieving

at grade level or better.

a) For the underachieving student: treatment corresponds to the regular
program requirements for all racially/ethnically identifiable classes,
regardless of their language background.

b) For those achieving at grade level or better. No special or additional
programs.

4. Predominant speaker of English:
Treatment: Same as for the bilingual speaker.

5. Monolinqual speaker of English:
Treatment: Same as for the bilingual speaker.

Provisions prohibiting that elective and required courses be racially/
ethnicdlly identifiable.

Provisions cre made for instructional personnel.

oo
—n
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Identification
Stage

Assessment
Stage

Types
of

Required
Services

LAU REMEDIES (1975)

Students with a primary/home
language other than English

Five Categories

1) Monolingual speaker of the language
other than English

2) Predominantly speaks a ianguage other than
English

3) Bilingual (speaks both languages with
equal ease)

4) Predominantly speaks English

5) Monolingual speaker of English

{a. Monolingual speaker

Bilingual of a language other than
Instruction English.
‘b. Predominant speaker of a
language other than
English.
Special a. Monolingual speaker of
English a language other than
Instruction English.

b. Predominant speaker of &
language other than
English.

Equal Access
to Compensatory
Education

a. Predominant speaker
of a language other
than English (in the
native language)
b. Bilingual
c. Predominant speaker of
English.
d. Monolingual speaker of English

PROPOSED LAU REGULATIONS (1980)

Same

Three Categories
1) Primdry Lanauage Superior

2) Comparably limited in both languages
3) English Superior

a, Students who are Primary-
Language Superior

Depending on the alternative
selected, in 100.39 (c),
students who are comparably

Bilingual
Instruction, /b,

limited.
Special Students who are either Primary-
English Language-Superior or Comparably
Instruction Limited

Equal Access
to Compensatory
Education

Students who are English-
superior

Exit
Criteria

Not Specified

BEST COPY

Special English Instruction: Instruction provided

for at least 2 years, or for a maximm'of 5 géars
Bilindual ‘Instruction: 'Instruction provided for a
pin. of 2 yrs., until student is English-superior,
or comparably limited if Alternative A selected.
Compensatoxry Education: Until student no longer
eligible on the same basis as students who do not

---have-a primary language-other—than-English. - DR




Needs and Problems

of Limited Enxglish Proficient
Students

BEST COPY
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GOALS OF BILINGUAL/BICULTURAL EDUCATION

Cognitive Domain

1. To provide expanded encounters with the environment so that
concepts may be acquired and clarified.

2. To extend the refined oral production of the native speech of
the pupils.

3. To develop literacy in the native language of the learner.

4. To present the sounds and structures of English for second
language acquisition ia its spoken form.

5. To offer literacy in the second language commensurate with
the mastery of oral English.

6. To support achievement in the content areas of math, science,
social studies, etc. through the use of the learner's native
language to mediate meaning.

Affective Domain

1. To enhance the pupii's self-esteem through the provision of
successful experiences.

2. To nurture a sense of pride in the pupil's language, hLeritage,
and culture through the inclusion of the respective language
and culture of the group in the curriculum.

3. To prevent discouragement, failure, end withdrawal among
pupils who havz often felt alienated in the traditional school
curriculum.

4. To ensure sufficient achievement in the subject areas to
prevent educational retardation while pupils are gaining
control of the oral and written forms of the language of the
curriculum offered in English.

5. To create opportunities for developing truly literate and
functionally balanced bilingual citizens.

Adaptad from: Lopez, Meliton."Bilingual Education and the Latino
Student", in Bilingual Education for Latinos, edited by

L. Valverde, 1978.




L.E.P. Vocabulary

Spanglish/Tex Mex

Code Switching

Cognates

Double Semilingualism

Language Shock

Lathophobic Aphasia

Cognitive Styles

Larngjuage Fqo

Anomie (Srole Scale)

Fossilization of Errors

Culture Shock

Bilingualism/Biculturalism

Diglossia/Dinomia
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Curricular practices

1.

DAMAGING PRACTICES OFTEN EMPLOYED IN THE SCHOOLS

Curriculum content is not taught in the native tongue
which slows concept development and reinforces the
feeling that their language is academically unworthy.

Teachers expect non-English speaking children to master
the curriculum at the same rate and sequence as native
English speakers and at the sc¢ =» time to acquire

a new language.

Students are separated from other students by pullout pro-

grams and thus miss important reqular classroom instruc-

tion and activities. Anglo kids do not participate,

which reinforces the idea that the L.E.P. students' culture is not
important enough for the other kids to learn about.

In the language learning process, teachers tend to correct
every error. There is no time for real communication.

Testing is done by using standardized examinations that

are culturally inappropriate and tend to place students

in a special education class,or in a lower grade which hurts
them socially.

Attitudinal Practices

l.

Teachers criticize the students' language as not being
correct. (Maintenance of that first language,no matter
what it is, is important to the child in order for him to
rema.n part of his ethnic group. His membership depends
greatly on how he speaks.)

Code-switching is misunderstood.
Jeachers expect less of L.E.P.students. They tend to treat

dark-skinned children as blacks. They change the names of
the children, thus lowering their self esteem.

There is a conflict between the school and the home. The
teachers and Anglo peers are pressing him to assimilate
while the parents' valnez differ.




*SUGSESTED PRACTICES AND ATTITUDES

FOR THE MULTICULTURAL SCHOOL

Instructional Practic :s

Multiculturalize instruction by discussing the customs, values and
beliefs of various culture groups, including the contributions the
various groups have made to U.S. society.

Teach English with ESL methodology.

Minimize concern for grammatical perfection initially and focus
on the students' ability to cominunicate.

Irclude in the ESL class language skills needed to learn the content
areas.

Modify teaching styles and techniques to accomodate students
with different learning styles.

Teach reading sFills initially through the native language.
Provide content area instruction in the native language.

Take special care in testing and placement.

Group Practices

Avoid setting up programs where limited-English proficient students
are separated from others for great parts of the day.

Group students by age as much as possible.

If necessary, get paid or volunteer help from community members who
can communicate better with the L.E.P. student.

It is sometimes helpful to assign a native English speaking "peer |
tutor" to each L.E.P. student. |

It is also helpful to assign a "peer translator" to each L.E.P.
student.

it will proXably be necessary to individualize -instruction and team
teach.
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Attitude

Academic standards should not be lowered for limited-English-
proficient st jents.

Teachers should value cultural differences in the classrocam and
show it.

Teachers should be sensitive to the special linguistic and
psychological needs of L.E.P. students and do all possible to make
them feel like worthwhile members of the class.

Teachers should encourage students to be proud of their ethnic
backgrounds.

Teachercs should remember that the students also iearn from their
homes and communities.

Teachers should be encouraged to respect the students' native
language variety or dialect.

Teachers, administrators, and secretaries should make an effort
to learn at least a little of the students' languages and to at
least learn to pronounce their names.

Teachers and administrators should learn about the cultural and
educational systems that immigraat students come from.

Teachers and administrators should be aware of the types of
behaviors that are valued in the home and should try to maximize
opportunities for that type of behavior in school.

Teachers and administratcrs should make a special effort to
resolve conflicts which arise between the school and the homes of
limited English and bilingual students.

Bilingual and non-bilingual staff should share their ideas and

knowledge on multiculturalism and above all, they should maintain
friendly relationships with one another. If they cannot get along
as adults, how can they expect the students to learn to get along?

Remember that the raising of standardized test scores is not the

only purpose of bilingual education. Remember that a student's
self-esteem is as important.....or more important.

* Adapted from: Bradley and Friedenberg, Foundations and Strategies

in Bilingual Vocational Education. 1981.




SPECIAL PROBLEMS OF THE HAJWDICAPPED

LIMITED ENGLISH PROFICIENT

STUDENTS

The handicapped limited English proficient
student is one who is racially, culturally,

or linguistically different and is also
physically, emotionally, or mentally impaired.
The Chinese American child who is deaf; the
Haitian child who is visually impaired; the
Mexican child who is mentally retarded--
these are the handicapped minority students.

LINGUISTIC

1. They have little or no English and may have a very poorly
developed primary language system as well.

2. Children who are handicapped and linguistically different
may experience extreme isolation with little understanding
of what is going around them.

COGNITIVE

1. Disproportionately high number of handicapped minority
children come from poor socioeconomic backgrounds and
may have limited conceptual development because of the
restricted environment of early childhood.

2. Diagnosing learning problems is a very difficult task.

AFFECTIVE

1. A disproportionately high number of minority group
individuals have been identified as emotionally disturbed
or socially maladjusted.

2. Poor self-concept, poverty, and inadequate education
contribute to frustration and despair which can result
in socially deviant behavior.

3. Often children from low socioeconomic backgrounds place
great emphasis on physical skills since many of their
available role models tend to have occupations related

to physical or manual ability. Athletic competition for
children from the ghetto is viewed as a ticket out.
Handicapped children arc left out.
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4. Likewise, education is viewed as a way to raise socio-
economic standards. Mental retardation and learning
disabilities are serious barriers to such goals.

5. Unable to meet their goals or those of their arents,
many handicapped minority children may suffer further
depreciation of their selr-image.

SUGGESTED PRACTICES

Attitude

1. Value and accept the children as they are.

2. Accept the home language and respect the students'
culture. (Allow for differentness.)

3. Teach the true history of the differen. minority
groups and the value of these cultures to all children.

4. Use words that build the children's self esteem and
feeling of adequacy.

5. Show faith in the children so they can believe in
themselves.

6. Plan for experiences which are guaranteed to give
success. )

7. Give the children credit for what they are able to do
themselves.

Staff Development

1. Train teachers in the idiosyncrasies of each ethnic
group to enhance their sensitivity.

2. Provide more preservice training of all educators in
both bilingual and special education.

3. Recruit special teachers who are bilingual to work
with linguistically different exceptional learners.

4. Provide all teachers, administrators, and support per-
sonnel with inservice programs about both special and
bilingual education.

5. Develop inservice programs for bilingual educators and
for special educators to provide both with insight,
understanding and in some instances training in the other's
discipline.
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VOCATIONAL EDUCATION FOR THE LIMITED ENGLISH
PROFICIENT STUDENT

Vocational education and bilingual education in the past have

both been categerized under the umbrella of remediary or
compensatory instruction for the underachievers. Nevertheless,
there has been a national trend toward a more serious consideration
of vocational education as an alternative to an academic degree.
Enrollment in vocational programs has doubled in the last ten
years. Likewise, bilingual education's value to the English
speaking as well as non-English speaking populations has been
reevaluated. It is only natural that this interest in vocational
careers should manifest itself in the areas of bilingual and
English as a second language teaching. Consequently, a new lexicon
of anachronisms has emerged.

COURSES LEADING TO PROFESSIONAL OCCUPATIONS:

EAP - English for Academic Purposes emphasizes the specific
English structures and vocabulary required for university
and college programs.

ESP - English for Special Purposes emphasizes the English required
for certain careers (for example, agriculture, medicine,etc).

EST - English for Science and Technology focuses on scientific
and technical English including oral and written discourse,
organization and style.

COURSES LEADING TO SEMISKILLED, PARAPROFESSIONAL AND SOME TECHNICAL
OCCUPATIONS:

VESL - Vocational English as a Second Language uses occupational
contexts to teach the English required on the job or in
vocational classes that teach the job. VESL has also-come
to include Prevocational ESL . In these courses, "survival"
or "coping" skills are addressed (for example, use of local
transportation, understanding banking and checking, getting
a driver's license, etc.)

EOP - English for Occupational Purposes (another name for VESL)

Vocational English for Speakers of Other Languages (same
VESOL - as VESL)

MESL - Manpower English as a Second Language meets the needs of
the disadvantaged, under-educated, school dropout, immigrant,
unemployed and underemployed with vocational and English
training.




BVE - 3ilingual Vocational Education uses both languages to teach
the skills needed for the occupation. Therefore, the student
does not have to wait until he knows the English language
to learn a trade or skill, Trainees receive instruction
in their own language whenever a basic concept is not under-
stood in English. 1In addition, ESL and culture are taught
in vocational contexts. (BVE/VESL)

SUGGESTED PRACTICES AND ATTITUDES FOR

VOCATIONAL ENGI.ISH AS A SECOND LANGUAGE

Curriculum

The VESL curriculum should be an integrated part of the entire
career development plan. It should provide realistic
job counseiing and placement as well as follow-up.

The program's behavioral and performance cbjectives should be job-
related and should use appropriate materials that will prepare

the student to meet the vocational skills and language demands

of the job.

Students should be taught the language relevant to the demands of
their chosen career field.

A general command of the language may be less important than
a knowledge of the differences in "acceptability" or "appro-
priateness"for the situations with different participants,
topics, settings, and goals.

Pronunciation, structure, vocabulary, style and conversational
strategies should be learned for specific functions and contexts.

A non-functional or situational approach to language learning will
make the class more relevant to the learner and provide simulated
activities in which the learner can practice the language.
Communicative competence should be the goal.

The program should allow the students to continue VESL or ESL
classes after job placement.

Survival and coping skills should be taught with materials that are
job-specific and situation related as much as possible.

The program should be built on the existing language and skill
level of the students. They must be allowed to progress at an
individualized pace without pressure and without duplication of
effort.
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Teachers wist became aware of the differences in cognitive styles
and learning strategies of the different cultures.

Attitude

The program should provide a sheltered environment in which students
can practice the new language without fear of humiliation.

An adult education program should not require the adult to "inte-
grate" with the second culture to acquire the language; adalt education
should make it possible to reta one's first language and culture

and to add the second (English) r specific purposes.

Teachers must demonstrate cultural sensitivity, recognizing that
appropriate behavior varies across cultures.

Teachers must help the adults especially, to become comfortable with
the different learning environment in this country.




Multi-Cultural
Appreciation

BEST COPY
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CULTURE AND CULTURAL TRAITS

A dictionary definition of culture is: "the totality of
socially cransmitted behavior patterns, arts, beliefs, institutions,
and all other products of human work and thought characteristic of
a community or population".

When observing individual and group (ethnic) culture, there
are numerous cultural traits or characteristics which one must

consider when studying the entire "culture". Some of the most
important are:

-

General aspects of the culture
The fanily

The life cycle

Roles

Interpersonal relationships
Communication

Decorum and discipline

Religion

W 00 N 0 U s W N

Health & Hygiene
Food
11. Dress & Personal appearance

[
o
.

12. Historv & tradition

13. Holidays & celebrations

14. Education

15. wWork & vlay

16. Time & space

17. ©Natural ohenomena

18. Pets and other animals

19. Art & music

20. Expectationc and aspiraticns

As you can readily see, some of the above may be of varying
importance in different cultures. Trv to describe the "American
culture" attitudes toward the above. What is most important in

our culture? What is most important in o»ther cultures?




THE HISPANIC CULTURE

WHO ARE THE HISPANICS IN THE U.S.?

Although the three largest groups of Hispanics here in the U.S.
are the Mexican-Americans, Puerto Ricans and Cubans, Hispanics have
immigrated to the United States from all of the Latin American coun-
tries and from Spain. The Hispanic population collectively comprises
the second largest minority in this country. However, they are not
one homogeneous group. Although they share a common language and
various traits stemming from a "Hispanic Heritage", each country has
specific culture and language regionalities.

WHAT IS THEIR LINGUISTIC BACKGROUND?

Spanish is spoken by Hispanics. Although there are some dialectical
variations stemming from regional use, all educated Spanish-speaking
people understand each other.

WHAT IS THEIR RELIGIOUS BACKGROUND?

Traditionally, religion has been a pervasive influence in Spain,
Latin America and Spanish-speaking Caritbean countries. About 90
percent of all Latin Americans and 98 percent of Spaniards are born
into the Roman Catholic religion, although the percentage of practicin,
Catholics is much lower. Other religions are represented, especially
in Latin America where Protestanism and, in a smaller scale, . daism
are practiced. 1In addition to Catholicism, Santeria and spiritualism,
(both religious practices of African origin), are followed by some of
the Caribbean islanders. Religious holidays are much more common in
Latin America and in Spain :han in the United States.

WHAT IS THE GENERAL EDUCATIONAL BACKGROUND OF THE NEWLY ARRIVED?

In Spain, there is a very high literacy rate,which is not the
case in Latin America. However, the literacy rate is increasing in
Central and South America as more and more people receive the
benefits of public education. Due to overcrowding in public schools
and because of prestige , parents who are financially able usually
send their children to private or parochial schools.

Educational methods in Spain, Latin America and the Caribbean
differ somewhat from those of the United States. Memorization,
recitation and written exercises are emphasized, especially in the
elementary grades. The course of study is considerably more
Structured, allowing for less leeway (electives) than in the United
States, even in secondary education. There is also a strong emphasis
on language, history and mathematics. University education as well
as university professors are held in very high esteem. 1In short,
the Hispanic system of education is similar to that of Western
Europe.
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HOW DOES THE CULTURE MANIFEST ITSELF IN THE UNITED STATES ~ND IN THE
SCHOOL SYSTEM?

The family

The extended yet tight-knit family unit which is such an integral
part of the Hispanic culture often suffers or is threatened as a
result of families that ace fragmented and separated both physically
as well as emotionally. The woman's liberation movement, or even
women having to go to work to help out, causes stress on the family.
In addition, children who were formerly "bette:r seen but not heard"
are often used as interpreters for their parents. This results in
more stress which is exemplified by the rising rate of divorce among
Hispanics in the U.S.

The father still remains the official decision-maker thin
the Hispanic family. He should be included in the teac:. =~-parent
conference. If the father is not present, oftentimes *hz mother
will delay even simple decisions uatil she has"consultes" him.

The grandparents are very important persons in a Hispanic's
family stru:ture. They may live within the household and are
charged with child~related duties such as picking up the children
at school or watchirg them while the parents are at work.

Interpersonal relationsh.ps and roles

Racial prejudice is more prevalent in the United States than jn
Hispanic coun’ les. rThis is one of the reasons why, according to the
research, Pur o Ricai and Cuban blacks and mulattos tend to keep
their Spani.a accents. They are aware of the plight uf the
American black throughou% history; therefore, they tend to want to
keep their ethnicity obviwous by retaining their spoken accent.
Hispanics ja the U.S. have also retained their belief in the impor-
tance of social status. Frejudice along socio-economic lines is
found amony people of the same (or different) nationality. Deep
ethnocentric feelinys arze present within each national group when
comparing theisselves to other Hispanics groups.

Friendship and "Brotherhood" are venerated concepts among

Hispanics, and mcre physical contact among friends is observed
than what is usual among friends in the United States.

School considerations

Due to their pact educational background, a newly-arrived
Hisparic child may be advanced in concept-development, especially
in social studies and science, even though his language develop-
ment ir ©nglish may prevent him or her frcm testing at grade level,
An achievement *est in Spanish should be administered to the child
if accurate placement in grade level is sought.
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Hispanic children are taught that it is disrespectful tc look
at adults in the eyes, especially when being admonished. They must
be taught the American way of direct eye contact and may not feel
comfortable with this at first. The children will also address the
instructor as "teacher". This is a sign of respect.

School and class attendance could be affected by several
cultural beliefs. For example, disrobing in front of others or
showers without privacy may discourage Hispanic children from parti-
cipating in physical education. Additionally, in some Hispanic
countries, children are taught to wait three full hours after
eating for bathing or swimming. Some parents may also tend to keep
their child out of school if it is raining to avoid a "resfriado"
(cold).

As a result of the educational practices followed in their
respective countries, the newly-arrived will tend to want to send
their children to private schools. They believe that public school-
ing may be inferior to private schools, as it was in their country.
Parents need to become aware of what the public schools offer
their children.

In mathematics, Hispanic children follow the European system,
so an adjustment is necessary for them to learn the North-American
manner of division, etc. On the other hand, they should already
be familiar with the metric system.
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HISPANIC CULTURAL AWARENESS TEST

Name

Please circle the best answer:

1. African influence in latin music
can best be seen in the use of:

a. a quitar

b. castanets

C. maracas

d. marimba (xylophone)
e. conga drums

2. Carlos Gardel is a:

a. Mexican soccer player
b. Argentinean singer

c. Spanish novelist

d. Cuban poet

e. local politician

3. On January 6, Spanish countries
celcbrate:

a. Feast of the Wise Men
b. Halloween

c. Independence

J. Christmas

e. Feast's Day

4. Los Chavales de Espana is a:

a. Soccer teail
b. Singing group
c. local union
d. Spanish city
e. famous novel

5. Don Quijote was written by:

a. Juan Gomez

b. Miquel de Cervantes
¢. Sancho Panza

d. Lope de Vega

e. Federico Garcfa Lorca

6. Andaluz is a person from:

a. Southern Spain
b. Northern Mexico
c. Ecuador

d. Colombia

e. Argentina

a.
b.
c.
d.

1C.

a.
b.
c.
d.
e.

11.

a.
b.
C.
d.
e.

12.

Merengue is a:

dance from the Dominican
Republic

game from Argentina
Cuban hat

Spanish novel

Mexican costume

"Chisme" means:

joke
conversation
gossip
reunion

box

"Balompie" is a:

dance
game
di.sh
novel
costume

. r d
Simon Bolivar was a:

Svanish novelist .
Liberator of Scuth America
Cuban poet and patriot
local politician

Mexican movie star

'"Merienda" means:

lunch
dinner
breakfast
snack
restaurant

El Pascdsble is a:

dance from Spain
game from Argentina
Puerto Rican dish

Cuban novel
costume
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HISPANIC CULTURAL AWARENESS TEST

Page 2

13. "Guayabera" is a:

2. dance from Mexico

b. game from Argentina

C. Cuban dessert

d. Spanish novel

e. Caribbean dress shirt

14. "Fiesta de Quince" is a/an:

a. wedding party

b. anniversary party

c. farewell party

d. coming out party

e. engagement party

15. Santerf& is a:

a. type of a party

b. dish

¢c. religious practice

d. Saint's day

e. celebration similar to a
birthday

16. Buringquen is:

a. a children's song

b. another name for Puerto Rico

¢c. a famous novel

d. a dish

e. a city in Mexico

17. A "Gaucho" is a:

a. policeman

b writer

c. teacher

d. cowboy

e. cook

18. Poncho is the Mexican
version of:

a. Colombian ruana

b Sranish paella

c. Panamanian Pollera

d. Venezuelan Joropo

e. none of the above

19,

a.
b.
c.
d.
e.

20.

a.
b.
C.
d.
e.

23'
a.
c'

d.
e.

Yerba Mate is a/an:

Chilean dish
Argentinean tea
Cuban song
Spanish novel
ncne of the above

Which of the following names
is not associated with Mexico:

César Ché@ez
Miguel Hidalgo
Emiliano Zapata
José de San Martin
Pancho Villa

"Asopao" is a/an:

dance from Spain
Argentinean game
Puerto Rican dish
costume

none of the above

"Bodega" means:

grocery store
living room
building
house

stairs

"Mal de 0Ojo" means:

evil eyes
black eye
sick eyes
red eyes

blue eyes

P ’
Jose Marti was a:

Spanish novelist

liberator of South America
Cuban poet and patriot
local politician

Mexican movie star

See answers on page 195




THE INDOCHINESE CULTURE

WHO ARE THE INDOCHINESE IN THZ U.S.?

The four major groups o{ Indochinese refugees represented in the
United States are Vietnamese. Cambodians, Laotians and Hmongs. (Even
though the Hmong hill trik .ve 1in northern Laos, they differ
cultu. ally from native Lac 3) . There are other non-refugee groups
represented, such as Chinese, Japanese and Filipinos. We will d--1
primarily with the former four groups here.

WHAT IS Ti"™IR LINGUISTIC BACKGROUND?

Vietnam - Vietnamese is a monosyllabic, tonal language, based partly
on Chinese roots. Some Vietnamese may also speak French.

Cambodia- Khmer is not a tone language. Its roots stem from southern
India. It is spoken mostly by rural Cambodians but those
who live near the border may speak Thai, Vietnamese or Laotian.
Urban Cambodians may speak French, which was used in schools
prior to 1975.

Laos - Laotian is a monosyllabic, tonal language. It does not use
the Roman alphabet, but is based on a script similar to
what the Thais use. Other languages spoken in Laos include
tribal languages such as the two major Hmong dialects, spoken
by the Hmong hill tribes. French was spoken by the higher
socio-economic strata, as it was the language of commerce
and the educational system until 1953.

WHAT IS THEIR RELIGIOUS BACKGROUND?

The most common of all religions practiced by the Indockinese is
Buddhism. Its basic tenets are non-violence, charity, humility,
and temperance of human passions. Taoism and Confucianism are also
pricticed as well as Cao-Dai, which is a combination of principles
from various religions. Due to the efforts of rissionaries from the
West, Christianity is also practiced by a small minority within each
of the three countries.

WHAT IS THE GENERAL EDUCATIONAL BACKGROUND OF THE NEWLY ARRIVED?

Their educational experiences may have been drastically different,
even among the same group, due to the differences in rural and urban
orientation to education in general. Dwellers of rural areas may have
had little, if any, exposure to formal education. Urban Laotians and
Vietnamese will have had the most opportunicy for schooling above the
level of primary education. Hmongs from northern Laos will exhibit the
lowest level of education of all four groups. Vietnamese and Cambodian
formal education has been curtailed since the Communist takeover in 1975.




If formal schooling has been attempted, the students will exhibit
a traditionally high respect for teachers and love of learning.
(Confucianism ranked the teacher just below the king and above the
father.) Their educational methods included listening, watching,
imitating and learning by rote. Traditionally, the sexes have been
segregated in the schools so an American teacher should not pair a
boy with a girl at first,either in class or in the playgound.

HOW DCES THE CULTURE MANIFEST ITSELF IN THE UNITED STATES AND IN THE
SCHOOL SYSTEM?

Due to their past educational practices recer~tly-arrived Indochinese
students may be very reluctant to ask questions or to volunteer in
class.

They may be embarrassed to ask for help and willi answer "Yes" to
all questions, especially to: Do you understand? Although s/he may
answer in the positive, the understanding may not be there. Yet they
have answered "yes" for two reasons:

1) To tell the teacher that the student doesn't understand, (even
when he really doesn't) is considered an affront, and

2) An Asian "Yes" may not mean agreement or commitment, since
it is often a polite way of saying "Yes, I am listening to
you".

Therefore, it is advisable to ask "What is latitude?", instead of
"Do you understand the concept of latltude?", and to wait patiently for
the statement which follows the initial "yes" in order to correctly
interpret the response; e.g. "Yes, I do not speak French".

An Indochinese smile may seem inappropriate to the American teacher
or principal in a number of situations because it can also mean anger,
embarrassment or refusal.

Naming practices will be quite different and may cause confusion.
For the Indochinese, the given name is the one that counts in all
situations. The complete name of a Vietnamese or Cambodian would be
written in this order:

Family Name - - - Middle Name - - - Given Name. Laotians, on the
other hand, have no middle names, and follow our American naming
system: )

Given Name - - - Family Name. Children can be addressed by their
glven name alone, but adult Indochinese should be addressed by their
given name, always preceded by Miss, Mr., Mrs., or titles sucn as
Dr., Rey., Captain.

Birthdays: Everyone's birthday is in Tét, the first three days of
the first month of the lunar new year, (usually in February) Indo-
chinese are considered one-year old at the time they're born, so our
birthday customs may seem strange to them. They may believe themselves
to be six years of age when by our standards, they are five.
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Sex education is a taboo in Indochina, and so is disrobing in front
of others or showering together. This may be a problem for our
physical education practices.

Indochinese are taught that it is impolite to look people in the
eye while they are talking. Since American teachers usually demand
eye contact, this may be embarrasing for them.

The Indochinese consider the body to be sacred. Since the degree
of sacredness grows from the feet to the head, (the head then being
the most sacred), they will feel highly offended if touched or patted
on the head. Also pointing to the feet is unworthy and pointing a
finger at someone 1s rude.

Some American hand gestures are offensive to Indochinese. Two
of these are our "come here" hand signal and our "perfect" hand
signal, made by joining thurtb and forefinger and making a circle.
These are insulting gestures in their countries, such as you would
use to call an an‘mal or to indicate that someone is worthless,
respectively.

The metric and centigrade systems are utilized in Indochina.
They use the French way of writing signs and symbols, which may
cause them some confusion in American mathematics classrooms.

Indochinese refrain from public displays of affection, even
between married couples. Public touching between strangers is un-
common, and public kissing is a sign of immorality. Indochinese stu-
dents, therefore, may avoid being touched and may even avoid handshakes.
A smile or nod of the head as a greeting is the appropriate thing
to do, especially for the newly arrived.

Indochinese do not share the bill when eating out. Whoever has
suggested tou go out is the host, and is responsible for the total
check.

Indochinese do not consider loud belching or burping, lip smacking
or soup slurping discourteous. They are actual compliments to the
host or chef. An Indochinese will consider it natural to ask your
age, weight and salary.

The family structure is very close-knit. Children are given
certain freedom and independence but also responsibilities. The father
should be consulted on important educational matters since he is the
one who makes family decisions. Using the children as interpreters
may threaten the Indochinese family authority system. It is best to
use an outside interpreter or another adult family member who may
speak English.

43



Indochinese students may be reluctant to reveal any personal
pProblems or their feelings to teachers and school counselors due to
their belief in "saving face". Counseling and psychotherapy are
virtually unknown in their societies.

Indochinese parents place a strong emphasis on academic excellence
and tend to discourage non-academic activities. (Most of these
parents believe that their participation in their children's school
is not necessary.) Prcviding parental information sessions will help.

Time is considered elastic so parents may be late for appointments
often.

Some Indochinese may suffer from too positive a stereotype in the
U.S., especially as far as achievement in school.

Indochinese may be embarrassed by individual praise. Group praise
may be best at first, with a quiet smile being directed at the child
himself.
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THE HAITIAN CULTURE

WHO ARE THE HAITIANS?

Haiti is a republic situated in the western part of the Caribbean
island of Hispaniola, 600 miles from Miami. The majority of the
population originated in the 480,000 African slaves who gained their
freedom in 1804 when Haiti won independence from France. About 5 percent,
however, consists of a mulatto minority who have formed an elite that
has played a leading role in Haiti's history.

The per capita income of Haiti of $260.00 a year is among the world's
lowest and life expectancy is only 40 years because of poor health
facilities and housing.

In contrast to Latin America, Haiti never had a landed aristocracy.
Power was held by the elite professionals and merchancs until the 1915
social and economic development resulted in the growth of two inter-
mediate social groups. One group associated itself with the elite employers.
The other, corsisting of skilled manual and junior office workers, did
not. This second group, most of whom were black rather than mulatto,
won the elections in 1957 with Francois Duvalier,who remained in power
until his death in 1971. His son Jean Claude Duvalier took over and
continues to rule to this date.

WHAT IS THEIR LINGUISTIC BACKGROUND?

Although the official language of Haiti is French, the native
language spoken by the newly arrived adults and children is Haitian
Creole. The core vocabulary of Haitian Creole derives from the 17th
century varieties of French brought to the island in colonial times.

The common origin of 80% of the vocabulary does not, however, make
Creole a mere dialect of French. The phonological, morphological, and
syntatical differences between the two languages prevent intercommuni-
cation. Monolingual speakers of each language do not understand each
other. Only a small minority of the Haitian population (2% of the five
million inhabitants)are bilingual in Creole and French.

The Haitians' attitudes toward the two languages differ noticeabl .
They overvalue French and coansider it as a symbol of education and
individualistic sorial promotion. In turn, they manifest mixed feelings
toward Creole. They would resent a rfellow Haitian rejecting Creole as
his native language, but they look down upon the vast majority ~F
morolingual speakers of Creole.

Education has been conducted exclusively in French from colonial
times on. One of the most important factors that accounts for the
high attrition rate is the language barrier. From the very first day,
students are being talked to and taught in a foreign language.
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Children are asked to learn abstract concepts in French which results

in poor adjustment and serious reading problems. As if this were not
enough, the problems are compounded by the fact that many of the teachers
do not really speak French well. They learned it as a second language
themselves. Many Haitian children do not learn basic concepts,

nor do they learn French.

Recently, the Haitian Department of National Education established
Creole as the language of instruction in the first four-year cycle
of primary education; however,the written form of Creole is still in
the process of being standardized.

WHAT IS THEIR RELIGIOUS BACKGROUND?

Almost all Haitians are baptized as Roman Catholics. The country,
however, was left without a regqular clergy until 1860. The peasants
created Voodoo, a syncretic cult in which the Catholic god rules over
an African pantheon. One of the most important voodoo dieties is
Dambnalah otherwise known as St. Patrick.

The spirits like Dambhalah and Lingle-sou have healing powers and
work through Haitian"mambos" who now thrive in Miami. Most people
think of health care as doctors, nurses and hospitals. But a Haitian
considers a hospital a place to die. The boat people brought with them
the "doctors Feville" (leaf doctors) and their herbal medicines. Also
the voodoo priests, the male "hougans" and the female "mambos", devote
far more time to counseling and curing than to hexing and cursing.

In a land of Valium, sleeping pills and psychiatric couches, these
people use religious rites to cope with stress. The Cubans have their
"santeros", the Puerto Ricans their"espiritistas™ and the Haitians have
their voodoo priests.

WHAT IS THE GENERAL EDUCATIONAL BACKGROUND OF THE NEWLY ARRIVED?

The Haitian school system offers free primary and secondary educa-
tion which emphasizes liberal arts and humanities in a 19th century
tradition of imparting good manners and a classical education.
Teaching methods used are rote learning and repetition.

This free education is offered in the cities where only 15% of the
population lives. Rural education is adapted to the needs of the
peasint population and includes only the primary years. Urban and rural
education is conducted in the French language. Today the illiteracy
rate is 84 percent for the total Haitian pupulation despite the fact
that, theoretically, six years of primary education are mandatory.

The newly arrived children fall into three categories. The first group
are those who have attended school. Nevertheless, they experience a
lack of continuity between the systems in Haiti or the Bahamas and that
of the U.S. Other older children from rural areas in Haiti or from
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Haitian ghettos in the Bahamas have had no former education. They
have even greater difficulties coping **ith materials they cannot under-
stand and with culture shock. A third group of children have lived

for a while in Nassau speaking English. When they arrive in Miami

they can pass for Americans by not associating with ‘hose who don't
speak English and by not communicating wich others in Creole. They

may suffer from low self concepts.

Education occupies a very high place in the hierarchy of values
in Haitian culture. 1In a country where the literacy rate is only 16
percent, the <¢ducated person enjoys great prestige. Parents will
make eanormous efforts and great sacrifices to educate their children,
as education is the key to social mobility.

PROBLEMS OF ADAPTATION OF THE HAITIAN STUDENTS IN AMERICAN SCHOOLS

Haitian parents expect the schools to impart knowledge, form
character, and instill discipline in the students. The child is taught
to respect the teacher as he respects his parents. The Haitian system
is very authoritarian and parents completely delegate to the school
the responsibility of educating their childr-~n.

Teachers must help students and parents to adapt themselves to the
differences they will face in American schools.

a. There is a more relaxed and freerr atmosphere in the U.S. classroom
situation.

b. The general orientation and instructional methodologies of the
American system differ from the Haitian one.

c. There are new surroundings and new home situations.

Children mav be living away from their parents who are
2ither in haiti or the Bahamas.

Children whose parents live with them may not have direct par-
ental supervision and care due to the extremely hard working
conditions.

The traditional extended family structure has collapsed.

d. They will face different cultural and social environments.

Although Haitians and Afro-Americans share a heritage, the
two groups mistrust each other. Haitians. often cannot relate
with ease to the white population either.

In the U.S. Haitians experience more violence and aggressiveness
than they are used to. This often triggers fear of relation-
ships with peers or adult strangers.
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Low or non-existent incomes have led to a malnutvition
problem which impairs the child's potential for learning
in the schools. Many of the children thought to have
behavioral or learning problems often receive only one meal
a day, the school lunch.

Many parents feel confused about how tc raise their children.
They view the American wWay as too permissive and discipline
their children by whipping them,which could be perceived

as child abuse in the U.S.

-~

Teachers must be aware of the sensitive problem of placement

In Haiti there is no age-grade correlation. Promotion is strictly
based on achievement. In the U.S., Haitians are usually placed by
their chronological age instead of mental ability. They easily become
frustrated when having to face new materials, teaching and testing
techniques as well as a new language.

Cultural interferences invalidate written placement and achievement
tests. Therefore, it is suggested that an oral assessment be given
first in Creole, and if the child passes, then in French and finally
in English.

Remember that most classroom materials, flash cards, video, even

pictures are not reiated to the Haitian child because, unfortunately,
he has not been exposed to the lifestyle they present.

Teachers should help to create a positive self image

Many of the children have very low self-esteem because of the way
the mass media pictured the Haitian boat people. Teachers can help
by learning to pronounce the children's names correctly and trying to
learn a few words in Creole. A little touch or a hug once in a while
work wonders along with some one-to-one conversation about the family.

Most of the children are not accustomed to Physical Education classes
and are especially uncomfortable about undressing in front of classmates.
A child may cut the class or dress out,but change back to his regular
clothes without taking a bath. This causes body odor problems which
make the child defencive and less likely to participate in class.

Teachers should try to assimilate not only Haitian children, but their
parents, as well, into the school community

Schooling is very important to the Haitian family; nevertheless,
parent participation is poor for many reasons,including the fact that
most of the parents do not speak English and they feel they can not
communicate with the teachers. Unfortunately, there are generally
few Creole speaking teachers in the schools.




It mnst be kept :. mind that Haitian parents are not used to
being involved in school activities. They expect to delrgate their
responsibility foi educating their children to the teacher. At
first,they should be encouraged to assist “he 3chool in very prac-
tical ways, for example: demonstrate their <kills in arts and
crafts, show samples of their work(wood carv - ~"q, sewing, etc.)

The school should sponsor special programs for parents such as
nutritional and health care programs, and inform them of social

and health services. ™.e schocl may also be instrumental in
establishiug litaracy prcgrams, English language class=s, vocational
educaticn and cther adult educat?~a programs.

Problems are also encountered in contacting the parents at
iome. Because of their immigration status, many parents wiil choose
not to cive their correct address,making correspondence and home
visits or even a phone call impossible. The only option left,
sending a note home w.th the child, may not telp because the parents
might well be illiterate in both English and Creole. Obviously,
there is a critical need for Creole speaking teachers to meet the
needs of the students and parents.

Although the availability of qualified Haitian staff .nay be
limit~d in certain areas of Florida, cultural and language immersions
for tae unglish speaking teachers, counselors and especially the
secretaries can be offered which would sensitize the st €f to the
needs of the Haitian ch.idren.

39

50




REFERENCES

Charles, Claude. "Profile of the Haitian Child", Procedures Manual
for the Teast-Biased Assessment Project, University of Miami, 1982.

"Haitian Refugees", The Independent Professional, p. 22, October 1981.

Kelly,James. " Trouble in Paradise", Time, pp. 22-32, November 23,
1981.

Levy, Marie Jocelyne and Levy, Antoine. Haitian Educatio. al Services,
Inc., Miami, Fiorida, telephone: 769-0583. Creole immersions
and materials are available.

Malone, Patrick. "In Defense of Voodoo", Tropic Magazine of the
Miami Herald, Septemter 20, 1981.

Racine, Marie M.B. "Adaptition of Haitian Students to American Schools",
paper prepared for non-Haitian teachers S.A.B.E.S. Center, Florida
International University, North Miami, Florida, November 5,1981.

Sylvain, Eline. "Bilingual Education and the Haitian Community",
Flo: ida International University, November, 1981.

SOURCES OF EDUCLTIONAL MATERIALS

National Material Development Centzr for Creole .
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OFFICIAL BILINGUALISM - - A WORLD FACT OF LIFE

The number of countries that recognize two or more languages as official
is growing. An official language is one that a given government recognizes
as the language that it will conduct its affairs in. An official language
is also used in the courts, schools and for business. Note that an official
language is sometimes spoken by a minority of a country's population (as
for example, Mali uses French as its official language although the majority
of the population in Mali speaks Bambara and has little knowledge of
French). in some countries, the central (national) government may use only
one official language in its transactions, but allow the use of other lan-
guages in certain regions. Italy is an example of this; Italian is the
official language of the Republic of Italy, but German is recognized as an
official regional language (on a par with Italian) in the Alto-Adige area
of. Northern Italy. 1In the United States, wnile English is the official
language of the central government, Spanish appears to enjoy quasi-official
status in the State of New Mexico. Thus, official bilingualism is complex
when regional use is recognized.

Following is a list of countries wiere two or more languages are given
official status. The list is incomplete since many newly-independent
countries are in the process of recognizing local languages as official
(supplanting or substituting for ormer colonial languages).

AFGHANISTAN FINLAND
Pushtu & Dari (a persian dialect) Finnish & Swedish
ALGERIA HONG KONG
Arabic;French is quasi-official Chiaese & English
BELGIUM INDIA
French,Flemish(Dutch) & German Hindi(official naticnal language)
English(q.asi-official;
BRUNEI used as an official language in
Malay;English is quasi-official some of the Indian territories).
Assamese, Bengali, Kannada,
BURUNDI Kashmiri, Malavalam, Marathi,
Kirundi & French Oriya, Punjab_, Sanskrit,Sindhi,
Tamil, Telegu, Urdu.
CAMEROON
English & French IRELAND
English & Gaelic
CANADA"
English & French ISRAEL

Hebrew & Arabic
CHANMEL ISLANDS (U.K.)

English & French ITALY
Italian; German has regional
CYPRUS official status in the Alto-
reek & Turkish : Adige region
CZECHOSLOVAK1A KENYA
Czech & Slovak English & Swahili
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OFFICIAL BILINGUALISM - -~

LUXEMBOURS
French, German & Letzeburgesch

MADAGASCAR
Malagasy & French

MALTA
Maltese & English

NEW HEBRIDES
French & English

NAURU
Nauruan & English

PERU
Spanish & Quechua

PHILLIPINE ISLANDS
Thilipino,English, Spanish & Tagalog

RWANDA
Kinyarwanda & French

SEYCHELLES
English & French

SINGAPORE
Malay,English, Chinese &
Tamil
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REPUBLIC OF SOUTH AFRICA
English & Afrikaans

U.S.S.R.
Russian (official national
language)
Official regional languages
include:
Armenian, Byelorussian,
Ukrainian, Georgian,
Lithuanian, Latvian,
Estonian, Moldavian,
Uzbek, Tadjik, Kazkh,
Azerbaijani.

SPAIN
Spanish (na‘ional, official
language) oOfficial regional
languages:
Catalonian, Basque, Galician,
Valencian

SRI LANKA
Sinhalese; Tamil recognized
for some purposes

SWAZILAND
English & Siswazi

SWITZFRLAND o
Fronch, German, Italian --Official
Above 3 and Rumansch ~-~National
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Afghanistan
Albania
Algeria
Andorra
Angola

Argentina
Australia
Austria

Brazil

Bulgaria

NATICNALITY WORDS

ADJECTIVE

Afghan

Algerian

Angolan
Argentinean (Argentine)

Afghanistani (singular)
Afghans (pecple)

Algerian
Andorran
Angolan
Argentinean




Congo, the

Cyprus

Dahamey

Ecuador

El Salvador

Bquatorial Guinea

Cape Verde Islands

Cayman Islands
Central African Republic

Costa Rica

Czechoslovakia

Dominican Republic, the

Cape Verdean
Cayman Island

Costa Rican

Cyprian, Cypriote
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Cape Verdean
Cayman Islander

Chadian
Chilean

Colarbizn
Congolese

Costa Rican

Cuban

Cypriot (singular)
Czechoslovakian, C
Dahcomeyan

Dane

Daminican
Dominican
Ecuadorian
Egyptian
Salvadorean

Bantu (singular)
Bantu (people)




Ethiopia
Falkland Islands, the

Fiji
Fonmosa

France

Ethiopian

Falkland Island

Fi.rmish
Fijian
Formosan

French

Garbian
Hest German
East German

&.anaien

Gibraltarian

Hungarian
Icelandic

Indonesian

6l

Ethinpizna
Falkland Islander
Fimn

Fijian

Formosan
Frenchman

Frenchmen (plural)
French (people)

Garbian
West German

East Carman

Hungarian
Icelander

Indonesian




Ireland

Israel

Italy

Ivory Coast, the
Jamaica

Japan

Jordan

Kenya

Khmer Republic, the
North Korea

South Korea

Liechtenstein
Luxemburg

Malagasy Republic, the
Malawi

Malaysia

Jamaican
Japanese
Jordanian

North Korean
South Korean
Kuwaiti
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Iranian

Irishmen {plural)
Irish (people)

Israeli
Italian
Ivorian
Jamaican
Japanése
Jordanian

Kenyan

North Korean

Malaysian




Maldive Islands

valta
Mauritania

Mauritius

Netherlands, the

New Zealand
Nicaraqua
Niger
Nigeria

Pakistan
Palestine

Panama

Maldivian

Maltese
Mauritanian
Mawritian

Mexican

Mongolian

Montserratian

Mozanbiquean

Mamibian
Nauruan

Nepalese

New Zealand
Nicaraguan
Nigerien
Nigerian

Cimani
Pakistani
Palestinian

Panamanian
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Maldivian

Maltese

Mauritanian

Mmgolian, Mongol
Mongolians, Mongols

Montserratian

Mozambiquean
Namibian

Nepalese
Dutchman
Dutchmen (plural
Dutch (pecyle)
New Zealanfler
Nicaraguan
Nigerien
Nigerian
Pakistani

Palest.nian

Panamanian




Papua New Guinea

Paraguay

Philippines, the
Poland

Portugal

Puerto Rico

Qatar

San Marino
Saudi Arabia
Senegal
Seychelles, the
Sierca lLeone
Singapore
Samalia
South Africa
Soviet Union, the
Russia
Ukraine, the
Latvia

Lithuania

Estonia

Spain

Papuan

Paraguayan

Polish
Portuquese
Puerto Rican

Qatari

San Marinese
Saudi Arabian
Senegalese
Seychellois
Sierra ‘Ieonean
Singaporean

South A.cican
Soviet

Russian

Latvian
Lithuanian
Estonian
Spanish
Sinhalese
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Papuan
Paraguayan
Peruvian
Filipino
Pole

Puerto Rican
Qatari

San Marinese

Saudi or Saudi Arab

Seychellois
Sierra le nean

Singaporean

South African
Soviet citizen
Russian
Ukrainian
Latvian
Li*huanian
Eston.an
Spaniard
Sinhalese




Wales

United States of Americe, the

Upper Volta

Uruguay

Vatican City, the

English
Scottish, Soots

Welsh
American
Votaic

Uruguayan

Vatican

English

Scot, Scotsman
Scots (people)

Welshman
Welsh (people)

American
Voltain
Uruguayan

Vatican citizen




Venezuela Venezuelan Venezuelan

Vietnam Vietnamese Vietnamese
West Samoa Sampan Sampan
Yemen {Sana) Yemeni Yemeni
Yemen (P.D.R.) Yemeni Yemeni
Yugoslavia Yugoslavian Yugoslav
Zanbia Zanbian Zanbiar-
Zimbabwe Zimbabwean Zimbabwean

* In those cases where no adjective or proper noun is given, the prepositions
OF and FROM are usually used, i.e., "the goverrment of the Central African Repub-
lic¢," "the student fram Hong Kong," etc.

The formms ending in -MAN have corresponding feminine forms ending in -WOMAN. The
plural forms are -MEN and -WOMEN.

When naticnality words have double forms (Spaniard/Spanish), the adjective form
can be used to dencte nationalities, i.e., the Spanish, th.e Chinese, the French,
the Welsh, etc. Nationality adjectives ending in -SH, -ISH, -CH, -ESE, as well
as Swiss, d not have plural forms.
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Mexican-American
Migrant

BEST COPY

62.:




NAME

CHICANO BARRIOLOCY QUIZ

Accordin,, to baby care practices of barrio wcmen, tickling a
baby will produce:

A. A sickly baby
B. A speech defect
C. Brain damage
D. All of the above

If you were offered a "grifa ", you would probably:
A. Wear it

B. Eat it

C. Play it

D. Smoke it

If you had to assure scmeone of your sinceri‘y or truthful-

ness, you would ke most likely to say,"lo juro por "
A. ti

B. D%os

C. m

D. mi madre
"La Chota" and "La Jura" are terms rere:ring to:

A. A girlfriend

B. The police

C. A wife

D. A school teacher

Tortillas are used as a base for making:

A. Tacos

B. Enchiladas

C. Tostadas

D. All of the above

"Bolillo" is a term referring to:

A. A Black

B. An Anglo

C. Any Spanish-speaking person
D. A middle-age Chicano

If you were suffering from "Mal de 0Ojo", a"curandero"would
cure you with:

A. Garlic
B. An egg .

2. Powdered chili
D. Aspirin and chili

See answers on page 195
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TEX-MEX

TEX~MEX is the Mexican American usage of language |
near the Unit=d States/Mexican Borc¢ °r,

ANGLICISMS ENGLISH SPANISH
l. troque truck camid;
2. caro car carro (automébil)
3. bos bus autobus (cami&%)
4. mechus matches cerillas (fégforos)
5. lonche lunch almuerzo
6. quebrada break descanso
7. huachar to watch mirar
8. pardquear to park aparcar (estacionar

TEX-MEX sayings:

l. h&a:hale watch out!

2. ah{ nos huachamos Zle you later.

3. IQue nonda? What's up? }

4. ese véto hey man i
i

Remnant: of OI.D SPANISH

l. asina thus, like this !
2. pizcar tomates to glean (gather slowly and 1aboriously%
3. panzéh big bellied percon

4. chavaiv lad (chaval=lad; chavala=lass\

What do you think these words mean in Mex-Tex?

1. simén - 5. gringo -
2. chale -~ 6. morenc -
3. 3efe -
4, jefa -
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THE MEXICAN AMFRICAN CULTURE

WHO ARE THE MEXICAN-+MERICAN MIGRANTS IN THE U.S.?

Migrant wo-kers of Mexican descent have been moving through the
United States since the beginning of the twentieth century. The
"bracero" program, during and after World War II, legalized their
migration; however, competition for the g-ized green cards became
SO intense that thousands of workers came north without them.
Illegal immigrants -"wetbacks" - could be hired for less than a
"bracero"” was supposed to earn. As long as jobs were available,
empioyers and law enforcement officers paid little artention to the
legal status of the Mexicans.

Even today, over 40 percent of these workers earn less than
poverty-level incomes. Protein deficiency diseases are common and
only one migrant in six has ever been to a dentist. Heavy drinking,
drug use, and violence in camps disrupt their dai’y li-regs. Girls
begin bearing children at fourteen or fifteen, and the infant
mortality rate is four times that of other American women. Those
boys who graduate from high school generally join th: army; the girls
usually drop out of school before graduation, marry young and have
large families.

Despite the protection offered by the Carter administration's
ruling that illegals whc have residei in the United States for over
five years cannot be deported, many Mexican-Americans heve no legal
status. To avoid deportation, they often refuse to register for
benefits and continue to work for unscrupulous crew leaders.Thus, they
have no recourse to legal protection if they are exploited.
Although they may live in the U.S. under the fear of being deported,
they would face much greater privations in Mexico where there is even
less opportunity for work.

WHAT IS THEIR LINGUISTIC BACKGROUWID?

"here are only two cultural traits that appear to even be close to
universal. One is that Mexican-Americans tend to speak Spanish.

Their decendents, the Spanish "conquistadores" were, in the main,

men of the sword. not of letters. They married women of the indigenous
popuiations of the Southwest whose cniidren spoke a mixture of the

two languages. As the Nccth American culture moved into the Southwest,
resulting generations develnrzd a unique cultural and linguistic com-
position.

The Spanish spoken by the Mexican-Amcrican migrant population
retains remnants of 0ld Spanish which includes "asir.a" for "as{" and
"ande" fcr "donde", both cc wmon in 16th century documents. Indiun
words (Nahuatlisms) such as "camote", "aguacate", and "tamal", were
also adopted along with English words (Anglicisms) such as "troca",
"lunchear”, etc.

70

65



It is not uncommon to encounter descriptions of the Spanish
spoken in Texas as not being a language but rather a random mixture
of English and Spanish. Recent studies have documented the falsity
of these claims. The larguage stigmatized as "Tex-Mex" has fully
developed grammatical and phonological systems which are distinguished
from Spanish only by a relatively large number of English lnanwords
and certain anglicized syntactical structures.

Many Mexican-Americans shift from English to Spanish “‘n the same
conversation. This code-switching has more of a social meaning
than a linguistic one. It is similar to the alternation between the
formal and the informal forms of "Ud" and ”tﬁ", Both signal a change
in interpersoral relationships.Switching to "tu" or into Spanish pro-
jects greater iuformality and personal warmth.

WHAT IS THEIR RELIGIOUS BACKGROUND?

The second of the two cultural traits that appear to be universal
is that Mexican-American migrants tend to be Roman Catholic. Among
immigrant populations, their Catholicism may be of great significance
in maintaining cultural integrity. French Canadians who moved into
Maine after the Civil War have preserved their cultural diversity and
lang. je. The explanation is "La Survivance". The loss of language
means the loss of faith and the loss of faith means the loss of Heaven.

The Catholic religion, however, did not survive untouched b
the Indian nature-worshipping - religions.The Mexican-American immigrant
believes in the supernatural and in the "curandero” who alone can
cure "mal de ojo" and "empacho". The Indian ancestry and the rural
lifestyle aid in the maintenance of a folk culture, which encourages
Supernaturalism and retards the spread of formal education,

WHAT 1S THEIR GENERAL EDUCATIONAL BACKGROUND?

The treaty of Guadalupe-Hidalgo in 1848 ceded California, Arizona
and New Mexico to the United States. In the agreement, residents of
the Southwest were given freedom to speak Spanish, to practice customs
and traditions and to worksh_.p freely.

Unfortunately, the Anglo-Ame_.can social attitudes downgraded
Mexican culture and the new public schools set out to suppress the
Spunish languags. In 1870, California passed a law requiring all
classes to be taught in Enclish. New Mexico passed a similar law in
1891.

The history of forbidding Spanish in the schools created psycthio-
logical barriers that have not yet disappeared. Currently in Florida
schools, Spanish ig not forbidden - - "Good Spanish", that is. The
Mexican-American vaviety is cricicized, however. The migrant child
omes to understand that his lanjuage is of no worth, and therefore he
i8 of no worth. The negative self-concept results in low levels of
espiration and in failure to achieve c>mmensurate with abilitv. As
recent as 1977, fewer than 40 percent of the Mexican-American migrant
pcpulation in the U.S. completed high school,

66 71



In an attempt tobriny some continuity of instruction to migrants,
a computer transfer record system has been installed in areas with
large migrant populations. Thus, children who move from state to
state or within a state can be placed immediately into proficiency
and achievement levels consistent with those that they left a few weeks
or months before. Nevertheless, since jobs, not schooling, are the
focus for most migrant families, many children simply avoid both
outreach programs and conventional schools in order to work in the
fields.

HOW DOES THE CULTURE MANIFEST ITSELF IN THE UNITED STATES AND IN THE
SCHOOL SYSTEM?

The "Culture of Poverty” manifested in all migrant groups, whether
from Mexico, Haiti, Puerto Rico, or another 1ocation, tends tu main-
tain protective group values and hinders attempts to bring their
children into the educational mainstream. Mapny feel that schools
undercut their parental authority. Others need their children as wage
earners.

Teachers should help parents recognize education as an avenue of social
and vocational mobility.

In contrast to the value Indochinese and Haitian parents place
on education, the Mexican-American identifies with more immediate
rewards: money, shoes, clothes and especially a car. These are obtained
from manual work not .schooling. As mechanization eliminates jobs,
migrant families must begin to plan for a different type of future.
They already have seen an increase in both competition for jobs and
the distance they have to travel between jobs. The next generations
will have to learn new skills in order to find work. Those skills
are available in the schools, especially vocational education centers.

Teachers may encounter lack of concexn among the parents possibly
due tc the cultural attitude of people being subiugated to nature.
("Que sera, sera".) Mexican-Americans may not react as we would expect
to the logic ~f the arguments for the value of educating their children.
Education is useless and worse yet, it may not result in achievement but
rather in frustration and humiliation. ’

_ The presence of Mexican-American teachers and aides in the schools
is prodf of the fact that there is a place for them in the outside
world. They do not have to live on the fringe of society forever.

Teachers should realize that they may be very effective in motivating

most of their students but not the Mexican-American migrants.
Mot@vational_factors differ from one cu.ture to another. It seems

that Mexican-Americans must perceive a clear relationship between school

activities and helping others. They look for some humanitari-n end result

that is a direct outcome of the effort spent in the learning activity.
A good grade is not enough.
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Also, when content is presented in a way that involves children inter-
acting with one another, learning among Chicanos increases.

Teachers will realize that anonymity is a way of life,

For many migrants, adults and children alike, safety depends on
anonynity. They do no: speak out in class, nor do they seek recog-
nition. Even those who speak English well will not extend themselves
in class. Therefore, silence may not mean a lack of oral language
skills. Testing for placement should be postponed ard teachers should
learn to rely on the Migrant Student Record Transfer System,

Teachers may also find that discipline may be a problem.

Mary migrant children have built-in antagonisms. The stigma of
inferiority haunts them as they enter the conventional fall-to-spring
school system late and leave early. They are strangers in a society
from which they can earn ioney but that otherwige rejects them.

Teachers should recognize the compounded problems faced by the
migrant cnild with exceptional needs.

The migrant child with exceptional needs is truly the "Invisible
Child" who is not found on either the rolls of special‘education nor
migrant education. 1Instead, this child resides in the closets of
labor camps and in the fields when crops are ready for harvesting.

At present, federal, state, and local agencies are trying to
identify these migraat children and to define who it is that is
responsible for serving them.

Teachers have made the following observations concerning the Mexican-~
American Migrant children in school.

l. The children are n>t disturbed in their social adjustment.
Not being able t» read is accepted as normal. dany of their
frisnds as well as wany adults whom they respect and admire
either cannot or do not read. ' Therefore, Spanish-speaking
retarded readers have friends at school and relate well to their
peers.

2. Though reading may seem relatively unimportant to them speech
does not. The Mexican-American migrant who can speak out in
public, make himself heard and show himself to be forceful

and fluent in public meetings is much admired. The substance

of his speech is often less important than the fact >f his
speakina and his persuasiveness is gauged by his ability to

hold own against English-speakers in English-speaking groups.

3. The children a.e more social in their relationships to adults
than are children of the North American middle class. Apparently
the extended family relationships which most Spanish-speaking
children enjoy have made them more acceptirg of adults and given
them a better base for establishing friendships with adults.
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4. The students are authoritar.an and male-oriented in their
leadership expectation. Consequently, permissiveness tends to
be interpreted as weakness and the verbal, positive leader who
knows what he wants is easily accepted. Women teachers are
accepted, women principals are suspects.

5. Once they have assessed the reading task and set up goals
for themselves, the migrant students show patterns of ups and
downs in motivation and attitude that are indistinguishable from
patterns shown by North American children. There is the early
cockiness with initial progress, the slump when tre realization
of how far behind they really are strikes them, .he leveling off
and digging in when they decide that the job can be done after
all, and growing self-assurance as they hit their stride and
begin to make progress.

6. Once they are on the road to success, these students are

just as competitive as their North American counterparts but
probably more responsive to praise and more sensitive to criticism.
Their sensitivity to lcss of face in front of a group is far
greater than that of a typical North American student and they

are less likely to have a ready defense against sarcasm or

unfair criticisms.

7. The students are strongly aware of themselves as Spanish-
speaking citizens and on the alert for any reaction, particu-
larly any note of disapprova’ or reservation in accepting
them or their culture. The :ject any teacher who does not
like ther., whether or not th. . teacher speaks Spanish. They
work well with teachers who like them and not at all with
teachers who do not, but thev seem to have a special hostility
for the Spanish-speaking teachers who do not like them.
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SUGGESTED PTACTICES AND ATTITUDES
FOR MEXICAN-AMERICAN
SCHOOL POPULATION

Curriculum

Introduce materials into the regular curriculum which will give the
Mexican-American an idea of who he is. Not only his Spanish, but
his Indian, Mexican and Chicano background should be integrated in
the curriculum.

Include the Mexican American's contributions to community, state
and country in social studies and history classes.

Include Mexican and Chicanc literature, in translation if necessary,
in the language arts program.

Take advantage of the students' life-style by providing experiential
teaching units on travel. (ie.locating and reading about places to
visit or to notice en route; map reading; record keeping of expenses).

Encourage children “o share larguage differences so that in the normal
proceedings of the day each group will acquire a facility in the other's
language. .

Organize field trips ijto community to iacrease the students' urder-
standing of the world around them and improve their abilities to deal
with that world.

After providing first hand experiences in the community, extend the
learning once the children have returned to class. (ie.a unit on
people and jobs).

Emphasize cooperative learning instead of competitive learning to
reinforce cooperative behavior among all students which may be moti-
vating and rewarding to the Mexican-American.

Hmphasize the importance of a learning task to the students' future.
(ie. managing of imaginary weekly expenses to point out that ore nas
to plan for the future and choose between .uxuries and necessities).

Select reading materials that relate to the students' own environment.
Assist teachers in the use of the Migrant Student Records Transfer

System (MSRTS) so that interstate and interdistrict cocmmunication can
serve as a base for local curriculum development.
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Curriculum (con't)

Make available linguistically and culturally sou..d career counseling
and training materials.

Offer in-service training programs for bilingual and migrant program
staff members to bring about greater coordination between those
programs.

Develop nationwide policies and procedures leading to the validation
of foreign degrees and credentials.

Attitude

It must be understood that no static Mexican-American culture exists.
It varies by geographic area and within the same geographic area
differing kinds und rates of acculturation are evidenrt.

Teachers should discourage the teaching of any set list of distinctive
characteristics. Such lists may result in reinforcing stereotypes.

Instead, we should foster an in-depth awareness of cultural differences
and similarities.

Tzachers should remember that struggling to use two languajes at the
same time tends to make a child's oral responses slower - 1d to retard
his/her progress in learning tc read.

In making placement decisions, teachers mus. consider cultural and
linguistic factors. Educators must demand of test publishers greater

content validity and more informative data about minorities in tech-
nical manuals.

Programs should be designe ¢ to train bilingual/bicultural teachers of
handicapped and gifted Mexicar-American students.

Success with the Mexican~American child in the classroom depends
largely on what the schools do to reach the parents. Provide
opportunities for parent involvement.

7
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FOR SUCCESSFUL MANAGEMENT NOF BILINGUAL PROGRAMS...

ADMINISTRATORS S:OULD:

1. HAVE SKILLS IN HUMAN RELATIONS

2. KNOW PND RESPECT OTHER CULTURES

5. BE SUPPORTIVE OF BILINGUAL PROGRAMS

4. EMPLOY CAPABLE AND SYMPATHETIC STAFF MEMBERS
5. HAVE SKILLS IN ALTERING SCHOOL STRUCTURE

€. ACCUIRE BILINGUAL MANAGEMENT SKILLS FROM
ON~-THE-JOB EXPERIENCE OR IN-SERVICE PROGRAMS

7Y
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COMPONENTS OF BILINGUAL EDUCATION PROGRAMS

The following are seven components of Bilingual Education Programs
as found in the State of Florida. In some counties, the names
of the programs may vary, and/or not all components may be present.

ENGLISH FOR SPEAKERS OF OTHER LANGUAGES (ESOL) ,also may be known as
ENGLISH AS A SECOND LANGUAGE (ESL):

This is a required program for students whose native languade is
other than English and who are classified as less than independent
in English. It is a full language arts and cultural program which
includes listening, comprehens.on, oral expression, pronunciation,
reading, and writing, as it supports the skills and concepts
presented in the regular English curriculum, in accordance with
the Early Childhood and Basic 3kills Plan, and State and local
minimum standards. English for Spaakers of Other Languages is

based, when feasible, on a contrastive linguistic and cultural
analysis of the English and the s‘udents' home language systems
and of the cuiture(s) each language reflects.

TRANSITIONAL BILINGUAL BASIC SKILLS ORGANIZATION (TBBS):

This component is designed to use the student's native language
and cultural factors in instruction. It maintains and further
develops all the necessary skills in the students' home larqguage
and culture while introcducing, maintaining, and developing the
necessary skills in English, and it provides a means to easure
equal educational opportunity. The use of the students' home
language is phased out as a medium of instruction as competencies
are developed in and through the use of English. Participation
in all non-English components is voluntary. This particular
component was created in 1975-76 as a result of the Lau Remedies
which followed the Lau vs. Nichols Supreme Court decision. Usually

this program serves K-9 grades.

ELEMENTARY SPANISH AS A SECOND LANGUAGE (SPANISH SL):

This is a voluntary language and culcure program designed to provide
instruction in Spanish to English lanquage origin and other non-
Spanish 1- tage origin gtudents. A student in elementary Spanish

75 - . &0
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Components of Bilingual Programs (Cont.)

as a Second Language not only studies the Spanish language and
culture, but also reinforces through the medium of Spanish the
skills, abilities, concepts, insights, and understandings which
ne or she has acquired in the study of other subjects of the
regular curriculum.

SECONDARY FOREIGN LANGUAGES (SECONDARY FL):

This consists of voluntary language and culture orograms designed
for students of English language origin or other language origin
who wish to study one or more foreign lanqguages, such as German,
French, Hebrew, Italian, Latin, Russian, or who wish to initiate
or to continue the study of Spanish as a foreign/second language.
With the exception of Latin, the languages are presented

orally emphasizing listening comprehension and oral communica-
tion within contexts appropriate to the culture(s) of native
speakers of those languages. Reading and writing at all levels of

learning are presented sequentially.

BILINGUAL CURRICULUM CONTENT (BCC):

Bilingual Curriculum Content (BCC) it a voluntary program designed
to provide in a language other than English, as well as in English,
selected basic skills and concepts which are generally offered
only in English. The program implements in each curriculum area,
such as social studies, science, or mathematics, the same instruc-
tional cbjectives as :.re implemented in the regular curriculum in
English. The program is of?ered where tunere are pupils of limited
English-speaking ability and/or ir bilingual schools where more
than one langiage is sed for le-rning. The portion of time

which the lznguage other tha" English is used as a medium of
instrur .ion will depend on the student's groivth of proficiency

in Enyltish ard/or the student's purpose in participating in the
program.

This progra= was aiso started as a resu)- of the Lau decision, and

it is designed to aid students in concer development in the curricular

areas so that they will -ot fall behind while learning English.

§1
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Components of Bilingual Programs ’‘Cort.)

SPANISH FOR SPANISH SPEAKERS (SPANISH-S):

This is a voluntary language and culture pregram designed to

teach Spanish language arts skills to Spanish language origin
students and to other students whose proficiency irn Spanish

allows them to profit frem the program. The program is comparable
to the English language arts program designed to enable English
language origin students to acquire listening, speaking, reading,
and writing skills in English. It also provides the participating
students with the opportunity to acquire, clarify, or reinforce

in Spanish certain basic concepts related to the contznt areas
taught ian English. (Changes are under consideration)

BILINGUAL SCHOOL ORGANIZATION (BISO):

A Bilingual School Organization (BISO) refers to a curriculum
construct offered at the elementary level which, in addition

to the regular instructional program in tl.e English language,
provides for instruction in English for Speakers of Other Languages,
Spanish for Spanish Speakers, Spanish as a Second Language, and
Bilingual Curriculum Content, and which provides for the introduc-
tion of basic concepts and skills in the student's native language
and reinforcement in the second lanquage. Because of the intensity
in terms of “ime and scope with which Spanish is offered to English
language origin students in this situation, a major objective pursued
is to make Spanish a second language for these children. Participa-
tien in all non-English components is voluntary.
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Aruitoxt provided by Eic:

I. Overview

The sources discussed in this literature review arc included as a
result of two types of searches, an ° ..C run and a hand review of abstracts.
The ERIC and for the most part the hand search were limite’ to publications
no older chan two years. Illowever, a few entries with ol .r publication
dates are included in the reference section. Appendix A shows the descriptors
used to identify entries pertaining t¢ the focus of the ERIC search. Four
different programs ‘locate and print) were formulated and entered into the
computer. The hand search, besides reviewing the journal abstracts, included
examination of the dissertatinn abstracts. What resulted from these efforts
was the identification of about thirty-five (35) sources and up.on review of
each entry, twenty-three (23) weres found to be appropriate for inclusior.
The primary focus of the search was to identify wr.’.ings which iirecvly
addressed competencies f'r principals administering bilingual programs or
serving in schools with a majority of bilingual students. A preliminary
seavch revealed a paucity of listings directly targeted to the above focus.
Therefore, tnhe parameter of the focus was expanded to include relevant writ-
ings which had implications tc the primary focus. The expanded focus
included such topics as the preparafion of urban administrators, principals
in metrcpo.itan schools, minority administrators and their perceptions
about succes-ful practice, etcetera. Because of the numerous writings 1a
these related areas, the hibliographer hac to make a decision abocut inclusion
or exclusion based on the title and/or the abstract when available. However,

1t 15 believed that few writings relevant tc the focus escaped detection.

II. General Statements About The Findings

The writings found in the journals or papers in the ERIC bank are not
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Aruitoxt provided by Eic:

based on field research. Rather they are prescriptive in nature bhased on
practitioner experience or conceptualization by graduate students or profes-
sors. The sole exception is the study conducted and written by Columbus
Salley. The identifigd publications make it evident that one individual has -
explored and developed the aspect of leadership for bicultural schools more
than any one else, i.e., Leonard A. Valverde, a professor at the University
of Texas at Austin.

Both practitioner and scholar are in agreecment about what administrators
must perform or skills tney must possess if bilingual education program.- are
to be successful. Consistently the following elements are found in the
writings: (1) Chicano administrators are confronted with conflict. (2)
Chicano administrators must be change agents. (3) Mexican American adminis-
trators must incorporate the community into the school program. ’‘4) Urban
administratocs nust have skill in human relations. (5) Principals in schools
who serve cummunities having a culture different than white middle class
must know and respect other cultures. (6) Principals must be supportive of
bilingual programs. (7) Principals rust employ capable and sympathetic
staff members. All the writings addressing the principal agree that the
principal 1s the mosc influential in making or destroying an instructional
program. One finding, identified by only one of the articles included heare-
in, appears to be significant and wurth highlighting. The study conducted
by Salley and others states that the school structure must change if the
pPrincipal is to be a change agen:. If such a conclusion is valid, it has
major implications for this study, i.e., to identify competencies for
principals of bilingual community schnols. One competency area for develop-
ment may well have t¢ include skill i% altering school structure or organi-

zation.
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Generally, the articles, while they identify competency arcas, lack
specificity. The only exception are the writings by valverde. However, his
competencies have not bec~ validated by field testing, although they are
supported by other authors.

As to the disscrtation studies, for the most part they support the
prescriptive writings found in the journals and ERiC. The doctoral disser-
tation research, most of " he designs include the survey methodology, have
come to identify competency areas that principals of biliiyual programs must
acquire similar to those found in the journals. Collectively the disserta-
tion studies ceveal th-*: principals or instructional cdministrators mus*
have facility in conflict resolu*tion, human relations, comprehensive planning,
staff selection, community cooperatien. Also, most practitioners perceive
the acquisition of these skills as best acquired from on-the-job experiénce
or in-service type programs

Therefore, the literature search indicaies that cdategories for compe-
tencies ureful to principals responsible for leading a bilingual instruction-
al program be generated in the following areas:

{1} Change

{2) Ceniflict Resolution

{3 Humanr Relations

4! Community Involvemenc

(5) Iastructional Staff Selectaon and Development
{6} Comprehensive Plaraing
17) Cultural Acquisition
Zach of tnese seven cateqories require further thought, defin‘tion and
discussion. Add:tional attention will Le given to these seven corpetency

categories when the survey..rutstionnaire development phase is undertaken.
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The rcader should note that a few of the entries found in the reference

section are not fourd in the anno*ated section. The papers edited by Mend

were found to be of interest but not directly informative to the focus. The

dissertation by Thompson may be useful at a later time, therefore it was

listed but not written up. The dissertations by Ramos, Samora and Wood were

not located in the abstracts. Finally, the paper by Sanchez and Cali is

fo :hcoming from the California State University at Los Angeles Dissemination

Center.

Upon review, if found appropriate, an acdendum will be forwarded.
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Aguilér, J. V. The Building Principal's Role In A Bilingual Education
Program. Journal of Tcacher Education, V:'. XXX, No. 3, (May-June 1979)
pp. 26-26.

This article argues that the principal plays as important a role as a
teacher in a bilingual program. The author identifiss tasks and activities
~hat the principal should perform if children of limited English-speaking .
ability are to learn, grow, and develop into productive and well informed
adult citizens. Aguilar states that principals nced to know the n..nority
community: Its language, culwure, value system, and the people's eduvational
desires for their children. He implies these learnings can be gained from
university or college courses. He, further, listed the following:

1. The elementary school pr ncipal must support the educational
program desired by the community.

2. The principal should help the community to see existing needs which
the current program does not meet.

3. The principal’' major responsibilities have to do with the instruc-
tional portion of the program.

4. The principal must select staff members who possess a positive and
constructive attitude toward bilingual education and the development of
skills necessary to relate to students, parents, and community members of
different cultural and cthnic backgrounds.

5. The principal must justify budget request for staff activities and
material purchase which will enhance the bilingual program.

6. Establishment of a parent-advisory group is a major responsibility.
With imput from a variety of sources, the makeup of the advisory group must
be representative of the community.

7. The principal must support staff efforts and speak to a variety
of community groups, explaining the ri-blems and benefits of the school's
bzlingual procram.

8. The principal must censider the bilingual program as an integral
part of the curriculum.

9. The principal must provide the reinforcement and the atmosphere
that allows the teacher to be creative, which allows the pupil to be productive.

Bolman, Lee (¢'.) Innovative Training For Educational Administrators,
Education and Urban Society, 1976, 9, 1, pp. 1-123.

The entire issue is devoted to training administrators. Three of the
articles address how preparatior. programs were redesigned, i.e., Stanford,
5UNY at Buffalc and New Vork University. This spe 'al issue may be of
use later in considering the organization of the bilingual administrator
preparation program at Texas Women's University.
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The article lists six competenc; areas that minority administrators
should have training in. They are:

1. Improvement of educational programs -- comprehension of movements
and trends in curriculum and understanding organizetional patterns in the
schocl.

2. Personnel Management -- selection, supervision and evaluation of
personnel.

3. Administrative Leadership -- understanding human motivation, group
dyramics, communication, conflict resolution and the handling of controver-
sial issues.

4. School-Community Relations -~ .nteraction of organized jroups, the
utilizati~ -~f -contributions from variou: sectors, and the maintenance of
effective relations with diverse ethnic groups, the press and political
agencies.

S. Law

6. School Management -- plannina, implementation, resea)ch and develop-
ment, and program budgeting.

Nieto, Consuelc and valverde, Leonard A. A Momentous Leap: From Survival
To Leadership. Consortium Currents, Vol. 3, No. 1, 1976, pp. 2-10.

The purpose of this article is three-foid: (1) to define the type o.
leadership that needs to ¢ practiced by Chicano educators who want to act
to improve “he educaticnal envi-onment, organizational structure, and insti-
tutional operation for Chicano students; (2) to present the educational
missions that need to be undertaken; and (3) to identify the leadership
means that wa: pe most appropriate to accomplish these tasks successfully.

The authors describe two types ol leadership styles oresently in effect.
lype I leader is referred to as administrator. Type I is representative
°f Lipham's definition: "An individual who utilizes existing structure and
procedute to achieve an orjanizational goal or objective”. Type II leader
15 referrad to as Chicano advocate, anu is representative of Hemphill's
definit.on: "/(.c whg] initiates a new structure or procedure for accom-
plishing a group's goal or objective".

It 1s posited that the Chicano leader's instructional role coes beyond
designin and developing institutional alternatives, but working toward the
correction of 1njustice in school systems. The instructional role may be
accormplished by identifying irstructional needs and translating them into
measurable goa.s and objectives, and drafting step by step strategies.

Finally, the authors hypothesize that Type I and II will not suffice
for the future; rather a new type will be needed, Pro-active Negotiator or
Type III. It is anticipated that Chicano leaders will be placed in middle-
men positions having to facilitate a balance between organization and
community desires. This calls for the Type III Clt.cano leader to have skill
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Contreras, ». Reynaldo .opanish-Surnamed Educatioral Administrator.
Emergent Leadership, UCEA Journal, veol. III, Ne. 2, 1979, pp. 33-47.

This arti~le is an abbreviated report of the author's unpublished
dissertation and is focused to discussing the question, "How are these insti-
tutionalized Hispanic professionals, especially educational administrators,
relating to Hispanic community groups and to institutions they work for?" "
Before answering the questior, the author suggests that Spanish-surnamed
adrii.ctrators are expected to be role models, experts, linkages, and
advocates for Hispanic community groups. In answering the question, the
author identified that these two sociocultural systems (Hispanic cormunity
and institutions) create a marginal situation~-an environme % characterized
by inconsistencies in values, norme, attitudes, expectations, behaviors,
languages--and a marginal-c2lf administrator. Moreover, Spanish-surnamed
administrators experience role conflict as a normal work experience without
serious signs of distress. Also, Spanish-surnamed administrators use a
variety of administrative behaviors for dealing with situations of potential
conflict, with advocacy behavior more frequently used than others. Lastly,
the organiczational conditions that ethnic minority administrators have
encountered have demanded their constant atterticn to the organization.

Tnis has limited their contact with the heterogenecus ethnic community, thus
suggesting limited awareness of community expectations. The coping behavior
has been oriented toward the organization as a consequence of the conditions
encountered for entrance, participation and promotion within the organization.

Gue, Leslie R. “reparation of Educational Administrators In A Multiculturai
Nation--rolitical, Social And Historical Perspectives, 1979, ED 170~907,
33p. Paper presented at AERA, San Francisco, California.

A multicuitural training program should contain a theory component
concerning such concepts as culture, ethnocentrism, stereotyping and an
experiential component including such activities as interrultural communica-

tion workshops, internships in culturally based ethnic organizations and
simulation games (BaFa bafa).

Furthermore, the author recommends that in the theory componert the
following elements be included for discussion:

Prejudice ard discrimination
Cultural change, draift and diffusion
Decision models 1.. differing culturzs

Use of informal ocrganizations in differing cultures

Influence as a force on aiministrators in differing cultures
Rationale for administrative structures in other cultures
Intercultural ccinmunication: verbal and non-verbal
status hierarchies in communication of other cultures

Merino, Alfred. A Program Report: Traininyg Minority And Women School

Adminis*rators. Emergent Leadership, UCEA Journal, vol. III, No. 2,
1978, pp. 37-46.
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at defining a balance between opposing issues, between long and short range
objectives and between in-siders and out-siders. Success at reaching
catisfactory a:rangements will depend upon being responsive and initiatory
at times and in appropriate degrees, in sho:t, a compromiser. Morcover,
Type III leader will have to forge linkages with different organized groups
in order to collectively work toward change. Chicano educational leaders
will have to concern themselves with intra and inter-communication.

Salley, Columbus; McPherson, Bruce and Baeh:v, Melany. What Principals Do:
A Preliminary Analysis, The Principal in Metropolitan Schools. Erickson
and Reller (eds.). McCutchan Press, 1979, ;p. 22-39.

The authors discuss the backgraund of the study including irnstrument
corstruction, data collection, factor analysis, and multivariate analysis
of variance before stating their findings. Thz three major findings of ..e
study were:

(1) Type and size of school account greatest for how principals describe
their job, although socioeconomic status and ethnic compositicn of
students and teachers are influential.

(2) Personal characteristics of the principal are not significant.

(3) Age and years in present position yield no difference. ,
Of greater importance are the implication the authors posit. Principals

are captives of their environment. Unless some environmental characteristics,
narticulérly the organization of the school and its system, are changed, the

««~ipal rarely will be a change agent. The organiza“ional constraints on
the principal must be changed kefore the general role of the principal can
change. llovever, there is hope. The authors agree with Sarason's view that
for the principal, "The ultimate fate of idcas and values depends oa the
principal's conception of himself in relation to the system.” Bilingual
schools should be designated alternative schools since such schools have
jeveloped different structures of procedures.

Personality is indeed important in how a principal defines his relation-
ship with a scaool. The success of a principal in developing ideas for the
scheul and maintaining values as an educator is closely related to how the
individual human being organizes his inordinately demanding iob.

Valverde, Leonard A. Instructional Leadership For Bicultural Programs:

Role Responsibilities and Relationships, Lducation and Urban Society,
Vol. X, No. 3, 1978, pp. 337-346.

This article identifies the major responsibilities and relationships

€ two positions, the director of bilingual education and the principal of a

chool wi.l a bilingual program. The author points out that leadership in
emerging programs such as bilingual education must be dynamic (change
oriented) rather than tractive (maintenance). Also, the leadership of
bilingual programs must be knowledgeable of philosophy and theory of bilin-
gual programs, well traired as an administrator, and genuinely sensitive

of the culture. Moreover, bilingual programs should be organized on the
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instructional team concept. The article elaborates on the featires of the
instructional team concept and then procceds to identify the responsibilities
of the program director and school principal. For both roles, the major
responsibilitics are divided into three basic categories: administration,
supervision and instruction. For the program director there are nine major
.responsibilities in administratior, six in supervisiou and three in instruc-
tion. For the school priacipal, the major responsibiiities are listed below:

Princinal’s Major Responsibilities in a Bicultural Program

I. Adnannastriation

A. Suggest to director alteration of district policy based un suund
ratiorale or dats from program evaluation.

B. Implement policy as interpreted by director and staff.
C. Tailor program design to school situation.
1. Cooperate in cvaluation nf program at scheol.

E. Schedule teachers, pupils, and resources according to program
objectives and goals.

F. Submit financial needs to director annually and upon request.
G. Formula"t and submit program progress reports to director.
ti. Supervision
A. With teachers, estabish schnol objcctives conspatible with
district gnals and plan schooi pragram for coming year, '

B. Formulate an ongoing stalf evzluation plan directed ot stall
tmproscinent.

C. With school teachers and district office supesvisory staff, cstab
lish selection criteria and process for employment of prugsam
staff.

Pacucipate in the screeming and selectson of snstructional staif
for school program.

1)

in

. Orgamze and participate in classroom observations.

]

Take partin evaluating imtrectional material develoned for the
bicultural program at the schooi.

Hil. Instructional

AL Organize and sponsor a schoot/enmmunuy cnuncil which wiil
assist 10 momtoring the bwultuial program, volunteer 1n
program actisities, and dissctinaie jplormation about the
program o the general community.

B Tabc an active part in ail phases of the n-scrvice programs
sponsored by the district,

«©

- Attend natinsic,, state, and local conlerences, imtitutes, and
semanars offezed by prafessional assaciations or universitios,

D 1 aciessary, enroll in postaecondary couese wark 1n order to

upgrade shals ar climinate deficiencies i the area of adnvizister-

1ng Bculturel cducation programs or ganing new know ‘edge of

biculturahism,

Valverde, Liunard A. Lead +1p Compatible With Multicultural Community
Schools. Egucational Leadership, Vol. 33, No. 5, (Feb. 1976) pp. 344-347.
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The author posits an assumption and a proposition before stating a
certain leadership style that may be suitable for Chicano community schocls.
First, it is assumed that administrative and supervisory personnel need
fundamental skills for operating any educational organiza%tion. The proposi-
tion is that individuals in multicultural community schools must not only
.be skilled in instruction, but they must also perform in ways that are
compatible with attitudes of the various ethnic groups.

The leadership style that is offered is one of inclusion and sharing,
that is, principals and others must include the community members who wisi
to participate in the schocl activities by means of providing information
and other training that may be required,

Valverde, Leonard A. Supervision Of Instvuction In Bilingual Programs.
Bilingual Education for Latinos. Washington, D.C.: AS~D, 1979, pp. 65-80.

In this article the author submits that instructional leaders must
design bilingual programs so as to accomplish two goals: (1) make educa-
~ional institutions sensitive to the cultural differsnces among students,
and (2) assure that educational institutions promote cultural diversity by
developing programs that implement a new educational philosophy, cultural
democracy. Instructional leaders are defined as persons particularly
responsible for instructional improvement, for example, assistant superin-
tendent for instruction, director of curriculum, school prin..pals and
instructional coordinators.

The author then presents an array of supervisory tasks and behaviors
instructiornal leaders need to address if bilinqual programs are to be
successful. The tasks are listed without discussion.

Domain A. Curriculum Improvement

i-1 Setting Instructional Goals
A-2 Utilizing Spacialized Personnel
A-3 Guiding Educational Plans of Teachers

Demaxin B, Developing Learning Pesources
B-1 Produciny Learning Materials
B-2 Evaluating the Utilization of Learning Resources
B~3 Evaluating und Selecting Lear.ing Materials
Demain €. Staffing for Instruction
C~1 Assisting in the Selection of Instructional Personnel
C-2 Assisting in the Placement of Instructionai Personnel
Domain D. Organizing for Instruct.on
£0-1 Monitoring New Arranaements
D-2 Revising Existing Structures
Domain E. Utilizing Support Services

E~1 Evaluating the Utilization of Services
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Domain F. Providing Staff Development

F-1 Planning for Profess.onal Growth
F-2 Conducting In-Service Sessions
F-3 Supervising with the Clinical Model

Domain G. Community Participation

G-1 Inceracting with the Public
G-2 1Instructing the Community
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Mguilar, Pobert. A Comparative Study On The Nature Of Job Satisfaction
Between Mexican American And Mon-Mexican American Public School Adminis=-
trators In California. Unpublished Dissertation, 1979, University of the
Pacific, 136p. DAI- 1161A, (Order # 7919890).

This study tested the null hypothesis that no significant relationship
existed between Mexican American and other public school administrators in
relationship to overall job satisfaction, satisfaction of work tasks and
situations and careers.

The Californ’a Public Schor aAdministrator Opinionnaire was used and
120 Mexican American responded v. 123 public school administrators respond-
ing.

Findings: No difference on overall job satisfaction between Mexican
American and others. Illowever, non-Mexican Americans felt more satisfied
with work situation while Mexican Americans felt morec satisfied with carecer
opportunities. Also, the findings revealed no difference regarding work
tasks performed.

Asbury, William C. Perceived Preparation For Compectencies Considered
Important To Urban Education Administrators. Unpublished Dissertation
1978, University of virginia, 363p. DAI- 5587, (Order # 7916262).

The purposes of this study were to determine the competency areas in
Ed.A. believed to be important to urban education administrators, the
perceived mastery of those competency areas by urban administrators and .he
preparation programs which they believed were most helpful to them in
preparing for each competency area.

Sample: 40 elementary principals; 19 secondary principals,
8 superintendents in commonwealth of Virginia.

Major findings were administrators believed the competency areas of Human
Relations, Analysis of Time and Confliict Resolution to be the most i~ ,or-
tant of 19 competency areas, and that mastery was on~the-job experie'
and in-service programs.

Lopez, Alberta F. Role Conflict Specific To Chicano Administratosrs In
Commun:ty Colleces Qf The Southwest. Unpublished Dissertation, 1978,
University of Arizona, 139pp.

This descriptive survey found the following:
1. 95.4% believed that the administrator is primarily a public

servant whs works for the needs and interest of the community served.

2. 92.6% believed that the administrator is primarily a student
advocate.

3. 60% experienced personal conflict because they belimved their
institution is not doing enough for Chicano students.

4. 76% felt that they were more change oriented th-:a thair superiors
would like them to be.
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5. B0% experienced dual allegiance to their inscitution and to the
Chicano community.

6. 90% felt that conflict was a necessary and progressive ccndition
fcr institutional change,

7. 73% agreed that they are expected by everyone including themselves
to perform at a higher level of competence than their anglo counterparts.’

The highest ranked source of Chicano admianistrator role conflict was
the belief that tokenism toward Chicano concerns was practiced in their
institutions. Ethnic composition of the institution is a significant role
conflict variable. Respondents from institutions with less than 20% Chicano
staff experienced more role conflict than those from institutions with 20%
or more Chicano staff. Mexican American respondents perceived less role
conflict than did the Chicano respondent. Chicano administrators place more

empi.asis on personal and human aspects of the administratiorn than the tech-
nical managerial aspects,

Scruggs, cames A. A Study Of The Perceptions Of Minority Administrators
Concerning Their Leadership Status Using The National Urban Fallows As A
Sample Population. Unpublished Dissertation, 1979, University of
Massachusetts, 98p. DAI- 1198A, (Order # 7920895) .

This study was made to determine the perceived status of minority
administrators, using the National Urban Fellows as a sample population.
The sample population consisted of Black, Spanich surnamed, Native American,
Hawaiian, and white; 81% werz male, 19% were female.

The minority administrators:

(1) perceived the existence of a minority quota system in hiring
(2) are employed in organizations s2rving high percentages of minorities
(3) are sponsored by whites in getting a job
(4) report to a high percent of white supervisors
(S) perceive less respect from peers and other employees than whites
(6) perceive less participation in decision-making than whites
(7) perceive less power and authority in the development .nd implemen=-
tation of policy than whites
(8) perceive less influence in staff hiring and termination of staff
than whites
() perceive less influence in budget making than whites
(10) perceive less influence in preparing job descriptions than whites

Stevenson, John R. The Contribution Of Selected Administrative Factors To
The Success Of The Innovative Education Programs In Pilingual Navajo
Indian School. Northern Arizona University, 1979. 136pp. DAI- 1201A
(Order # 7919013).

Twenty administrative factors were selected as being most important by
consensus with practicing Bureau of Indian Affairs administrators. Data
were gathered by direct interview using a questionnaire as an interview
guide. Twelve BIA schools were used and data were gathered in 8l innovative
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Findings:

The literature r=zview identified thre~ factors: (1) comprehensive
planning, (2) administrative support, and (3) parental-:community imput.

The analysis confirmed that comprehensive need assessment rated highest
in correlation with success. This was closely followed by principal’ and .
staff imput during planning. Determining expected academic goals for child-
ren was found to be very important. Also. necessary to carefully describe
the needed qualifications for participating staff. o

Managerial functions-proper space facilities and pre/post testing
correlated strongly with success. (Also quality of staff). The net result
of che investigation confirms that the school principal was important as a
change agent, an education leader and a day-to-day administrator in the
success of innovative educational programs.

Tom, Raymond The Effectiveness Of Principals 2As It Is Related To -Inter-
personal Behavior And Bilingual/Crosscultural Education. The University
of the Pacific, 1979. 162pp. DAI- 1203A (Order # 7919896).°

The purpose of this study was to examine the following questiors: Are
the ratings of principal effectiveness related to (1) the interpersonal
behavior orientations of principals, (2) principalshiip experience and (3}
the principals reactions to bilingual/crosscultural (B/CC) education? Are
the reactions of the principals to B/CC education related to (1) interper-
sonal behavior orientation of principals, (2) years experienced?

Instruments used were:

Fundamental Interpersonal Relations Orientation-Behavior (FIPO-B) and
Bilingual/Crosscultural-Princiral Questicnnaire. Sample was 30 elementary
principals in one unified district.

Results:

803 of tne principals reacted positively to B/CC education. There were
no significant differences or relationships among the variables: rated
effectiveness of principals, reaction to B/CC, principalship experience,
FIRO-B scores, and years of B/CC experience.
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Appendix A

Program I
Collect
Principal/Administrator Role
Cross
Mexican American/Bilingual Education
Print
Program II
Collect
Principals/Job Skills
Cross
Mexican American/Bilingual Education .
Print
Program III
Collect
Cross Cultural Training/Administrator Qualification/Principal
Cross
Mexican American
Print

Program IV

Collect

Job Analysis/Ability/Qualification
Cross

Mexican American/Principals
Print




A Checklist of Variables
EVALUATING BILINGUAL EDUCATION PROGRAMS*
Some Relevant Questions

I. What is being evaluated? C. Relation to priorities of language |
A. The bilinguality of the program policy i
1. Integration |
l. Language distribution 2, Diversity |
2. Demographic equity
D. Areas of policy jurisdiction
B. Its effects 1. Over language and culture
l. On the languages 2. Over education
a. Replacement
b. Maintenance E. Policy convergence
c. Restoration 1. Between regions
d. Standardization 2. With natioral policy
2. On the Community 3. Resolution of policy conflicts
P a. National unity
o b. Interethnic harmony F. Policy implementation

c. Ethnic equity
3. On the individual

a. Intellectual development

b. Emotional stability

c. Cultural development

d. Sclholastic achievement

e. Language dcvelopment
(1) 1In the home language
(2) In the second language

II. Why does the program exist?

1. Who implements the policy?
a. A national body
b. A regional authority
c. A local authority
2. Using what priorities?
a. National
b. Regional
c. Local
(1) Community priorities
(2) The parents'priorities
(3) The educators' priorities

A. Objectives III. Who is being evaluated (the students)?
1. Type of objectives A, Who are they?
2. Their feasibility 1. How many?
3. Their relative value 2. How old?
4. Wwho was responsible for them? 3. Where were tiiey born?
4. Where hi e they lived?
B. Relation to priorities of education 5. Where were they educated?
policy 6. How stable is the group?

l. Literacy in the home language
2. Literacy in the national languages
3. Equality of educational opportunity




10T

What lanquages do they speak?

At home?

Among themselvecg?

How well do they know their home language?
How well do they know the second language?
How much do they use each language out

of school?

U1 W N =
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1l At home (dialect used)?
2. How often?

3. How consistently?

4

5

How well? V.

What languages do they hear and read?
a. On television and radio?
b. In magazines and newspapers?
c. From parents and relatives?

6. What languages do they speak and write?
a. To parents?
b. To other relatives and friends?

What sort of homes do they come from?

l. Po the parents intend to preserve a
language?

What is their social and income level?
How long have they been at that level?
How long have they been in the area?
How much education do they have?

How much do they want their children to
get?

How active are they in the community?
Do they attend school activities?

AU W N

o0~

How do they feel?

1. About their home language?
2. About the second language?
3. About the school?

4. About learning in general?
5. About their ethnic group?

6 About their future?
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Where are they (the community)?

A.

How
ln
2.
3n

How
1.

2

~ e
4.
5.

Where is the program located?

1.
2.

How

w

~ U1
e c o o

What sort of people are they?

1.,
2,

3.

do they behave?

With their teachers?

With other students?

With their own group?

alike are they?
Linguistically

Crmrt ol

LA,U“UJH'LL.Q'L-L_Y
Ethnically
Psycholog._cally

Size of cowmmunity
Density and isolation

independent is it? |
What sort of political unit is it? ;
What does it contrcl?

What is controlled from elsewhere?

do the people live?

How do they make a living?

Are they divided into social
classes?

How rigid and stable are the
classes?

Is there any class rivalry?
Are many leaving or settling in?
How many are out of work?

How many nced to learn another
language to get a job?

How many languages are used and
by how many people?

Hcw many ethnic organizations are
there and of what strength?

Are some of the jobs in the hands
of certain ethnic groups? 1"8
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4. What sort of ethnic organizations are
there: church, school, social, political?

5. Do some have special political or social
status?

6. Are some more bilingual than others?

7. HYow much contact is there between the
ethnic groups?

E. How many in eaca ethnic group can read and
write?
l. 1In one language?
2. In more than one language?

F. What facilities de tihcy have?
l. How many public and ethnic libraries?
2. How many radio and television pro-
grams in =zach of the languages?
3. How many newspapers and magazines?

G. How do the ethnic groups get along?

l. who is prejudiced against whom and to
what extent?

2. Do members of some ethnic groups have
aifficulty getting certain joks?

3. What are the priorities of each ethnic
group?

4. 1Is there rivalry between groups, and
how is it expressad?

5. What is the attitude toward bilingual
and mixed marriages?

Which languages are involved?
A, How many languages are involved?
B. How different are they?
C. How important are they
l. <aconomically?
2. politically?
3. socially?
D. What can be done with them?
E. How standardized are they?

109

What dialects are used and in what way?
l. How close are they to che
standard?
2. How are they considered in
the community?
3. How are they used in education?
4. Is one dialect used for one
thing and another for something
else? .
5. How intermixed are the languages?
6. Do more and more peopie tend to
use one langu: je rather than the
other?

VL. Which schools are used?

A.

Where are the buildings and what are

they 1l: =2?
l. In what sort of area are they
located?

2. How much workspace is there for
the program?
a. How many classrooms and
what are they like?
b. wWhat per capita library
facilities are there?

. 1Is there-a materials room?

d. Is there a language lab?

3. What sort of accomodation is there?

a. For recreational activities
and sports?

b. Foy eating and drinkincr-
cafeterias, canteens, and
dining rooms?

c. For social activities: common
rooms and project rooms?

4. How acceesible is the school?

a. Distance traveled to schcol

b. Public transporta-.ion

~. School transportation

110
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What are the aims of each school?

1.

2.

o> W

How
1.
2.

How
1.

Does it have a religious, social

or political ideology and which sort?

Does it operate under a particular
gducational ideology (Montessori,

ecole active, etc.)? i E.
Is it operated for any ethnic group?

How does it relate to the community,

the parents' corganization, or the

church group?

Do its aims have the cooperation F.
of the school board?

Does it operate under certain adminis-
trative criteria?

What is its policy on extracurricular
activities?

is it organized and administered?
Who has the authority?

Who pays for the school and its
programs?

Who determines choice of language
to be used?

What sort of director does it have
and what are his contacts with the
program, with its teachers and with
the community?

are the students grouped?

By which criteria?

a. By age?

b. By level? G.
c. By language comprehension?

d. By home lang: age?

How many groups are there?

How many students per class?

What is the homeg language distri-
bution in each?

What teacbhing languages are used in
each?

How many teachers per class?

7. How are the students seated?
a. In home-language blocks?
b. Alternatively by languages?
c. By which seating pattern?

How is the school ¢ay divided?

l. How are tnr=2 groups scheduled?

2. How do students advance from one
level -~ the next?

What sort of teaching materials are

there?

l. What is available in cach of the
languages?

a. Textbooks
b. Visuals (including films)
c. Audio (including tape)

2. How accessible arz these?

a. Are they easily available?
b. How are they distributed?

3. How suitable are they?

a. For whom were they first
published?

b. How much do they cost?
(1) Individual students
(2) The school

¢. How much of the teaching can
they do?

4. How much of the teaching material
is there for each of the subjects
and in what language is it?

How many people have jobs at the school

and what do they do?

l. How many program coordinators?

2. How many curriculum-development

persons?

. How many librarians-bilingual

and monolingual?

How many language advisers?

How many language assistants?

(adult and pupil)
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VII.

. How many volunteer parent aides?

7. How many office staff-bilingual
and monolingual?

8. How many specialists and master

teachers?

Which teachers participate?

A.

How well do they know the languages
they use?

l. Their second language?

2. Their home language?

How do they use them in their

teaching?

l. How many teach in their home
language?

2. How many teach in their second
language?

3. How many teach in two languages?

How competent are they as teachers?

l. How many years of schooling
do they have?

2. which professional diplomas
do they hold?

3. How many years of exper.ence?

4. How much experience in bilin-
gual teaching?

5. Hdow many specialist courses?

6. How much training in bilingual
education?

7. How much experience with
certain age groups?

8. How versatile are the teachers?

9. Did they volunteer for the
program?

How do they teach languages and

other subjects?

l. How do they stage the primary
language skills: listening,
speaking, reading and writing?

113

VIII.

How
A.

2. How do they correct errors
and how often?

3. How do they present and

exercise new language forms?
4. FEow do they use the materiais,
including the visuals, and
how often?
5. How do they present new con-
cepts in various subjects?

a. In one language only?

b. In both languages-
alternatively, consecu-
tively?

6. How much interaction is there
in the classroom?

How do they feel about the program?

l. How comaitted are they to 1it?

2. Do they understand its
objectives?

3. What do they think about

bilingual education?

Do they work as a team? .

What scort of support do they

have?

a. From the administration?

b. From the parents?

c. From the community?

U1
s e

How do they rate in their profession?
. How are they chosen?

. What is their salary range?

. What workspace are they given?

. How competitive is their job?

W N

does the program operate?
How are the languages distributed?
l. In relation to the national
and area language?
. By time and subject?
. According to the curriculum
objectives?
114
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4. What basic type of bilingual
education predominates?

What sort of classes have been

organized?

1. How do they relate to the type
of program?

2. Is the instruction unilingual
or bilingual?

3. Arc the materials unilingual
or bilingual?

4., Are the students unilingual
or bilingual and to what
extent?

5. What type of classes are
treated by the grouping of
students, materials; and
teaching methods according
to language?

What level of attainment is to
be reached?

l. Tn each language?

2. In each subject?

How is the attainment determined?
1. Unilaterally or comparatively?
2. By which mcthods?

a. Examinations

b. Special tests

c. Special inventories
3. What have been the results

and hcw are they judged?

The preceding material has been
acapted from Frontiers of Bilingual
Education, Bernard Spolsky and
Robert Cooper, eds. Rowley, Mass:
Newbury House Publishers, 1977.
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CRITICAL CONSIDERATIONS

" ADMINISTRATIVE PRACTICES

PROVIDING CHILD CARE FACILITIES DURING PTA MEETINGS WILL ENABLE
PARENTS TO COME TO EVENTS .JGETHER, THEREFCRE INCREASING PARENTAL
INVCLVEMENT IN THE SCHOOL.

A LONG TERM GOAL OF BILINGUAL EDUCATION IS TO ENABLE STUDENTS TO
BECOME BILITERATE AND BILINGUAL IN THEIR NATIVE LANGUAGE AND ENGLISH.

ON THE JUNIOR HIGH SCHOOL, !IGH SCHOOL, AND VOCAT.ONAL SCHOQL
LEVELS, IT IS IMPORTANT ' {AT AN ADMINISTRATION SET UP A STRONG
ARTICULATION PPOGRAM WITHK THE FEEDING SCHOOLS TO PROVIDE FOR
SEQUENCING OF BILINGUAL COURSES. I* THE ADMINISTRATOR CAN SET
UP PARALLEL CLASSES, IT WILL BE POSSIBLE FOR THE STUDENTS TO BE
MOVED FROM LEVEL TO LEVEL.

SCOPE AND SEQUENCE BECOMES EXTREMELY IMPORTANT IN BILINGUAL PROGRAMS.

AN ADMINISTRATOR, WHENEVER POSSIBLE, SHOULD SET UP THE TEACHERS'
PROGRAMS SO THAT THEY HAVE A COMMON FREE PERIOD AND CAN, THEREFORE,
SET UP AND MONITOR THE MOVEMENT OF PUPIL3 FROM LEVEL TO LEVEL AND
THE CONTINUITY AND SEQUENCING OF THE CURRICULUM.

ON THE INTERMEDIATE OR JULJIOR HIGH SCHOCL LEVELS ESPECIALLY, TH©
ADMINISTRATOR SHOULD MAKE A CONCERTED EFFORT TO OBTAIN BILINGUAL
GUIDANCE SERVICES FOR STUDENTS SINCE THIS IS A DIFFICULT AGE EVEN
WITHOUT THE LANGUAGE BARRIER THAT MAY EXIST.

ATTENTION SHOULD BE PAID TO BYT.INGUAL CLERICAL STAFF IN ORDER
TO ENSURE COMMUNICATION WITH THE PARENTS.

THE ADMINISTRATOR SHOULD SHARE HIS OR HER ADMINISTRATIVE PROBLEMS

REGARDING BILINGUAL PROGRAMS (AS WELL AS THEIR POSSIBLE SOLUTIONS)
WITH OTHER ADMINISTRATORS.
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Campanents:

STAXT DEVELCPMENT

I. English as a Second Language art Spanish as a foreign language instruction for

native speakers of English:

A
Minimm Campetencies

(Use as selection cri~
teria and as objectives
for training programs)

1. The teacher applies

findings fram linguistics
to classroan methodology

2. The teach.r demon-
states awareness of the
ways in which the hame
culture and the target
culture differ

3. The teacher states or
demonstrates methods for
attaining cbjectives of
secord language or for-
eign language courses

B
Assesgsment Questions

(Use as interview items
ard as topics for training
programs)

What do you know about
linguistics?

What are same of the
differences in the sound
system of Faglish and
the hane language?

Where do you fird out
abcut recent developments
in the field?

What are sume possible
areas of cultural interfer-
ence far your students?

What factors in the hame
envisomment affect the

learning experiences?

How do the value systems
of the two cultures differ?

What basic materials would
you recamend for this
pro.vam?

Where do you find ocut about
new materials?

What are the basic cbjec-
tives you would pursue?

What are same of the tech-
niques you would employ?

Upon what philosophical and

psychological theories do
you make these choices?
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Saucces of Training
Assistance

Institution of Higher
Educatiar. (IHE) lin-
gquistics, foreign lan-
guage education, intensive
EIU]iSh, Qr Eﬂl dewrt-
ments, district foreign
language supervisor

Speakers form the cam-
munity; IHE anthropelogy,
sociolagy, and psycholc-
gy departments, district
human relations, bicul-
tural guidance persannel

Publishers! representa-

tives, Title VII materi-
als centers, IHE foreign
language, ESL education
departments




Minimm Canpetencies

4. The teacher Gemonstrates
skills required for
program and student
evaluation

5. The teacher plans for meet-
ing adbjectives in the
affective damain

B
Assessment Questions

What audiovisual devi-
ces would you want to
work with?

How would you group and
schedule the children
you work with?

What grading system do
you follow?

What diagnostic and
achievement instruments
would you use?

How do you determine
langquage daminance?

What standardized tests
are appropriate far your
program? -

How do yau involve stu-
dents in the evaluation
process?

How would you conmuni-

cate pupil progress to
the hame?

What techniques would you
employ to ensure a high
level of motivation
aong the students?

How would you ascertain
and utilize student
interests?

How would you help to
develop a positive atti-
tude toward the target
language and culture?

What percent of your
students would you

expect to be successful
in learning the target
language?
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Sources of Training
Assistance

District testing staff,
Lau or Title VII
dissemination and eva-
luation centers

District bicultural guid-
ance staff, camunity
representatives, district
human relations staff




6. The teacher uti-
lizes camunity re-
sources and stimulates
parental involvement
in the program.

7. The teacher is a
native or near-native
madel of the target
language and an inter-
est stimulator in the
target culture

B
Assesgnent Questions

What conclusions have you
drawn as a result of inter-
action analysis studies?

What use would you make
of values clarification

tec.hm.ques, expenenoe
based learning

ties, and graup project
assigrments?

How would you seek par-
ent participation?

What types of contact
with the family do you
plan for?

What kinds of relation-
ships with cammunity
arganizations do you
recamend ?

What contacts do you
already have with the
camunity?

What experiences in the
target culture have you
had?

what credentials attest
to yaur proficiency
in the target language?

Parents, representatives

of conmnity organizations,
district public information
staff, successful practi-
tioners fram other bilingual
programs in the area

IHE, district, or camer-
cial sources of language
ard culture immersion
programs




Camponents:

II. language arts ard curriculum content instruction in the Sparish vernacular:

A
Minimm Canpetencies

1. The teacher is a
native or near-native
speaker of the language,
able to understand the
local variety or dialect
of that language. and
both able and willing to
accept the students' lan-
guage, if nonstandard,
while at the same time
leading them to literacy
in the standard variety.

III. Instruction in the students'

cultural heritage:

1. The teacher uses mate~
rial fram the students'
history and culture, both
as subjects worthy of study
and as means far contributing
to a positive self-image

* Reference: Valverce, Leonard A.,

editor, Bilingual Education for
Latinos. Washington D.C.:
Assoclation far Supervision
and Curriculum Develomment.,

1978.

B
Assesament Questions

Where did you learn the
target lanjuage? In what
situatiors have you used
it in the past few years?

How do you feel about the
variety of the target
language spoken in this

cammuni ty?

What would you say if

yau asked a student how
old he was and he answered
"Estoy ccho"?

What would you do about
that situation?

How would ycu maintain

the stidents' respect

for regional variants

of their hare language and
at the same time foster
the additional acquisition
of the standard dialect?

Who are same of the famous
figures fram the cultures

whan you would include in

the curriculum?

What are same of the no—-
table achievements of the
aroup that yau would
include?

What cantemparary items of
history would you select?

hWhat methads would you use

to stimilate students'self-

acceptance and self-
actualization?

How would you deal with the

negative stereotypes that
have developed about the
hane culture group?
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Sources of Training
Assistarce

IHE sociolinjuistics
department, canmmunity
representatives, IHE
camercial, or district
saurces of language and
culture irmersion.

IHE histary and psycho-
logy departments, IHE
institutes for Latin
American Studies, con-
sulates and embassies,
caomunity foundations,
black studies director,
district quidance staff




ADD-ON CERTIFICATION IN ENGLISH TO SPEAKERS OF OTHER L.NGUAGES

In 1981, the Florida State Board of Education passed rules which
provided for specialization requirements for add-on certifiration in
English to Speakers of Other Languages (ESOL), Grades K-12. The
certification is now availabie and will be enforced by the 1985-86
school year. The requiroments re as follows:

1.

Certification in a major field

Teacner must hold a valid Florida regular certificate at
the bachelor's or higher degree level with certification
in another field.

Language Proficiency Test

A minimum score of two hundred twenty (220) on the Test of
Spoken English (TSE).

Courses

Proof of successful completion of the curricular offerings in
a state approv.d prerervice teacher educatio’. program in

ESOL which shall inc.ude & minimum of fifteen (15) semester
hours, as described below,

OR

Proof of successful completion of a state approved inservice
program 2quivalen. to fiteen (15) semester hours of credit.
The preservice or inservice program shall include:

Foundations of bilingual education

» Method of teaching ESOL

Applied Linguistics or Linguistic Analysis
Curriculum development in ESOL

Cultural and Cross-cultural studies

LN wo -

Grandfather clause

In lieu of #3 above, the sta.~ provides for a grandfather
ciause rur those teachers with at least three (3) years

of successful teaching experience in ESOL at the
elementary or secondary school level prior to July 1, 1982.
This experience must be verified by a Florida district
superintendent. Requirements 1 and 2 as described above
must still be fulfilled, however.
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ADD-ON CERTIFICATION IN BILINGUAL EDUCATION

In 1981, the Florida State Board of Education passed rules which
provided for special.zation requirements for add-on certification in
Bilingual Education (Grades K-12). The certification is now available
and will be enforced by the 1985-86 school year. The requirements are
as follows:

1.

Certification in a r.ajor field

Teacher must hold a valid Florida regular certificate at
the bachelcr's or higher degree level with certification
in another field.

Language Proficiency Tests

A score of above three (3) on a scale of 0-5 on the LANGUAGE
PROFICIENCY INTERVIEW (LPI) ‘est,

AND

A minimum score of two hundred twenty (220) on the Test of
Spoken English (TSE).

Courses

Proof of successful completion of the cu.ricular offerings in
a state approved preservice teacher education program in
bilinpgual education which shall include a m1n1mum of fifteen
{15) semester hours, as described below,

OR

Proof of successful completion of a state approved inservice
program equivalent to fifteen (15) semester hours of credit.
The preservice or inservice program shall include:

Foundations of bilingual education

. Methods of teaching bilingual education
Applied Linguistics or Contrastive Linguistics
Curriculum development in Bilingual Education
The teaching of culture of the target language

Ut & LN

Grandfather clause

In lieu of #3 above, the state provides for a grandfather
clause for those teachers with at least three (3) years
of successful teaching experience in bilingual education
at the elementary or secondary school level prior to

July 1, 1982. This experience must be verified by a
Florida district super.itendent. Requirements 1 and 2

as described above must still be fulfilled, howaver.
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MODEL FOR TEACHER TRAINING

I. Sociocultural Core
l. Urban and Rural Sociology

2. Cultural Anthropology

II. Psycho-Personal Core
l. Psycno-Linguistics

2. Ethnography

III. Professional-Technical Core
l. Contrastive and Applied Linguistics
2. Methods Courses
3. Media in the Classroom
4. Curriculum and Evaluétion
5. Remedial Teaching Skills
6. Foreign Language Teaching Techniques
7. Instructzion in a Foreign ° .nguage
8. Use of Psychometric Instruments
9. Training in the Field

10. Training for Parent Involvement

oD
(9




-TEACHER EVALUATION FOR BILINGUAI. PROGRAMS

Teacher

Date

Lesson

HNOT APPLICABLIE

I. IANGUAGE TEACHING SKILLS

‘1. 2pplies findings fram lin-
guistics to the classroam
methodology.

Demonstrates -awareness of the
ways in which the hame culturd
ard the target culture differ,

Demonstrates effective use
of methads for attaining
objectives of secand lanquage
acquisition.

Demonstrates skills requir-
ed for program and student
evaluatian.

Plans for meeting cbjectives
in the affective domain.

Utilizes camunity resources
and stimulates parental
involvement in the program.

Demonstrates native or near-
native model of the target
language and knowledge of
the target culture.




IT.

CURRICUTUM CONTENT SKILLS

TALBLE

ACCEPTABLIS

OUTSTANDING

NOT APPLICABLE

Demonsirates a native or
near native proficiency in
the language and the abi-
lity to understand the lo-
cal variety or dialect.

Damonstrates ¢ willingness
to accept the students!
language (if nonstandard),
while leading them to li-
teracy in the standard
variety

3.

Uses ~ffective methods and
techniques for teaching
the language arts.

Demonstrates campetence
in the ~urriculum content
areas.

III.

CULTURAL, HERITAGE SKIILS

l'

Uses material fram the
students' history and
culture as subjects worthy
of study in the curriculum,

Stimulates che students'
self-acceptance and self-
actualization,contributing
to a positive self-image.




TEACHE:" EVALUATION FOR ESL PROGRAMS

TEACHER

DATE

LESSON

UNACCEPTABLE
ACCEPTABLE

GENERAL TEACHING SKILLS

OUTSTANDING

P

NOT APPLICABLE

1. Plans effectively for
the lesson.

2. Includ=zs both cognitive
and affective objectives
in planning.

3. Achieves lesson
objectives.

4. Demnonstrates ability to
select materials appro-
priate to interest and
intellectual level of
students.

5. Uses stimulus variation
techriques. (blackboard,
overhead projector, tapes,
etc.)
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II. LANGUAGE TEACHING SKILLS

UNACCEPTABLE

ACCEPTABLE

OUTSTANDING

NOT APPLICABLE

1.

Limits the use of native
language in the classroom.

2. Respects the order of
encountering the linguis-
tic event: listening,
speaking, reading, writing.

3. Introduces vocabulary

in context. (games, songs,
poems, etc.)

4. Uses immediate reinforce-
ment of correct and in-
correct answers.

5. Deals with problems of
linguistic interference
effectively.

6. Uses a cultural digression.

7. Uses question/answer
drills.

8. Uses transformation
drills.

9. Uses direct dialogue, para-
| phrasing and demonstrating,

10. Uses free dialogue and social
interaction.

11. Lesson organization: Do=ss
the teacher start the class
with a brief review of pre-
viously presented materiais
warm up?




[PURPR PEST P

NOT APPLICABLE :

UNACCEPTABLE
ACCEPTABLE
OUTSTANDING

III. LESSON DELIVERY

1. Physical Presentation

a. Appearance, poise
and postu..e

b. Eye contact

c. Gestures and facial
expressions

d. Enthusiasm

2. Oral Presentation in
English

a. Fluen~y

b. Articulation and
Pronunciation

c. Variety of pitch,
rate, loudness,
and pause.
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CHARACTERISTICS OF OUTSTANDING ESL INSTRUCTORS

1. The target language dominates all room interaction, whether the
teacher or the students are speaking.

2. The teacher has excellent command of the target language.
3. Students use the target language to ask questions.

4. The teacher is active nonverbally and uses many hand gestures. |
5. The teacher is expressive and animated.

6. The teacher moves around the classroom a great deal.

7. The climate is warm and accepting.

8. The teacher often smiles, praises and jokes.

9. The teacher personalizes the content.

10. Students can talk to the teacher before and/or after class.

11. There is a number of different activities per lesson.

12. The pace of the lessons is generally rapid.

13. The teacher has excellent classroom control.

14. Patience is exhibited by the teacher.

15. The students talk more than the teacher.

Adapted from Gertrude Moskowitz's "Characteristics of Outstanding
Foreign Language Teachers " by Charlotte Kelly
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HUMAN RELATIONS - PREVENTING INTER-CULTURAL STAFF CONFLICTS

PREVENTIVE STAGE:

1.

Visit teachers' lounge often
«. observe polarization, if any (and what kind)
b. analyze informal groups (cligues)

Provide maintenance (motivator-hygiens factors) egually -

a. recognize individuals for their good work on an equal basis

b. study the group to discover their particular motivators

¢. through informal (or even formal) meetings, provide
humar. relations training and opportunities to improve

inter-staff communi “ions - (vertical as well as horizon-

tal)

When conflict is already present:

ACTION STAGE:

1.

Try to divest conflict of ethnic generalizations - deal on
an individual level i

Focus on behavior and not whethexr a person is "worthy"
Be gentle but firm

Go through the steps of the interpersonal problem solving
method

If necessary, use mediator
Assess needs and provide training that will be preventive

A ————
(for future occurrences). Remember, an isolated incident
may be indicative of a much larger problem.

BEST COPY
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INTERPERSONAL PROBLEM SOLVING MODEL

1. Establish « Helping Relationship
2. Define the Problem

3. Generate a2 Behavioral Plan

4. Fomm a Commitment

5. Follow Up

Since each praoblem is entirely unique, only general quidelines can
be presented here. If you have established a warm, personal relationship
with the person with wham you are working, there will be a sufficient
flow of information to allow you to move through these established prob-
lem solving procedures.

1. Establish a Helping Relationship - The importance of this step
cannot be overemphasized. It 1s critical to the success of the remain-
ing steps. There is no "formula" to insure creation of a mutually trust-
ing and concerned relationship. The important thing is to care genuinely
far the individual and to express that concern in the manner most comfort-
able for you. In initial discussions, you must convey, verbally and non-
verbally, a message of acceptance and a sincere interest in helping the
individual meet her/his needs. It is often better not to directly con-
front the problem until the necessary rapport has developed.

2. Define the Problem - When a positive relationship has been esta-
blished, your concerns about the problem should become the focus. The
emphasis here is on understanding how the problem occurred rather than
what consequences are going to result or have already resulted. The aim
here is to determine how the individual perceives her/his behavior. More
importantly, this step is aimed at separating symptams (cbserved behavior)
fram what actually happened as described by the individual. Avoid moving
to the next step until you feei the individual has shared all of her/his
side of the story.

3. Generate a Behavioral Plan - This is the real "work phase" in
problem solving. It involves identifying and pooling all the behavioral
facts and, in light of the problem solving goal, developing a plan for
new behavior. The focus is on behavicral change: helping the individual
develop new ways of meeting her/his needs and goals that do not involve
the prablem behavior. Most habitual behavior is being reinforced often
in subtle ways by the suwrrounding enviromment. Remember, a teacher can
often unintentionally reinforce the very behavior he/she finds aversive.
Changing the reinfarcers of the prablem behavior is extremely important.
Pather than punishing undesirable behavior, it it usually more effective
to reinforce desired behavior. When this occurs, the nonreinforced, un-
desirable behavior generally weakens and over a period of time disappears.

4. Form a Camnitment - Once a new behavioral plan has been worked
out, a genuine camitment to change should be sought. The issue of res-
ponsibility is clearly defined and reinfarced. The role you intend to
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take in supporting change should also be specified. The best assur-
ance of commitment is measured by the kind of relationship that exists
between you and the other person. In certain situations, teachers same-
timesfind it helpful actually to draw up a "contract" that specifies
each person's intentions and agreed upon contingencies (rewards and
penalties). Such a contract often can be extremely powerful if groups
of persons are working on behavior change; peer pressure can be exerted
on individuals who are not meeting their ocbligations. Mutual trust,

of course, is usually the most binding kind of "contract."

5. Follow-Up - Finally, it is extremely important that you monitor
the cammitment the extent of behavior change. Concerned support
and assistance, as well as continuous feedback on progress and problems,
should be provided. Follow-up is the most neglected phase of prcblem
solving. ILong-standing behavior patterns are not altered easily and
quickly. Support for positive change and helpful confrontation for un-
desirable behavior must persist until the goal is reached. Even when
the problem appears to be "solved," a periodic reinforcement will help
to pramote long-lasting change.
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INTERCULTURAL COMMUNICATION CONCEPTS
AND THE PSYCH0LOGY OF INTERCULTURAL EXPERIENCE

David S. Hoopes

{ntercultural comunication as a field in ftself fis relatively
new. Arthropologists, politiral scientists and linguists have for :
long time, of course, been concerned with the various dimensions O
culture and communication, but, unti' recently, none put them together
in a broad framework of intarcultural relations. Academically, the
stage was probably set when “coomunicatfon® was distinguished ﬁ.-:l
sspeech® and became » subject of specfalized concern, andnw n
anthropologists began studying the patterns </ modern 2$ :e
ancient and “"primitive® cultures. It is most eas'ny dated, however,
from the publicction 4n 1959 of Edward T. Hall’'s Silent Language.
This book gave us the "irst comprehensive analysis of the relafionsn= »
between cosmunication ane “* lture.

Intercultural cor. .cation is uoe of those fields which emerged
from ifnmediate experie e and was bufl*t upon practical need, rather
than being the off-spring of abstract intellectual finquiry (as
occurred, for instancs, in the developmen: of demography). The needs
were fairly explicit: (1) to train Americans to function more effect-
fvety abroad during the post World War i1 period when they wet;e
swarming overseac ‘n vast numbers to live, work or study; (2) to aid
fn the adjustment o" foreign students and trainees who began in t'tle
same era to come in large nuwbers t. this countrg seeking the keys :
industrial and technological deve'opmeri; and (3) to understand h:r'u
manage the more explosi.e dimensions of inter-racial and lnter-et' :
relations in the Unfted States as the civil rights movement gaine
momentum in the early 1960s.

Full Tt Provided rv 3 5 N e
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The pesple most affected by these events and forces sought ap-
swers wherever tiey could. They read Hall, including his second boon,
The hidden Dimension, in which he analyzed the cultural use of space
and demonstrated vividly the practical value of cross-cultural analy-
sis. They read in communication theory, especially David Berlo's
Process of Communication which was used as the theoretica)l framework
for international communications training programs at Michigan State
University. They read Herskovitz on cu?tural relativism and Gordon
Allpoirt on prejudice. They studied the results of Rokeach’s world-
mindedness research and began to explore kinesics and other aspects of
non-verbal comunication. They read anthropologists Clyds Kluckhohn
and Margaret Mead and were pacticularly influenced by Florence Kluck-
hohn and Fred Sirodbeck's Variations in Value Orientations. Many
“uraed to nvzanistic psychology and human relations training, studying
the work o7 Car) Rogers and Abraham Maslow.

Then the Peace Corps began sending thousands of young Americans
to the 'ar corners of the earth. These Peace Corps volunteers had to
be trained. Materials were gathered in bits and pieces -- exercises,
ste jraphed readings, biblfographies -- ané used in the training
prov ‘s, ultimately to appear in the first cross-cultural training
m.  (Wight and Hammons, 1970).

In the mid-1960's a cluster of scholars, students and program
o{ficers at the University of Pittsburgh hegan to s 4y the subject
«'th some care. A series of intercultural communication workshops
were sponsored vy the Regional Council for International Education and
the Intercultural Communication Network to explore the process in a
multicultural laboratory setti:g. Funding for these workshops and
other activities that furthered the development of the field was
provided by the Naiional Association f~ Foreigr Stutent Affairs.
Marshall Singer, a political scientist at Pittsourgh, wrote his
seminal essay, "Culture: A Perceptual Approach® in which he used the
Whorfian hypothesis as his take off point, except that he substituted
“parcepticn® and “"perce-*ual s:;tems® for "linguistics® and *linguis-
tic systems® as the arbivers o’ culture. Singer's essay appeared {n
t:o first of a series of Readings In Intercultural Communication
edited Ly David KHoopes and oubllsl%d hy the Network. The Readings
were designed to make more easily available to people in the 7ie
articles, essays ind educational materfals that had not yet found
their way into normal publishing channels.

Edward Stewart .'s working on an elaboratior of the Kluckhohn-
Strodtbeck value orientations model, analyzing American mainstream
culture from a cross-cultural perspective, though his book, American
Cultural Patterns: A Cross-Cuitural Pers ective, did nct appear In
print untTT T97T. Stewart's work was par%!cu'larly important because
it not oaly :ompared and contrasted cultures but examined them from
the perspective of cross-cultural finteraction. Stewart had been part
of a research team at tho Human ReTations Research Organization in
Washington where a complicated tocchnique for training American
military and technical personne) going overseas was developed. It was
an _elaborate “contract American® role-play for which Stewart's
analysis served as the theoretical framewort
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At about the same time, a psychologist at the University of
INinois, Harry Triandis, wys heading a team working on the develop-
ment of a self-instructional training device called a “culture assimi-
lator.* Somewhat later Triandis wrote The Analysis of Subjective
Culture, a complete comparative study on the nature of culture.

An anthology of readings (Samovar and Porter) was published fin
1972, but it wasn't unti] 1975 that the first substantial basic text
on the subject came out (Condon and Yousef). Two thin books attempt-
ing to analyze communication in inter-racial terms also appeared about
this time (Smith, 1973; Rich, 1974).

By now other developments had taken place. The Culture Learning
Institute of the East-West Center had become an important source of
new research. Courser were being introduced in colleges and universi-
ties around the country. Thc Training Institute of the Business Cour-
cil for International Understandlng was gaining a foothold in business
for cross-cultural training. The Center for Research and Education in
Denver refined the techniques of Peace Corps training and served as 2
focal pcint for the earl; efforts of cross-cultural trainers to
fdentify themselves as professionals. In the military, the Navy had
long sponsored intercultural research and now {nter-racial training
was finstituted in several sectors. The State Department and U.S.
Information Agency (USIA) began to recognize the significance of
intercultural comaunication in American foreign relations. By 1978,
USIA and the Bureau of Educational and Cultural Affairs, Ocpartment of
State, would be combined into the ’-ternational Comunication Agency.

The Socleiy for Intercuitural Education, Training and Research
was established in 1975 to bring together people in a veriety of
disciplines with a special fnterest in {ntercultural relations. The
organization soon launched a major state-of-the-art study in the
{ntercultural field with funding from the Department of State.

Cross-culturzi and ethnic 1{ssues were getting attention (n
wcatfon. One of the major events that focused attention on these
ues was the civil rights movements and {ts culmination in the riots

of 1967. Many old concepts went vp in flames along with the cities
that year. One of them wzs the “melting pot.* The inherent cultur-
ally pluralistic nature of American soclety could no longer be
ignored. The demand for minority and ethnic group rights coupled with
an assertion of cultural identity brought {intercultural communication
home to the United States. This was especially true in educatica
where integration, special programs for the economically dlsadvanta?ed
and, finally, bilingual/bicultural and multicultural education
programs were initiated. As a result of these efforts, the influence
of student's cultural and linguistic backgrounds on learning patterns
became increasingly obvious. It became equally apparent that under-
standing the cultural dimensions of communication and human relations
processes as well as the diffirences in cognition is critical in
making a successful transition to a genuinely pluralistic society.

By this time too the literature of black and ethnic protest had
turned into an analysis of ethnicity and inter-ethnic relations.
Glazer and Moynihan published Beyond the Melting Pot and then a second

book on ethnicity; Kenneth Clark studied the psychology of the bl
" ack
ghetto; Ramirez and Casteneda wrote on cultural democracy and bicog-
clzlv:Otde:el:f;\ent.d Ano’r:g the"ethnlcally oriented, “tommunication®
word. re often one d "
“ethnic {dentity," and “cultural duocncy.hf" cultursl pluratism,”

One of the most significant problems in the field has been {
division into two parts which have remained unnecessarily sepa:ate tf
the international intercultuwal focus and the domestic inter-ethnic

focus. The {nternational has found its focus of interest fn higher -

education and in training personnel for overseas ser

inter-ethnic interest has been located in elenentlry“a::l |l's.'eic:'oencl:r.';
education and has concentrated on teacher education at the university
level. Interest in the latter is fncreasing among other professionals
in, for example, the areas of health car delivery and social work.
Further, {nternationalists tend to come from mainstream American
culture and use intercultural communication terminology while the
domestic concern arises most strongly ouv of the minority groyps and
expresses {tself in terms of “cultural pluralism.” There iIs thus
almost a cross-cultural division inherent within the field. Thers l;
an understandable volatility and immediacy of conflict in domestic
inter-ethnic relations. This tends to 1% a different character and
sonetimes those pressures act to impede cooperation between the two in
dealing with ethnic {ssues either conceptually or in practice, But
the thrust of both communities, domestic and international, should be
;:'gv'.: s"a::d&lr:gtlon. towargtthe'dedv'elop.ent of the knowledge and the

manage cultura versit
equitable distribution of the social good. Y dnd bring about & more

What follows fs an effort to provide a theoretical framewo
this manual, It recognizes that the manual is a tool for prut::l:::
ers, It will therefore not acttempt to review the literature be .
the brief survey given above or to pursue every idea in fts fullest
complexity. Instead it will focus on those selected concepts which
:re felt to be the most relevant to educators with the res nsibility
or training teachers to deal with the challenges of -ultlcu?:unlls-.

PERCEPTION

A major theme of this manual is that the ke
effective cross-cultural relations is to hecome functi:naggy .:wha'::‘o
:he tt‘!egr?e to which our behavior 1is culturally determined. 8y
:m]:' onally aware, we mean with an awareness that translates into an
ability to alter or manage our behavior in intercultural contexts.

One of the sirplest and yet most difficult ideas to §
is the concept of perceptual difference -- the ld:a :mt"t::::;;:

perceives the world differently and that members of one culture group °

share basic seis of perceptions which differ frem the

tions shared by members of other culture groups, It lsset:otO'tl':a.{“
idea is difficult to understand, it s that ft is hard to impose upoa
ourselves, to internalize so that 1t affects our behavior. The way we
perceive the world, what we expect of it and what we think about it,
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s so basic and so fingrained, is buried so deep in us and in our
unconscious that we Continuously act and react without thinking why --
withcut even realizing that we might think why (Singer, 1976).

In our daily lives we are bombarded with vast quantities of
suasory data (which later in this chaptcr will be called “"communica-
tion from the environment® as we look at its implications for the
comunication process). Sights, sounds, smells, tactile sensations,
tastes are continuously presented to us. This bomhardment goes on anl
our waking hours, so much so that we are forced to screen most of it
out. This screening process, called “selective perception,* is
critical to our mental health. Without it we would quite simply go
mad. But what criteria do we use for t is screening? How do we
decide what to hear, see, smell, taste ir feel of all the myriad
possibilities? For the wmost part, our culture or our Ccultural
env ironment tells us.

If we live in the city, we are unconscious such of the t.me of
the urban noise and clatter. We hear it only when it becomes so
intrusive that we cannot fignore it. The visitor from the country,
however, will tend to be much more aware of the noise, because of 2
perceptual system more accustomed to quiet and open to nuances of
sound. As the linguist knows, we hear certain distinctions in scme
spoken sounds and not in others. We focus on certain aspects of dress
-- color, style, neatness -- and not others oOr we focus on dress at
certain times and not others. We smell that which tells us something
about our food or our Surroundings or about another person and ignore
smells that do not. Again, the stranger will often detect odors that
the native resident does not. .

Clearly many things affect the selection process: environment,
personality, and immediate need; but the basic framework is provided
by Culture. We learn to make these distinctions, to select out what
we do from our experience, principly according to the instructions we
receive from our culture. Those instructions come from all the spoken
and unspoken norms we begin learning from the moment we are born.

Anothe:- thing we do to deal with this mass of sensory data is to
classify or categorize it. These categories are the means by which we
sort, define, understand and store our experience, As with selective
perception, we establish the categories within a system of values and
value Judgments based largely on the dictates of culture. This is one
way in which values pecome operational and indeed comprehensible, ' We
categorize events. We also categosize the physical world. "Teaching"
fs a category. “Building® is a category. by establishing categories
and by defining our experience within them, the mind is provided a
mechanism for rapid if not instantanecus processing and storing of
information. In this way, our experience becomes manageable. We can
store and forget most of it, reacting to and dealing with only that
which is important. But what is defined as important depends on value
Judgments and varies according to the values of the fndividual.

If 1 pass a school building on the way to work, 1 am likely
simply to classify 1t as "building.® Someone who teaches there will
orobably ascribe more importance to {t. It may be a “pleasant building”

or a_n "unpleasa it byilding®, or, perhaps, a “source-of-income build-
ing." It may be a “source-of-love building® for the teacher who {s
romantically involved with another staff-member or “fear building® if
there is disruption in the student body. The students will have a
whole set of classifications too, as wil) parents. But for me, one -
for whom it {s not directly relevant, the original simple classifica-
tion is enough even though I may be aware of and have strong opinions
:::g:ct%ueca't:on‘.s '{)'l';?bo'si of tl:ou:se.hea possibility that I will
ard  jun
fears and prejudices into {t.) jungle,” thereby projecting some of ay

Two problems arise which are particularly important in -
tural comwunication. One 1s that when our expzrlme doesn?t :::"1:::0
our categories, it produces ambicuity. Our response may be to force !
it into an {naccurate category, thereby distorting our perception of
reality; or we may feel insecure and uncertain. Those feelings affect
our relationship to the world around us. When we encounter values
behaviors, communication styles, ways of thinking which don't fit oun
categories of meaning but fit, instead, the categories of some other .
culture group, communication is likely to break down. An American
mainstream male who 1is touched and hugged by a wale from another
:::;ml'?::kgsz witll“probably classify that behavior atively, '

or no A ]
Ehe person wha hessed nim t anger, and have difficy: .y relating to .

j
Since categories of meaning are defined largely by cult
someone who becomes bicultural has learned another sg:tynf ycatego:::;

of meaning by which to judge experience.

The second problem 1s that categorizing can lead to ster
typing. In our own culture we =ake a vast assortment of distlnctl::;
among people; distinctions in the way they look, in the way they
dress, in the way they mave, in the way they sound. These subtleties
of distinction are necessary because members of our own culture are j
those, normally, on whom we most depend for physical, soclal and.;
economic security. We must distinguish carefully in order to provide /
for ourselves. This {s not so with people from other culture groups, .
If we don't encounter them very much or don't depend on thes, our '
tendency {s to categorize them in the simplest way posslble.' Ve .
classify them according to certain traits of dress, behavior or mein
(skin or hair color, shape of face, salient features, stature, ete.)
and ignore all else about them (later to be convinced or, at best
puzzled by the fact that *they all look alike!®). It becomes stero: :
tzplhnq when we confuse our categories with reality. This is cowpound- ,
ed by a tendency to invest those categories, because they constitute
the unknown, with negative or destructive emotions. These are emo- .
tions to which, as humans, we are all subject - fear, envy, mistrust d
etc. They are emotions all too often reality-based, arising out o; !
competition for limited resources, territory or power, but the impor-
tant point here s that from a natural and necessary functiva of the |

m:ge.organlsn. 3 major barrier to {intercultural cosmunication may

The data and the categories are, in most societies |
meanings.  The perceptual systems and u'ne culture as a who'lo‘:;:w
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became both emdodied in and shaped by language (if 1 don't have a name
for something, it may be difficult for me to perceive). Languaga then
1s a reflection of culture and one of the principle vehicles by which
culture is transaitted to and reinforced in msesbers of the group. Yet
it s not thc whole of culture, Much of our perceptual system 1is
manifest in the ways in which we behave and organize ous environment
which, contrary to the suggestion above, may be perceived without the
intervention of language. Learning the language or the linguistic
code 1s therefore important but almost equally important fis learning
the culture or the cultural code.

What data our perceptual system selects may depend on temporary
or immediate need, personality or culture, though we would argue that
culture and the valye system it embodies 1s the strongest and most
pervasive influence. However it ‘akes place, it provides order and
structure to the world and in this order and strsucture we find our
security as vulnerable human beings. Our perceptual systes, there-
fore, is the foundation on which we build our relationships to the
rest of the world.

CULTURAL SELF-AWARENESS

One of the major sources of intercultural misunderstanding and
conflict lies in the clash of these deeply rooted and culturally
conditioned perceptions of reality. It is to the unconscious nature
of these perceptions that intercultural speclalists lay much of the
blame. As long as our way of perceiving the world -- on which our
communication styles and behavior patterns are based -- is "out of
awareness,” it 1s not accessible to being deliberately changed,
ranaged, understood or influenced. It will continue to contribyte to
misunderstanding and conflict. This condition alters only as the
tndividua) becomes more aware and has more knowledge of the degree to
which his perceptions and his behaviors are culturally conditicned --
that is, as he develops “cultural self-awareness.”

Achieving cultural self-awareness, how.ver, is not a simple
process. In fact, the inclination is to resist it. Among the reasons:

1. Awareness 1s an emotional event derived from experience
rather than an idea attained through an intellectual process. Yet we
have generally been taught that the intellect is our principal avenue
of learning.

2.  de like to think of ourselves as autonomous and not sub-
ject, against our will, to forces buried within us by our cultural

heritage.

3. We are all vulnerable. Anything that probes the nature of
our identities is threatening.

Even for those who pursue it, cultural awareness 1s elusive,
One of the striking experiences intercultural specialists have is of
suddenly being caught in some kind' of crosscultural insensitivity
trapped behind their own perceptual blinders unaware of the cultural
biases they are manifesting. No matter how much we experience, how
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skillful we become, how conscious we are of the cultural

t'\uul'\ relations; with distressing frequency we f.in:'.:::'s:'l'v::
:plt‘ soned in our own limited perceptions. We miss the point of some
sta em‘ent. event or behavior; we respond emotionally and in a way so
r'n“mt that even when our cwn ethnocentrism stares us in the face, we
1' 0 see it and fall to realize that we have missed or gro;sly
misinterpreted something or responued inappropriately. vYet once our
error {s made clear, we are startled by how obvious it is.

Our tendency is to recognize the problem in othe .
in ourselves. Our resistance to self—):arntng Hes atr:nme:o‘:el:{u}t
:vfnco:s;:ttousl level. If we are going to come to grips with the concepi
self-:w ural relativity and take slgntflcmt steps toward cultural
self- areness, we have to become fully engaged with our own percep-
thonse 't‘u;r own behaviors and our own comsunication patterns. Only
then e':\t we be 2ble to break through the cognitive defenses, the

disbelief, and the simple incomprehension that cross-cultural

:'i‘::_::c.!erstmdlng relates to us here and now rather than to “thes* out

It 1s the function of cross-cultural t
framework and content for that kind of learnlng.""“"g to provide the

There 15 a tendency, particularly §n cross-cultural rel
:h:st::ountry. to tdentify the need for cultural awareness tr::;?::; ::
l: s‘ ng primarily among members of the majority or mainstream culture.
" ,s .{ﬂ‘led that ‘nenbers of minority groups already have cross-cul-

al s s by virtue of having survived in the hostile context of

majorit
th‘zngs;y culture. Wnile basicaily sound this argument 1ignores two

1. The wmore minorities understand and

master the
li.zlt_:rcufl'turta‘l communication and cross-cultural human uh“s:'t‘:.ls t::
nore te ective they will be in managing and manipulating mainstream
ociety. The experience of having survived is simply not enough.

2. There 1s no guarantee that these skill oped

s, devel t
::edsth‘en a :ajortty—uinortty bicultural relattonshtia. a:e trmsf:rm:
Surihe sulticultural relationships which characterize culturally
pluralistic sacleties, The evidence, 1n fact, suggests the opposite,

Cross-cultural training or training in cultural awareness should

be seen as a potential
cultural backgr':)und. ally valid expertence for anyone, regardless of

THE INTERCULTURAL LEARNING PROCESS

Developing cultural awareness is a proc

. ess of loo

:::ﬁculntunl ln'rnlng.' as we use the tZr- here, 1is a“s';atl‘::.::&

gultur:s pr'ocess out {s focused outward on the learning of other

Culture . By that, we do not mean gathering information about other

cultur groups. We mean instead learning another culture so as to be
0 experience what it is like to be part of it and to view the

world from its point of view; learning it
effectively and comfortably :ﬂthln "? $0 as to be able to function
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d of
, running from ethnocentrism at one en
‘s:g::'%: of adaptation or integration at the other.

lace along 2
Intercultural learning can be seen to take t';ne Spectrung to

in outline form,

the continuum looks like this:

Q

Mc‘serve best as a conceptual ideal

Ethnocentrisa
Awareness
Understanding
Acceptance/respect
Appreciation/valuing

Selective Adoption

S ¥ N\

Assimil atlon-Adaptation-MculturalIsn-HulNcultunl ism

From birth we
{sm is a basic human survival response.
begin Eltahen:tcief';ti:\gnwlth and affirming that which gives us s:;t:n;::f;
oug parents, our families, our culture groups. Yo believe td.d one- s
S rl‘ght and must be defended provides or has prov:'e ed human
32?".5; with ore of their most effective defenses against %' e‘pn da-
tions of nature and ofi otrln’er hun:o ?‘:dg:;ncezt';:zgtc’;wlf:ned he
civilization becomes mor .
2;2“';;1»1:']31:: increases and as c:‘lturcs::co:p:'beectmc::::' ::c;ce:;:e :
to each other, another, more negative a ot e species
-- ‘conflict fintensifies and annihilation s
gecm:es‘ta real ;;ssibinty as humans develop more and more sophisti

catad methods of destroying each other.

tric is the rela-

fnciple characteristic of the ethnocen

t!vely"t.’elaf:n:c agsertion of 1pﬁrsbonal daend‘ gc:a‘tt;‘orn.lo 'sug:;ei:r::{n(‘::z :::
»} accompanied by a den

;:h::e“:;gi:t ;;Z )ethnocegtrtc impulse is to divide the world into two

parts -- us and them (the *we-they* conflict).

is not pro-
could be argued that the answer to ethnocentrism

gress L: the Intercugtural learning contlnuu: but novenl:t t:t;t\;a‘r.d' ‘;n
what might be termed an “identity continuum,” from Nrﬂl‘losenent alona
to community, to culture group, to nation, to globe. sul:s Pl
the fidentity continuum, 1in fact, does occur. V"t l;et s I e
broadening effect of education and experience, Ye It does ores or
us much about the process of relating to specif::ho e'u‘-.“o" res or
{ndividuals from those cultures. Yo fidentify w ; O urally
world as a whole is too general to M‘pt:es :on:_!:er:tmuo:‘m psural Y
et e o eonceptus "Neay :‘?;::: than something that provides a
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useful framework for understinding real intercultural relationships
and how one deals with them.

Awareness refers here to an awareness of other cultures, not to
self-awareness. The first step out of ethnocentriss 1s to become
aware that other culture groups exist as something other than the
enemy -- even if they are still classified as peculiar.

Understanding (not to be confused with ®1iking*) foll-ws when
one begins to sort out the nature of other groups and recognize that
culture is a complex process which can be understood in terms more
rational than one's emot‘cnal response to "them®. Emphasis 1s still
likely to be on the strange and different, however, and the other

culture wi’l get the short end of any comparison with one's own, if
there 1s not outright antagonisa.

Acc%tance/res ct begins when the person recognizes and accepts
the va y of the c.Ttural differences he or she encounters. It is

possible at this point to accept other cultures as they are without
comparing them to or judging them against one's own. It is also
possible to respect ilose very things that are so different and that
may, at an emotional level, produce negative reactions in us.

Appreciation/valuing comes when you have put into perspective
the strengths and weaknesses of a culture and can invest yourself in
appreciating and valuing specific aspects of ft.

Selective Adaption of new attitudes and behaviors can now occur
as the tvidual consclously or unconsciously responds to character-
istics encountered in the other culture which are felt to be useful or
desirable to esulate. This may take the form of adjustment or adapta-
tion with the practical aim of enabling the person to function more
effectively in the other culture, It may also be that the individual

finds aspects of the other cultural pattern simply more com‘ortable or
satisfying in personal terms.

At the end of the spectrum we have four theoretical states. We
emphasize “theoretical® since none will be encountered in its pure

form. Indeed, for this reason the last, multiculturalism, has to be.

seen as a process rather than a state of being. They thould be seen
as directions in which people can go as they reach an advanced stage

in the intercultural learning process, not as fully defined final
states of being.

Assimilation/Acculturation. It has been argued that no one who
has had a substantial dose of a primary culture and language (let's
say, arbitrarily, ten years) can ever wholly assimilate to another.
Conceptually, assimilation has been a process associated more with

generations than individuals. For individuals, acculturation is
probably the better term, In cor use, it suggests the adoption of the

second culture, language and behav:ors as primary and the rejection
either by choice or by external pressure of the primary language and
culture. The person who has assimilated or acculturated is not likely
to lose, in very large measure, the original cultural conditioning,
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to intercultural
tion is the more calculated response

learnhA\:. t.ln nthe adaptive process the individual ad.'i‘:st.:hpttos 't‘t::
stresses and challenges of experfencing Motoer O Ve and to function
or her mode of behavior in order o e tne person.does
effectively within it. During this process, .‘ erson goes

te the new behaviors.
not attempt to absorb and incorpora oS e Tangunge
- ty to adaptation. The person

ro:ie 't,;:y'ggsttl:-.e‘s‘ yattenpts to understand and w.tmuos:l':?e :::
;'e‘rspectives of the second culture but resists as much as p
encroachment of the second culture on his or her own.

There is thus a major dilemma at the heart of the process of
cross-cultural adaptation.

le-playing, then

adaptation s in some significant degree ro n

where ldtaes t';nt leave genutnenesfsutt): re:p«:gse‘nzn'J:‘\ct:::::::r:l“;f:a.
develops skills in ng in

:::'f‘::en?n :ultunlpsettlng by learning new behavl.ors. ‘ln theb eg:el;::

to which these behaviors are contrary to one's primary

pattern, they might be Judged insincere.

fully into intercul-

the other hand, if one throws oneself

tural (l)garnlng. the new l'u‘hm{iors may encm.c:t:: m:uﬂﬂ;“}z: p‘enl;so:
cultural loss -- an

::se:é):‘ptert‘::::d : psuychologlcal ly precarious position between cultures

whare confusfon of identity is a real and constant threat.

latter problem.

fsm. in a sense, is an answer to the

The fua|'|;u‘5t1l¢‘:?l‘turll person deve.lops a dual cultural pe‘rsonal::y.' nv:?f

some sacrifice, wanted o‘r' um;anted, of ::: ?;ei:‘lr: n:ut otutr:e 3 Invol-

ved. Yo many, biculturalism {s seen as 0 e ced soml-
ocess. To others, it may seem to

::::‘n:::{ln::g prkdapatton may be considered ?ref‘e{;blgera upstc:::

reference may be particularly strong among some minor roups whe

'|: they must be able to function biculturally if they are b e

I:O:\alnsytrem society, but who prefer to see themselvest ro :rplezser

rather than internalizing a culture that has to a greater

degree been oppressive.

On the other hand, if you use the term to def ine tfmti?m;a:ﬁ?f
influences which have gone to make up the personality o ' e ey
dusl. most if not all people -- certainly in modern American
- u'-e at least bicultural {if not multicultural.

fke assimila-
turalism is a more complicated concept. L

tion "il;“-'::,‘ Tn fact, not be realizable 1f you defh'\‘eo:t“lps"t:::z
flue;\t in more than two cultures. The depth and breagt | Sxperlence
required to learn a culture fluently {is probably 00"9““"“""”
e N atral 1de O the gt')l'\{:;:mo‘fy.thhl?e::;ﬁalm The critical

n .

2:‘:£:: I‘n ctel:‘etre.:pa'nsl.on of intercultural lemning is m:ht::ef:'l_lg:::
with which one knows each culture, but the degree to v e o
of cross-cultural learning, communication and human r:' ons e
been mastered, In other words, multiculturalisa is achieve
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rerson learns the framework of intercultural communication and cross-
cultural human relations and then applies it successively to new
cultures encountered. I* may further be spplied to multicultural
situations., For example, knowing the dynamics of {intercultural
communication and the significance ond pervasiveness of perceptual
difference based on cultural conditicning, a person is equipped to
deal more effectively with situations {a multicultural classroom, for
instance) in which more than two cultures are represented.

Thus multiculturalise 1s that state in which one has mastered
the knowledge and developed the skills necessary to feel comfortable
and communicate eff. tively (1) with people of any culture encquntered
and (2) in any situation involving a grouwp of people of* diverse
cultural backgrounds. (By "comfortable,” we mean without the anxiety
defensiveness and disorientation that usually accompany the 1n1thi
intercultural experience.) The multicultural person {s the person who

has learned how to learn culture -- rapidly and effectively, Clearly
it 1s an {deal,

Another way of looking at culture learning or cultural develop-
ment {s offered by James Banks (1977). He calls it a *Typology of the
Emerging States of Ethnicity® and breaks the stages down as follows:

1.  Ethnic Pz,chological Captivity: This is a pre~ethnocent: ic
stage in which members o?: an ethnic grouwp accept the negative self- .

perceptions imposed upon them by others.

2. Ethnic Encapsulation: This is closer to ethnocentrism,

3. Blethnicity: Having the capacity to participate in both
one's own and another ethnic group.

4.  Multiethnicity or Pan-Humanism: The ability to identify
with an ethnically plurahsﬂc nation,

There are two further points that must be made about the inter-
cultural lezrning process.

One relates to the special role in society the bicultural op
multicultural person may play. People who have had extensive exper-
fence in and have learned another culture, it {is argued, have under-
gone cultural change or growth to the degree that they cannot simply
be considered members of their primary culture. It {is suggested that
these people constitute a *third culture® (Useem, Useem and Donahue,
1963).  Meabers of this third culture, regardless of their background
or where they live, constitute a distinct fdentity group bascd on
shared learnings and perceptions derived from an intercultural
experience. Further, people of the third culture constitute &
mediating resource among tie world's socleties.

Thus the indivi4ual who 1s bicultural or multicultural has the
potential to become a "mediating man® (Bochner, 1973), one who 1s able
to bridge the gap between cultures in the process of working out
global cultural relationships. If we 1ive 1n a plural rather than an
assimilationist world, this becomes a critical function since cultures
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will nct, as the old fdeal hoped they would, grov together a::ebic:::
one -- even under the leveling fimpact of technology.' As” b
becomes increasingly crowded, the need for more extensive 2

ticated mediation of differences is apparent.

third cu ture have
equently, the skills that members of the

are exi?‘ge?; Inpﬁrtant to human society and will become I‘torc"soe. :g:
many who have those skills do not realize it. This s ;I.sing
exa{ple. in the intercultural pl;oft?‘ssion of‘f:;::gl;n:t:ggggea';o uorl'(
It is our experience that most 0 e severa ople Whe Mere

1y with people from a v
in this profession and deal continuous ol o L Ypoten
surprisingly unaware of the practical imp

:‘;:}do:r:heungltlcmgtuynl experiences and skills they possess.

f minority groups
diating role which bicultural members o

~an plTahye :‘: :::ossg-mltural relations is fincreasingly a;;precliatedthl:z
those who accept tr- inescapability of cultural pluralism in
country.

ing continuum as
ther problem fis that the intercultural learn
descricgg he::epis based on the assl:nptit:in‘ ::’:-aetetth:ndpe::::r:::'?:?n:l:'e‘?
it starts out being conditioned by a dis T e domi.
that the culture stands distinct from otk}er cu 'u‘ s ond 15 Mhe hile
pant cultura) factor in the {individual's ssf;_c aeo lep thrdugr'nout e
this is the experience of many millions of P p‘t Ihroughout ued
i11ions of others it is not, Indeed @ ed
::::d'ex;g';-l:nclng such purity of cultural conditioning is rare o
certainly in the U.S. -- and that everyone from the beginning e"t,ed
fences a multiplicity of cultural influences. It :s suggested,
therefore, that multiculturalism is inherent and universal.

IDENTITY AND CULTURE SHOCK

o exist, by
) of minority, ethnic, racfal and culture groups .
defini‘:?::e,rsuitmn 3 l{;ger naj’orlt(y and Iu:l)“"t{neﬁ-me‘::?: Cu'l‘:ur“i
born (or arrive), onme
g o o nese i e 1 and it becomes more so as they
in some degree inescapably bicultural an 5o 3 the
thnocentric beginning is not s 9
grow up. In other words, the e Seatnning 1 e the larger
roups. if only because they no
lgc'i'a‘;m”egmzmlcp and political environment, Bicultural'lsnthls‘g:'t_:?
necess;ry for survival. Rather than being the end point in the
h;g process, biculturalism is built in from the outset.

itical issue
is one of the reasons why identity is such a cr

for mar:;'sminorinty groups. The dominant cu‘ltture Insa socl:'i‘zzzddoe:s n::
oups . .

normally reinforce the identity of minority gr o

imination and exploitation, the

know, where there is prejudice, discr lon_and explod a1 tate

reinforcement is negative, tending t“o keep m ' n Sank s 3

“ ic Psychological Captiv..y." Ethnocentrism may 2

::f-obliett:mfor niy:oritiges. therefore, than the other side oft thet h:tt:::-
centric coin: cultural self-affirmation, In contrast to e

1f-aff irmation
which is normally sec~ 2s negative, cultural se
:::s:t')sitive connotations and may be considered important to group

ERIC
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mental health. Where minorities 1live in oppressed circumstances,
however, this kind of affirmation may be difficult to achieve. Those
who are concerned with intercultural communication and bi- and multi-
culturalism should take care to distinguish between the nzed of the
dominant culture to resist an excess of ethnocentrism and the neces-
sity for minority cultures to remedy a deficiency of self-affirmation,

ldentity 1s a groble- too in individual {intercultural exper-
fence. Unfortunately little has been written on the subject.

Hoopes and Althen (1975) suggest that people live within culture,
groups composed of personal and soclal relationships which define who
they are, {.e. place them in roles and provide {dentities which are
major dimensfons of ®self.® Furthermore, these roles and identities
are continuously supported and affirmed by the culture group, that is
by the nat.ral, social and personal environment in which the {ndivi-
dual has been nurtured. It {is within this environment, of course,
that the vast majority of people feel most comfortable.

When we encounter a different culture, we are usually deprived
of the supports and identity reinforcements that are available in our
own group. Difference in language alone can be a significant source
of anxiety since language is closely linked to identity. We are also
deprived of many of the guides and cues which orf2nt us to our soclal,
cultural and linguistic environment and as a conscquence are 1ikely to
experience a marked disorientation (Brein and David, 1974). The
results, in terms of the impact on the individual, may range from mild
discomfort to radical emotional dislecation and an {inability to
function in that environment -- the response often described as
“culture shock.® Heightened {insecurity and attendant physical and
emotional symptoms are the most common features of culture shock
(difficulty eating or sleeping, mild paranola, extreme reserve in
social contacts, depressfon, irritability, fault-finding).

In cross-cultural training we often identify four basic respon-
ses to culture shock or the threat to identify encountered in a new
cultural environment, These are:

Fight, which is the basic ®we/they" response. The ambiguities
and challanges of intercultural relations are reduced to group compe-
tition in which the ethnocentric impulse dominates. The other culture

is seen in a negative light and one’s own culture fs defensively
over-affirmed,

Flight, which involves a retreat from interaction with the other
culture and an fimmersion in one's own culture group (abroad, this
means a home-culture enclave).

Going native, 1in which the 1individual acculturates rapidly,
superflchh{ apes the host culture and attempts to slough his or her
own cultural identity. This is often viewed as another form of

flight, since 1% basically constitutes an escape from the complexi-
tles, difficulties and rewards of the intercultura) experience,
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Adaptatfon, which, as we have discussed in more detai) above,
consists of finding ways to comprehend and adjust behaviors to the
other culiure while at the sane time affirming oneself and one's own
rultural identity.

The most striking examy'es of culture shock 11e in the exper-
fences pecple have had in movi; ‘o live, work or stud- in another
country. There is extensive 1i...aturc on the adjustment of foreign
stucents in the United States and on Americans Viviug abroad. It can
be experienced, however, right at hoxe wichout ?olng any further than
from the suburh to the city. One study fidentified the reaction of
White teache:s stddenly transferred from suburban White to faner city
Black schools as culture shock (Korn, 1972).

We don‘t have to go to a foreign land or even to the 'eart ui
another culture's territory (1iving space) to experience culture ahock
or at least some of the anxieties »*:ached to fit. 1t is our bellef
that anxiety can bc experienced ‘.. the face-to-face encounter with
anyone who is sfgnifica tly dif7erent in language, values, attitudes
and behaviors -- and éven in appearance (there are those who are
thoroughly Jicoriented by a oun in a habit!). .ie reaction may be
less intense or camplicated than in the foreign experience but 1t is
something we may encountor frequenily ip our daily lives and 1is a2
T.ctar ia multicultural education. It 1s {importanu for those who
function in bi- or multtculturai enviromments to be aware of responses
occurring at an emotional level not within easy reach of —ational
assesswont. These responses may include anxievy produced by encoun-
tering differences, which results in some of the oehaviors associated
with culture shock. ’

Minority racial and etnnic groups in the United States, both as
groups and as fndividuals, have from the outset had to contend with
the identity problen while relating to and functioning within the
dominant culture. Th  have developed their own sets of responses and
adjustments in achieving the success that they hove in establishing
ethnic identity. What may be more difficult 15 reiationships bdetween
ethnic and d¢cial minority groups. Common ideatities, such as sharing
minority status and the struggle against nrejudice, discrimination and
economic exploitatice, may help bridgs the ?ap. As we come to grips
with true multiculturalism, however our ability to deal with a multi-
plicity of athnic relationships will be put to the test.

A stoiking example of the complexity of the identity issue some-
times occurs whern an American returns to the ancestral homeland for
the first time naively expecting to establish more or less automati-
-ally some kind of close fjdentification. The result all too often is
a shock of non-recogrition and a sudden encounter with Just how
»pmerican® he or she is. This experience is less likely to happen if
expectations are brought closer to reality before the journey is made.

Expectations are, in fact, a critical stumbling block in dealing
with cultural differences. The further your expectations ae from
reality, the greater the problem will be -- with the rigidity ov the
individual's personality serving as the independent variable, Even if
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one develops a relatively accurate conc
eptual picture of the othe
:u;“ut:re fm' the people from 1t and s successful in cultivating flextr
y of mind, he stil]l has to deal with the fact that most of what

he does, feels and thinks is based on ass:
umpt |
imbedded and often inaccessible to the consclous :?ﬁa.'"d values deeply

CULTURAL ASSUM’TIONS AND VALUES

Ou. hasic approach to values and value orien
:;k:r‘\ e:"t‘ the work of Florence Kluckhohn and Fred S::::I:nb:ckm(sl;ﬁn
”p : 0 the value system of mainst-~am American culture, it wa;
St:: tus‘eld in  -oss-cultural research .d training by E:hnrd c
art {1971). :aking the Kluckhohn-Strodtbeck medel as a beginning

oint, Stewart
2 'ents. art divides cultural assumptions and vailues into four

1. Form of activity

2. Form of social relations

3. Perception of the world

4. Perception of self and of the {ndividual

Each of these are then broken down into d
] ¥ {screet val 3
:::l* ::e.:m'l;‘vz:: r::oao'a hcrostﬁ';ecultunl perspecttvev.. u::“or I: .sm;‘:::
oW y compare with sim{ ;
cultures and, perhaps more important, how they uf: ?12:: ‘I:'y 'm-'

Ar2ricans when encount
o ot aten .br::!d.ering behaviors based on them either in the

Under “fcim of activity,® for e 1
are oriented toward "doing.“ 'To get :»::g: "::ne?t:ss .th::r::r::oms
c:::‘cn.:tsedm:yh::n;wfhor::“: phceu" rn it. This is apparent and h':g
gn, especia non-wes t
other cultures, more value 'Is oftn p{aced ons";:';:\g:)'bs::utu. w::

quality of th
se.'-ggowth. e inéividual, or on *being-in-becoming,® with stress on

Stewart's analysis, based on the ¢
haracterist{
culture in the United States, provides a usyeful guidecstoo‘;n;:t::s::::

ing to understand it's dynamics. Some
cu?ture characteristics he yldentif.les are: of the critical mainstresm

. the separation of work and play 'social activity);

. an orientation toward the future, with 1
ess
placed on the prescnt and, especla.lly. the past?wh“'s or value

. achievement motivation;
. competittiveness;
- informality and equality in social relations;

. directness or confrentiveness in communication;
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. impersonality or objectivity (depersonalization) in relations
with others;

. a need to be "liked;"

. the human being perceived as separate from and superior to
nature.

. stress on the value of material possessions;
. a belief in progress (optimism);

. time conceived of as linear, flowing into the future and being
subject to rigorous division and fragmentation; ;

. the co--cpt of a distinct, separate, isolatable *self,” result-
ing in an emphasis on individualism, self-reliance, independ-
ence, etc.; :

the ability to view people in fragments or react to them in
terms of isolated parts or roles rather than as 2 total
personality.

The above is a summary of a few aspects of American mainstream
culture and should not be taken as an effort to fully characterize or
stereotype it. Stewart argues that every culture zroup nas within fts
members representation of a great variety of different and often
opposing value crientations, but that some are found more often than
others. For instance, in American mainstream society you are likely
to find a pedominance of people who believe or assw. - that man can and
should be the master or controller of nature -- able, within limits,
to control, change or manipulate the ph{Stcal enviromment as he
wishes. In Jipan, man is assumed to be nt- Jral with nature, the
environment Shaping human beings and in turn being shaped by them.
Among Colombian “lestizos, nature is felt to be antagonistic to man,
constantly threatening to overwhelm him (Stewart, 1977, pp. 62-63).
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The roint fis that while there wllt)db: 2 "gfen::?:eltu::
alue orientations represented in any given

:::ﬂtlil(:";r:dngntvmte. Further, predominance of oae orientation does
not aly” ys mean a weak manifestation of otheu;s. Azhns tend to be
predominantly “being® orientated, yet in Japan “doing® ranks high as a
value too. Finally, individual value orientations may be shared by
very different cultures. Friendship patterns, for {nstance, are
similar in Russian and Arab cultures. An orientatio, toward the
development of deep and demanding bonas exists 1% both.

One of Stewart's important contributions !s that he talks about
*assump-fons® as well as about values. Values are a statement of what
should be, they have a quality of “vughtness® to them. Assumptions,
on the other hand, are basic bellefs or perceptions of‘reallty {that
the external world 1s physical and without a spiritusl quality, for
example) which 1ie behind values and which affect. the way pe::ple
behave. (Neither values nor assumptions refers to preferences,” as
in food, clothing, etc., which are, nevertheless, very much a part of
sculture® as the term is used in this manual, Stewart recognizes the
ambiguity of these words and ‘deas; but he happily resists the
temptation to create new jargon to deal with it.)

We may believe that technolcgical progress f{s a good thing.
That is a value. The value, however, does not reveal the assumption
about man's relation to nature as discussed above -- that man is
capable of mastering and exploiting nature according to his will, In
many, {7 not most people, the assumption 1s unconscious,
out-of-awareness, and it, therefore, comes as a surprise when nature
responds to technology with ugliness and pollution. .

The contradictions and Jynamics of technological progress are,
of course, not quite that simple. It fs, nevertheless, a basic
proposition of cross-cultural anmalysis that values wnd/or the
assumptions on which they rest are often if not noreally out of
consciousness -- they may be Just below the surface or deeply buried
-- ani have a powerful effect on the way we behave, think and respond
to others. We begin learning these values and assumptions from the
minute we are born. The function of culture and learning is to
reinforce them as we grow to adulthood.

But culture is not capricious. It is a survival mechanism, one
of the most effective humans have devised as they have evolved from
the trees. It is a mechanism for the survival of the individual in
the context of the strength of the group. But a price {is paid.
Loyalty, conformity -- the price of culture is the ethnocentric
person. That too, of course, is oversimplified. Ethnocentrism 1s the
primordial thrust. Culture flowers, elaborates, decorates, explains,
provides the context for human fulfillment. These are impressive
fringe benefits. However, the primordial fears and primitive nceds
are there and are woven into the basic cultural fabric of the yroun,
regardless of fits “culture* (in the 21sthetic sense) aund/or
technological development.
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We can debate the great conscious vzlue fssu.s of religiom,
political ideology, economic and social structure. Still  the
assumptions and values which are buried beyond awareness 1in our
everyday behavior are not accessible without speclal effort and are
among the fundaiental stumbling blocks to effective communication and
human relations across cultures. Intercultural aducation and cross-
cultural training provides a framework for that “"special effort.”

COMMUNICATION

Comunication is central to the cross-cultural encounter.

One of the definitions of commurication that speclalists in the '

fi2ld Vlke -- and so do we because of its simplicity -- is* “Communi-
cation 1s the sending of a message from a source to a receiver with
the least possible loss of meaning.” In that simple definition, how-
ever, lies one of the most pervasive, complex and fallible of human
functions. Coming to grips ‘sith the pervasiveness of communication is
particularly difficult. Edward Hall, in the Silent Lanquage, argues
that culturee:itself is “communication,” in chat culture may be viewed.
as a continuous process of communicating and reinforcing group norms.

1 the description of the perceptual system advanced above is
accurate, th2n Hall may be correct. Culture {s communication, or put
differently, everything communicates. The reception of any sen;ory
data is comunication in the sense that at a very minimm 1t tell3 us
it s there. It also tells us much more, especially as we build our
perceptual world, from mother and the breast telling us we are loved .

and can expect nourishment to the flag or religious symbol that recon- s

firms nationality or religious identity.

This becomes even clearer when we think of all the characteris-
tics of culture: dress, the patterns of male-female, youth-age and
eroncaic class relationships, language, family structures, marriage
customs, 1lving styles, behavior patterns, manners, cognitive proces-
ses, etc. Out of these cultural characteristics there develops
parallel to the linguistic code, a non-verba} system of communication
which one might call a "cultural code.”’

The cultural code is more than simply non-verbal communicatfon,
which 1s associated with motions, gestures, body language, manners and
the like. The cultural code is all -- witk the exception of language
-- that in the nexus of human interaction has meaning. Mot doing
something can often be as meaninciul as some kind of action. In many
Native American cultures, pure silence is immensely meaningful. Pure
space has special significance in Japan. A fatlure to smile or to
touch can communicate great meaning. Behavior communicates. The
selection of dress and taste in music communicate. Teenage ur youth
culture in the United Statas is buflit on that kind of communication.

Unfamilfarity with the cultural code may result in disorienta-

tion. Culture shock in a new environment is due not only to identity
anxiety, but also to the impact of trying io figure out and function

155




SET

within a new and different cultural code. The sounds, smells and
other physical attributes of a new environment provide a constant and
heavy barrage of sensory data that must be filtered and categorized.
When we are in unfamiliar territory, this “"communication from the
environment® s not so easily or automatically sorted because our
system for selection is not organized to deal with it. Those categor-
izing decisions that in a home culture occur with little effort
suddenly become major and often exhausting events.

Despite its seeming simplicity, therefore, communication is a
relatively complicated process by which meaning {s translated into a
code (language), fed into a transmitter (thz voice box,, sent over 2
channel (air/space), picked up by a receiver (the ear), decoded
(translated from language to meaning) and fed into the mind of the
receiver. Many things often called "noise* or “static,” can interfere
with this process. A defect in transmission or receiving, an external
distract? 1, or an finternal distraction in the mind of the sender or
recefver can produce "noise.”

There are a number of buflt-in methods for counteracting these
interferences. One is through redundasce or repetition. Language and
linguistic custom are structure(dT $0 as‘to p‘rovlde ﬂ:r t::e repetl:u‘):
or reinforcemen: of messages. he English language is about one ha
redundant -- eliminate taee undérTined words, one-half of the total,
and the message remains clear all the same.) Multiple channeis may
also Le used; that is, comunication through the other senses in addi-
tion to hearing. Signs, gestures, body movements (which are communi-
cated through sight and are thus non-verbal) are a major part of
communication. Touch communicates and in certain cases s do taste
and smell,

Even more important is the feedback process, the response of the
listener to .he person sending the message. Feedback provides the
speaker with an indicatin~ of whether tha message has becn received
and received accurately. The effectiveness of comunication fis
increased to the degree that it is a two-way process in which succes-
sive approximations of accuracy in getting mednings across are
achieved. Conmunication specialists argue that exact communication is
rare but that two-way communication enables us to get closer to exact-
ness than one-way communication or talking “at® someone.

A 3imple model used in the comunication field fs:

N // NOISE \\.

encode ———— channel ————— decode
Sender I Receiver
Mr. “A* message message Mr. “8*
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Mr. A sends Mr. B a message. It is in a code. It may be a linguistic
code, verbal or written. It may be in the form of a picture or a
symbol -- a smiling round face. for instance. It may be a grunt of a
groan, a gesture, a frown, thoughtful silence or an almost impercept-
fble twist of the body. Someone who sends you a box of candy as a
gift is :ending you a message which is supposed to be repeated each
time you taste the sweetness. The message may be "I love you,* *}
think you're nice" (even "I think you're sweet!®) or some other
sentiment. The message lies encoded in the chocolates.

The listener, or the recipient of the message, Mr. 8., decodes
it and responds. The response 1s “feedback.® In intercultural
communication, feedback s especially important since so much of what
is communicated may be non-verbal, unconscious and/or invested with
the special meanings of the cultural code of the culture group. s
eye contact prohibited or expected in comwunication? What does a
smile mean 57 5 fiich of the head? Does a grasping of the arm or the
knee of someone of the same sex constitute responsiveness or improper
behavior? wWhat does it mean when you increase or decrease the social
distance in a conversation ... disinterest? ,.. belligerence? When
the feedback process is confused by differences in cultural codes,

there 1s a breakdown in the automatic clarification it normally
provides. ’ .

The noise or interference factor -overrides almost everything
else in {ntercultural communication, People who work with foreign
visitors see 1t vividly., Professional {nterpreters often have to
spend more time interpreting the culture than they <3 the linguage,
The visitors see children speaking to their parents in ways that would
not be permitted in their own countries; they see old people separated
from their families; they find they are called by their first names
immediately upon bctng introduced to someone; they are not given
enough to eat when they are guests for dinner. Take this last
experience as an example, American hosts and hostesses tend not to
force food on their guests. They may offer but then forget it if the
visitor declines. In many cultures, the serving of food and eat.ng of
meals are impor’ int rituals with carefully defined behavior. The host
presses as much food on the guest as possible, insisting over and over
that she or he eat, while the guest is expected to refuse many times
before giving Into the host's blandishments.

Visftors in American homes often go hungry because the food is
not offered again after their first refusal and they don't understand
or cannot accustom themselves to the acceptability of asking that food
be passed to them. They are encountering differences that are confus-
ing and disturbing. Those differences become barriers in the effort
to understand the new culturé and in the development of vaeluable
relationships. They interfere with cosmunication.

More pertinent here, the child who rever hears his own language
or a positive identification of his culture in schoo), who uscs body
language differently from the teacher, who expects authority t. be
exercised differently, or who verbalizes in an unexpected manner is
going to experience or create static 1in the communication process.
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That static will make teaching and learning difficult, if not impos-
sible. This, of course, is simply another way of saying that cultural
factors may interfere with communication in the teaching/ learning
process. _

It might be asked why we place so much stress on differences and
relatively little on similarities. There are very good reasons but
first let's look at the differences in a little more detail. They
fall into four categories: (1) customary behaviors, (2) cultural
assmtu‘ms and values, (3) patterns of tninking, and (4) communica-
tive style.

1. Customary Behavi °s. One culture expects thildren lo be
quiet and defer to adults while aiother encourages them Lo express
themse lves and to be independent. One culture reveres the past and
venerates ancestors; another focuses on living for the present; a
third looks to and plans for the future realization of it's goals.
Dne culture places great stress on kin, family loyalty and inter-
dependence; another on becoming independent from family and on self-
reliance. All of these result in customary behaviors. They determine
how you behave toward parents, children, cousins and others or how you
act out your feelings about the past, present and future.

2. Cultural Assumptions and Values. Behind the behaviors, of
course, are tae assumptions and values a culture %roup holds. If mine
are violated or contradicted when I'm with people of different cul-
tural backgrounds, it is very difficult for me to suspend judgment. My
response 1s automatic and unconscious. Those contradictions and
violations will raise walls through which it's hard for me- to “hear®
what is being said. I am making interpretations and giving meaning to
the comunication that fit into my value framework. There are flashes
going off in my head and feelings running through my body that 1
cannot prevent.

3. Patterns of Thinking. At an even deeper level, cognitive
patterns differ from group to group. These are relatively familiar to
educators. Do people think deductively or inductively? Do they admit
or deny emotion in their thought processes? Are they more intuitive
or reason-bound? Are they sensitive to their environment (field
sensitive) or do they shut out environment (field independent) when
they think? It is going to be difficult to communicate with someone
if 1 start with a concrete fact and build my ideas on it (inductive)
and the other person is accustomed to starting with an fdea and using
facts to flesh it out (deductive). More hezt than light may be
generated by the clash of my tacts and his or her ideas.

4. Communicative Style. Each culture has developed it's own
conmunicative style. gesture, a smile or a touch on the arm may add
emphasis to a messige cr communicate special meaning, but that
emphasis or meaning is not the same for all groups. Some cultures
encourage a wide range of ton: and volume in speech, others do not.
Bodily display varies radically from culture to culture, People from
northern climates tend to display less emotion, speak quickly, and
touch less than people from southern climates. The distance at which
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people are comfortable when conversing varies; sometimes with rarked
effect. When you are accustomed to one style, encountering another
can be confusing, disorienting or downright annoying. Languages, of
course, reflect and/or have adapted to comunlcat?ve style. When
shifting to a second language, you may bring with you the
comnunicative style of your first ianguage. ¥Ms may cause a negative
reaction or discomfort in your listener that is distracting and serves
as interference in the communication procass.

Differences then are a cause of static, but they do not
constitute something wrong with the ommunication 'systell. Differences
are inherent and natural but are perceived as the villain because we

do not accept them as natural, In additio
ski11s to cope with them. e ¥ have fot developed the

In basic comunication theory, differences are seen as barriers
while similarities provide the matrix in which communication is made
possible. In pursuing effective communication the thrust 1s toward
the identification of similarities. In {intercultural communication,
this is turned around. Differences are central and dealing with them
is a fundamenta) cross-cultural skill, The argument that “we should
emphasize our similarities rather than our differences® simply
perpetuates cross-cultural communication difficulties. By falling to
identify and appreclate differences at the vutset, they are left in
the path and unrecognized so that they almost {nevitably become
stumbling blocks. It is the ability (o appreciate cultural.differ-
ences that moves us along the culture learning continuum, Differences
therefore constitute both the essence of cross- cultural learning and
the medium of intercultural communication.

Much of i+at has been said so f
oropos it ions: ar may be summd up in three

1. We must be sec
culturs ure in and positively {dentified with our own

2. HWe must be aare of
conditioned. 3 of the degree to which we are culturally

3. We wmust respect and appreciate
encountered in others. P » cultural - differences

BRIDGING DIFFERENCES

Minority-majority relations are often conpltcatec.! by difficul-
ties 1in distinguishing confrontations with people who ayrc overtly
cthnocentri~ from encounters with those whose prejudices are more
submerged or who simply follow iInstinctively their own cultural ways.

For {istance, mainstream American culture tends to condition one
to avoid e.ntanang social obligations. This often results in denig-
rating one's personal role 1in making a gift, extending a service or
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to be
omething special for another person. This {s felt ¢
g::\:?de:-ate ber?avlor because it relieves the other pers&n ofk?:(}:g:f
tion. There is a tendency in Hispanic cultures to see ebsle nds o
social obligations and exchanges as 2 natural and desir':‘ e |;r_ 2
social relationships. They are cultivated, not denied. l span -.t o)f'
feel annoyed or insulted when encountering this particular ::pebf‘t of
mainstream behavior, even though the intention is not to insu
be especially considerate.

’ You have to
pealing with prejudice tends to be po itical,

defuse and rgender powerless the prejudiced pesrson. Behavlo':-mlzuefs OI:
contrary cultural assumpiions and values, on the other eation
different matter and may be approached through the comunlc o
process. Of course, no one thing nor any one person can sOlve the
intercultural communication problems we a1l encounter. Ho~:ve:;‘esngg
specific guidelines and ways of approaching and responding to "m"‘
exist that can help the conscientious coamunicator bridge cultu
differences.

stening. It is often hard for people to i :lieve that “listen-
ing” ILs' a2 sk{il and that our failure to listen carefuily contli:bnt:tes_
slgnlflcantly to human miscomunication. The reasons for not stﬁn-
ing are manifold. We are wore concerned with what we want to sayt t:l.\
with what is being said to us; we Jump to conc_luslens beforf ? =ten
ments are completed; we hear *words® rather t. - neanh: s 20 e
deliberately). We also make assumptions about the way o0 e’:' lp lls,ts
think based on shared values and experiences, what the psycho ogio :
call “projected cognitive similarity.® This is the baslc. unconsc d:‘)
belief that other people think and view the world the tluy we t.
Within our own cuiture group this assumption {s sufficiently lc«l:ntnra ?
to offset in some degree bad listening habits, In cross-cu urad
situations, however, our usual Yistening behavior serves us poorlyl:?_
more effective listening becomes critical. In the fifty or so m:h“
cultural workshops we have conducted, it has been our experl:nc:o th;
at the outset, all assumptions -- al} assumptions -- aibou 4 dw he
participants think and how they wiTT behave must be d scn; ed. S
should be obvious too that speaking to Someone in what is his dolrffer-
second language requll;es”par'tICull:rt coir:‘cer;‘ter:ntil':;n tol:'c:nt:':-cultural
only in inflection bu .

zg:u::l:nlzgtlon s{nlful listening to the verbal and non-verbat} nes:agt:f
without filtering them through our own system of alues and expec
tions is an imperative.

ception checking. Our perceptions sbout the other
personsoam:sabo?:; £ﬁat Ts belrg said to us are fimbedded in our own
assumptions and values and in our expectations of the other person.
Those perceptions must be checked. It s necessary to ask h!f whatb::n_n
think the other person said is accurate or if that which happens ot
ween you has the same meaning for him or her that it has for y(:t:. m:
wish to control the interaction, to achieve what we want fro? t’akiny
prevent us from pursuing this clarification or from seriously 9
into account the different vlew’we may discover. -
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Seeking feedback is equally important. If it is fair to say,
and we believe it is, that some degree of misunderstanding is always
present in intercultural communication then the active quest for feed-
back becomes critical. In short: ask tf you've been understood! That
may sound Vike an oversimplification but it is not because the feed-
back-giving and receiving process is ftself culturally influenced. The
manner in which feedback is requested may not appear to be polite;
there may be inflections or even appropriate gestures or facial
expressions that must accompany the request if it is to be reco?n.ud
for what it is. In Japan ar  Many other Asfan countries it is impol-
ite to say "no." A request for feedback that requires a "no" answer
may be more confusing than helpful and often fails to elicit the need-
ed information. Asking for feedback can be emotionally risky. In view
of your wvulnerability in cross-cultural communication it may seem
easier and safer to assume that you are being understood. Seeking
feedback may often be a slow and frustrating procuss. The wise com-
municator knows, however. that untanglln? accumulated misunderstand-
ings or, worse yet, living with them s far more difficult than

engaging in the process of requesting immediate feedback while the
comunicaticn s taking place,

Resisting judgrental reactions. As stated earlier, in {atercul-
tural communication your first perceptions of meaning are very likely
to be inaccurate. Premature judgments or emotional reactions are
often, therefore, quite disfunctional, stimulating the other person,
more often than not, to defensive responses. Judging someone on the
basis of words or behaviors which may either (1) .ave utterly differ-
ent meanings for each of you or (2) be & function of culturally condi-
tioned habits that have little reference to the immediate situation
can have serfous consequences. Suspending judgment while listening,
checking perceptions and seeking feedback allows us to be more open to

another's thoughts, ideas and feelings a; educes defcnsiveness 1in
intercultural cosmunication.

We have already stressed the fimportance of cultivating self-
awareness, of being conscious, at least in the initial stages of a
relationship, of your own behavior patterns, communicative style,
operational assumptions and values, and patterns of thinking. One, of
course, cannot and should not be continuouysly self-conscious in rela-
tionships with other people, A perfodic re-examination of one's
cultural nature, however, is beneficial.

Jaking risks. In order to open channels of communication with
another person, we must often take emotional risks -- iike asking for
feedback or saying something personal which 1: *s us vulnerable to a
hurtful response. In doing so, we have to trus. the other person not
to exploit our wulnerability. As usual, the significance of this
factor is intensified in intercuitural relations. Cross-cultural
learning and {intercultural communication take place best where parti-

cipants have established enough trust to permit some exposure of
themselves.
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In dissecting the process of communication our intention is not
to make i1t seem mechanical. Communication is a transaction between
complex human beings in which each affects the other and the nature of
the interaction each step of the way. Communication is a creative and
highly intuitive act of discovery. It can be made more comprehensible
and accessible to change, but it cannot be reduced to a set of simple
axioms or prescribed behaviors.

CONCLUSION

It is our belief that it 1is from within this nexus of human
interaction that the clash of cultural differences reverberates
through society. And it is here that teachers and teacher trainers
must look for answers as to how they can most effectively meet their
responsibilities as educators in a multicultural society.

gmbedded in each of us is a pervasive and controlling perceptual
system which 1s heavily conditioned by our cultural experience but
which is largely unconsclous. Until we become aware of that fact and
its implications for our behavior, we remain at the mercy of being so
conditioned. Formal education, of course, is one of the means by
which we liberate ourselves. But experience shows that education
alone is finsufficient to the task. We must look to the more specific
processes of intercultural learning to find a set of guideposts for
more accurately measuring and, indeed, promoting the progress of both
ourselves and nur students toward sulticulturalism,

Moving along the intercultural learning continium exposes us
where we are most vul..rable -- in our sense of self or {identity.
Id:-~tity s nurtured within the context of culture and is continuously
reinforced by it. When these cultural reinforcements are removed or
when this cultural tdentity is threatened or denied, the individual
may be Jeeply affected. Members of minority culture groups struggle
to find themselves in a society in which the dominant culture dis-
affirms them or their group. Others may experience disorientation o-
culture shock in the encounter with those who are different o
“foreign.* As a result, the difficulties which are normal to cross-
cultural relations are aggravated. The antidote is the expansion of
identity through culture learning and the development of skills 1.
intercultural communication and cross-cultural human relations.

We have fought here to provide a framework within which the
theoretical dimensions of {intercultural communication and cross-
cultural human relations can be translated 1into concepiual tools
useful to the teacher and teacher trainer in multicultural education.
In the chapters that follow we will examine multicultural education
both historically and practi.ally and show how the conceptual tools
are embodied in cross-cultural training and how they may be applied in
the classroom to further the aims of multicultural education.
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Language Learning Quiz

How much do you know about the process of language
acquicition? Indicate whether the following statements
are true or false.

l. To leacn a language we must first learn its grammar.

2. One can just pick up the grammar from living in the
country where the language is spoken.

3. A language system is logical.

4. Language learnirg is primarily a matter of learn-
ing vocabulary.

5. Language learning is primarily a translation
process.

6. One should learn a language as a child does---
by imitation.

See answers on page 195
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COANITIVE STYLES

FIELD-DEPENDENT

PERCEPTION IS STRONGLY DOMINATED BY THE OVERALL ORGANIZATION
OF THE PREVAILING FIELD. THEIR GLOBAL QUALITY OF PERCEPTION
IS CHARACTERIZED BY A RELATIVE INABILITY TO PERCEIVE PARTS OF
A FIELD AS BEING DISCRETE UNITS.

FIELD-INDEPENDENT

PERCEPTION OF ITEMS AS MORE OR LE5S SEPARATE FROM THE SURROUNDING
FIELD, RATHER THAN FUSED WITH IT.

FIELD DEPENDENT INDEPENDENT

PERCEPTION IS NEITHER PREDOMINANTLY FIELD-DEPENDENT NOR FIELD- ~
INDEPENDENT.
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CURRICULUIf MATERIALS RESOQURCES
FOR BILINGUAL EDUCATION

The following is by no means a detailed listing of available
resources, but they can be considered key sources through which
may be obtained further information, listings, and contacts for
curriculum materials in bilingual education.

Title VII ESEA Network Agencies:

National Clearinghouse for Bilingual Educa.ion

1309 Wilson Boulevard (800) 336-4560 Toll free
Suite B2-11, (703) 522-0710

Rosslyn, Va. 22209

The Naticnal Clearinghouse provides information products which
can assist in tne education of minority culture and language groups.
It also has a computerized Data Bank which can search out and list
specific resource agencies, publications, research abstracts, etc.

National Materials Development Centers

This is a network of centers funded under Title VII serving
“he neeils of specific language groups in developing curriculum
materials. A complete listing of currently funded NMDC's can be
obtained by contacting your project officer or any Title VII Network
! Agency.

Evaluation,Dissemination and Assessment Center
Lesley College (617) 492-0505

49 Washington Avenue

Cambridge, Ma. 02140

One of many funded in each region in the U. S. Catalogs of
current publicatinns available for various language groups are
available on request. Referral to other sources to meet specific
neeas is also available. EDAC's are generally responsible for
pilot <esting of ne curriculum materials, their final publication,
and dissemination.

Other Agencies

Ethnic Heritage Studies Clearinghouse (303) 492-8154
855 Broadway
Boulder, Colorado 80302

Purpose: To identify, assemble, analyze, and catalog Title IX~
products and cthe.. ethnic studies materials, and to identify and inform
potential users of these materials.

Center for Applied Linguicstics

National Clearinghouse for Indo-Chinese
3520 Prospect Street (800)424-3750 Toll free

Washington, D.C.

Q This center has information on Hmong, Laotian, Vietrnamese
[JKU:‘ and Chinese language materials
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PUBLICATIONS DEALING WITEH SELECTION AND EVALUATIGN OF
BILINGUAL CURRICULUM MATERIALS

Bilingual Education Teacher Handbook: Strategies for
for the Design of Multicultural Curriculum.

EDAC, Lesley College
49 Washington Avenue
Cambridge, Ma 02215

Evaluating Bilingual Education Programs,

Bernard H. Cohen, Teaching Resources Corporation
50 Pond Park Road

Hingham, Ma. 02403

"Evaluating Curricular Materials" (Chapter 10)

A Guide to Culture in the Classroom,

Muriel Saville-Troike, National Clearinghouse for
Bilingual Education

1300 Wilson Boulevard, Suite B2-11

Rosslyn, Va. 22209

Instructional Materials Selection Guide,

Bilingual/Bicultural ESL. National Assessment and
Dissemination Center

5151 State University Drive

California State University

Los Angeles, Ca. 90032

Minorities in Textbooks: A Studv of their Treatment in
Social Studies Texts,

B. Kane, Quadrangle Books, Inc.
12 East Delaware Place
Chicago, Ill. 60611

This 1970 study illustrates how criteria such as
exclusion, validity, balance, realism, etc. can be applied
in evaluating materials for ~lassroom use with respect to
racial and/or cultural group treatm'nt.

Resources in Bilingual Education: Guide to Publishers and
Distributors Serving Minor’ty Languages,

National Clearinghouse for Biling.al Education
1500 Wilson Boulevard, Suite B2-11
Rosslyn. Va. 22209




Criteria for the Selection of Instructional Material

for the limited English Speaker

The material reflects the universality of human feelings and needs.

Vivid and realistic illustrations complement the content and are
appropriate to the reading level.

Stories are realistic, well written, and spark an interest in the
reader.

Reading level and interest level correspond.

Positive characters are presented with whom the specific language
minority child can identify,thus making him proud of who he is and
helping che Anglo child to understand and respect other cultures.

The text avoids any suggestion that the target culture has improved
because of ontact with the Nurth American Culture.

Language

Names and words written in a language other than English are spelled
correctly and used appropriately.

Colloquialisms and/or slang are used correctly within the context of
the dialogue and are appropriate for the person speaking.

Broken English is not used as a device to demean o. stereotype.

Authenticity

A story written in the native language is also native to the culture
and not a translation of an English story.

The text presents the language minority's heritage and history from
the parcvicular culture's point of view, not from the Anglo perspective.

The material does not focus upon what the target culture lacks without
discussing what it has.

In making comparisons between cultures, no one culture is considered
the "acceptible norm", implying the inferiority of another.

Political questions are nct orly evaluated from an Anglo establishment
viewpoint.

Progress is not only evaluated cn the basis of technological change.
(This tends to be our measure of the worth of other cultures),

Stories are relevant to the student's tradition with credible urban
or rural settings.
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Stereotypes

Illustration of face, figure or setting are not stereotyrical.
(Are the people shown to be"exotic" with"wonderfully strange"
customs?)

Clothes, appearance, speech, manners, action etc. do not lead
to generalizations. (Who in the story are the leaders?

Who are the followers? Who are the characters with ideas and
initiative?)

Ordinary language minority chara~cters are depicted as worthwhile
individuals,not as second class citizens.

Females piay significant roles other than the usual stereo.,_.cs.

Value judgements about women are not made solely in regard to
their prettiness, sweetness, attractiveness to males, and ability
to cook and produce babies.

Evaluative terms are not used to characterize the target cultures'
“ehavior or their land. (i.e. "backward" or "underdeveloped"
country, "primitive" behavior)
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LANGUAGE ASSESSMENT INSTRUMENTS

Language Proficiency

1. Michigan Oral Lanquage Productive Tests -~ Conceptual Oral Lan-
guage Test (COLT) /PK-1). The test is in English. Tt assesses the
pupil's ability tc¢ solve problems and to think in terms of basic
concepts in mathematics, sciences, and social studies. The student
responds non-verbally by explaining his answer in standard English.
The discrepancy between the non-verbal and verbal score indicates the
degree of the pupils handicap in oral production of standard English.
This instrument covers differentjiation, classification, seriation,
and analogies. Published by: American Council on the Teacbing
of Foreign Language Materials Center, 62 Fifth Ave., "lew York, N.Y.
10011.

2. oOral Language Evaluation (OLE) (K-1). This test measures
oral prciiciency in English and Spanish by using four pictures to
sclicit responses which are recorded according to the compiexity
of the structures. Puktlished by: D.A. Lewis Associates, Inc.
7801 014 Branch Ave. #201, Clinton, Maryland, 20735.

3. Bilingual Syntax Measure (BSM) (K-3). The test evaluates
grammar structures in English and Spanish. Oral in nature, it uses
illustrations that are within a child‘'s frame of reference. Emphasis
is on syntax,not on pronunciation or culturally biased vocabulary
items. It is suitable for placement as we.l as summative and formative
evaluation. Published by: The Psychological Corp., 757 Third Ave.,
New York, N.Y., 10017.

4. Language Assessment Scale (LAS) Level I (K-6). This test
measures oral proficiency in English and Spanish, phoneme production,
ability to distinguish minimal sound pairs, oral syntax comprehension,
vocabulary, oral production and ability to use language for pragmatic
ends.

LAS Level II (7-12). This test measures all of the skills included
in LAS Levcl I, with the addition of writing. Published by: Lingua-
metrics Group, P.0. Box 454, Corte Madera, California, 94925.

5. Shutt Primary Lanquage Indicator Test (SPLIT) (K-6). The
purpose of this test is to determine a student's primary operational
proficiency in English and Spanish. The content ccvers listening
comprehension, verbal fluency, reading comprehension, and grammar.
Published by: Webster/McGraw-Hill Co., 1221 Ave.of the Americas,
New York, N.Y., 10020.

6. Stanford Spanish/ English Oral Proficiency Test (1-8).
The purpose of tiis test 1s to measure bilingual proficiency in
Spanish and English. Two subtests cover vocabulary (by domain test)
and grammar (production test). Published by: Stanford Center for
Research and Development in Teaching, Stanford University, Stanford,
California, 94305.
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7. Language Assessment Battery (LAB) (K-12). The test is in

English and Spanish and identifies children who cannot participate
efgectiv:?y iﬁ English and determines if those children can better
participate in the learning process 1in Spanish. There are two
batteries, one in English and one in Spanish. They_coyer listening,
speaking, reading and writing ir. three levels of_dlfflculty.
Published by: Houghton Mifflin Co., 777 California Ave., Palo

Alto, California, 94394.

8. Spolsky Language Test/Dailey Language Facility Test (PK-Adult),
These are oral language tests which give a profile of the child's
ability to understand the English or Spanish language when spoken,
plus his ability to respond and converse in the English or Spanish
language. As a result of these tests, a student is classified as
either proficient in the English language, or of limited English
proficiency. The Spolsky is used for initial identification, and
the Dailey Language Facility Test is used for evaluating the student's
progress 1in developing English language proficiency. Published by:
Arlington Corp., 801 N. Pitt Street, #701, Alexandria, Va. 22314.

9. Ilvin Oral Interyiew Test (IOI) (Secondary and Adult). This

test evaluates English comprehension and oral production only. It
identifies those students whe can answer questions with correct
content or information but who use incorrect structure. It is
correlated with STEL. Published by- Newbury House Publishers, Inc.,
68 Middle Rd., Rowley, Ma. 01969.

. 10. Comprehensive English Lanquage Test for Speakers_of English
as a Second Lanquage (CELT 9-~16,Adults). This test measures
English language ability in non-native speakers. It is useful as a
placement test in ESL programs and can be used as a measure of
course achicvement covering listening, structure and vocabularv

skills. Published by: Webster/McGraw-Hill Co. (sec. #5).

11. Structure Tests: English Lanquage (STEL) (9-12,Adulys). This
test can be used with the IQI to determine Eaglish competencies both
orally and in structure. tructure is evaluated by multiple choice
items and scored with a key. Published by: Newbury House Publishers,
Inc., 68 Middle Rd., Rowley, Ma. 01969.

12. Basic Inventory of Natural Language (BINL) (K-Adults). This
test assesses natural language speech production in one or more lan-
guages. Scales include: 1) aveiage sentence length, 2) average
level of complexity, and 3) fluency (total number of words).
Published by:CHECpoint systems, 1558 N.Waterman Ave., Suite C, San
Bernardino, Ca., 92494.

13. Bilingual Vocational Oral Proficiency Test (BVOPT) (Aduits).
This is a test of Englis anguage proficiency which measures lis-
tening and speaking skills used in bilingual vocational training.
It is innovative in that it includes four entirely different types
of test questions: 1) Question/Answer, 2) Open-ended Interview,
3) Elicited Imitation, 4) Imperatives. Published by: Melton
Peninsula Inc., 111 Leslie Street, Dallas, Texa:, 75207.
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LANGUAGE ASSESSMENT INSTRUMENTS

Language Dominance

1. Crane Oral Dominance Test (PK-3). This test can be adminis-
tered in English, Portuguese, Italian, or Spanish. It dntermines
the language in which the pupil thinks (internal language) by exam-
ining remembered word pair sets in Spanish and English. These
analyses are taken as measures of language dominance, bilingualism,
or the need for training to function in either language. The
student is given sets of four words alternating in Spanish and
English and the student is asked to recall as many of the words
as possible. Published by: Crane Publishing Co., 1301 Hamilton
Ave., Trenton, New Jersey, 08629

2, James Language Dominance Test (K-1). This test in Spanish
and English aszesses the language dominance of kindergarten and
first grade Mexican-American children. Fcrty visual stimuli are
designed to yield a measure of the child's language dominance or
bilingualism in production and comprehension. The test also incor-
porates a mechanism that allows for dialectical and phonological
variations. Published:by Learning Concepts, 2501 N. Lamar Blvud.,
Austin, Texas, 78705

3. Spanisn/English Dominance Assessment Test by Bernard

Spolsky (1-2 grades). This test classifies the dominant language
by combining a series of questions about the child's language
experience with word availability questions and a taped 3-minute
sample of the child's speech in each language. Published by:

ETS Test Collection, 1947 Center St., Berkel2y, California, 94704.

4, Short Test of Lingaistic Skills (STLS) (2-8 grades)
Parallel forms of this test are available in English, Arabic,
Chinese, Greek, Italian, Japanese, Korean, Filipino, Polish, Spanish
and Vietnamese. It tests competence in the four linguistic areas:
listening, speaking, reading and writing, indicates competen.c in
English, as well as in the child's native language, and Az>termines
which is the dominant language of the two. Published by: Board
of Education Multilingual Uanit, Dep* of Research and Evaluation,
2021 N. Burling St., Chicago, Illinois, 60614.

5. Dcs Amigos (ages 5-14). Ti'is test evaluates language
dominance in hoth 2Znglish ana Spanish. Administered individually
and orally, t..e examiner must be bilingual. The test is comprised
of two lists: one or 85 English stimulus words and their opposites
and a rimilar one of 85 Spanish stimulus .ords and their opposites
ar anged in ascending order of difficulty. Published by: Academic
Therapy P+klications, 1539 Fourth St. P.0O. Box 899, San Rafael,
Californ.c., 949G1.
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READINESS AND ACHIEVEMENT TESTS

1. Metropolitan Readiness Test (K-1). This test in Eanglish
evaluates the development of cognitive skills which are important
in early reading and mathematics learning. It comprises two levels.
Level I countains auditory memory, rhyming,.letter recognition,
visual mat tiing, school language and listening, and quantitative
listening. Level II contains beginning consonants, sound letter
correspondence, visual matching, finding patterns, school language,
listening, quantitative concepts and quantitative™ operations and
copying. Published by: The Psychological Corporation, 757 Third
Ave., New York, N.Y., 10017.

2. Stanford Early Achievement Test (SESAT) (K.1-1.8). This
test can be administered in English, Spanish or Navajo. It measures
the students' understanding of reading and wathematics. There are
two levels to this test. Level I consists of four subtests: the
environment, mathematics, letters and sounds, and oral comprehension.
Level II includes the four subtests from Level I and adds word read-
ing, and senterice reading. There are Chicano and Puerto Rican
versions available. Published by: The Psychological Corporation,
757 Third Ave., New York, N.Y., 10017.

3. Spanish Curricula Development Center (SCDC) Criterion-
Referenced Achievement Tests (1-4). This 1S a series of unit
achieverent tests Lor each of Dade County Public Schools' five
curriculum areas in Spanish-English bilingual programs: English
and Spanish language arts vernacular, science/math, social science
fine arts, and Spanish as a second language. Published by: Dade
County Public Schools, 7100 N.W. 17th Ave., Miami, Florida 33147.

4, California Achievement Tests, 1970 Ed. (CAT-70) (26). This
instrument measures achievement 1n mathematics reading and language
and provides ar analysis of a child's learning difficulties. A
Spanish version is available. Published by CTB/McGraw-Hill, Del
Mcnte Research Park, Monterey, California, 93940.

5. Comprehensive Test of Basic Skills (K-12). This test can
be given 1In English or Spanish. The test measures achievement in
mathematics and language and provides an analysis of a child's
learning difficulties. The test consists of 3 sections: Reading,
Axrithmetic, and Language. It assesses reading vocabulary reading
cosorehension, arithmetic reasoning, arithmetic fundamentals, and
mechanics of English and speliing. Published by: CTB/McGraw-Hill,
Del Monte Research Park, Monterey, California, 93940.




ASSESSMENT RESOQURCES

Assessment Irstruments in Bilingual rducation: A Descriptive
Catalog?_o.f 342 Oral and Written Tests.

Cente* fo. Bilingual Education, Northwest Regional Educational
Laboratory.

National Dissemination ani Assessment Center. California
State University, Los Angeles, 515) State Uriversity Drive,
L.os Angeles, C.A. 90032

The EDAC Test Collection Catalogu: A Desc -iption of 1 _ ‘:s
for Use in Bilingual Edvcatio. I cogriiz, by Lynn Wolfsfeld.
Lesley Cn.sege EDAC, 49 washingcon Avenue, Cambridge, Mass.
021490 (67 7-492-0505)

If you need further information on other language tests
call or write Gabriel Valdes, John Kands -akis, or Cathaleen
Brawer at the Department of Education, Knott Bldg.,
Tallahassee, Florida 32301 (904-487-1636)

AIDS (Alternative In Data Services)

Director cf Research Development and Evaluatisn Intercultuval
Development Re cavch Association 2835 Callaghan, Suite 350
San Antonio, Texas 78228 (512-684-8180)

Provides computerized scoring of Language Assessment Scales
(LAS) test.
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Criteria for "electing language Proficiency Assessment Instruments

12.

for the Limited English Speaking Students

The instrument is shert and requires little ability to follow directions.

The instrument can be administered by the teacher or aide rather than
by @ stranger in the classroam.

The results are immediately usable by the teacher in evaluating
the children's progress and in making appropriate adjustments in
grouping.

e responses contain additional data for more detailed linguistic
analysic at a later time.

decly, the test should also be standardized and vsed with other
groups of children for cawarative data,

Speech samples are taped so the teacher can record the errors quickly,
and so that the recording can be campared with child's p.onunciation
at the end of thz year.

The instrument measures both recogmition and production of the sound
system in both languages.

"he instrument measnres acquisition of cammon grammatical elements
in both languages. :

The instrument meascres a representative lexicon in both languages.
The instrument measures not only language skills the student has ot
mastered but also assesses what the student can do in the language, and
his camand of cammunicative functions.

The test takes into account the sociolinquistic makeup of the hame:
what lanquages are spoken there, for what purr se, by wham, and what
attitudes are expressed tw~rd each langiage .xd their speakirs.
Place of origin of the parents is also taken into consideraticn as
well as the nuwber of years the family has been in the United States
ard their socioceconamic status.

The test should not be administered during the child. .irst week
cf scheol.
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Myths and Facts

about
Bilingual Education
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Bifingual education
A better way of learning English

goes, it retards the process of

Grode Lavet " FIG.1
704 Second Trweg Fourth Fith Suth A
< a8  comparison
: . . 3.09 . of the
) b’ Dr. Tran Trong Hai g . s | achievoments
‘ - of students
One of the frequent bjec- g 491 2 taught in
tions to bilingual education is & 304 10 = TESL only
that while the non-English speak- } 2 with the
ing child needs all the time he 3 *°] .. m achievement -
has in sciicol to learn English § 4o, of students
fluently, bilingual educatior _I_I_ taughtin the
takes away at least half of the * Bilingual
precious time needed for English I scnemomer o Stvsots i 1252 £1ph0n Oty Proram Progrim in
instruction. Thus, the objection Bl Acneemen o Sidoms m e sunget rogram English’

leaning English and as a t FIG.2
the child is still behind in bot, Acomparison ,% 70 Grade2 | Graded
academlc and English abilities. of Rock Point & ;0.
studeni % 50

This objection proves to be an :c,.z:":,:m”! 3 <o
unfounded miscenception about hiev ¢ g ¢
bilingual education. Advocates d6"evemen $ 3.0+ e 23
for biiingual education have con- of students % wod 28 o | %
misconcepﬁon. Their argumants school in S 1.0+ § §
are based on what we know about gnggjm -(; - ;..,:4

cogniti 3 eadin ‘ontrol Schools
\t:fopmentn:fe ma:\dd&féect e de- ¢ %/ Rock Point SOURCE: TESOL Quarterly

However, the most eloquent
_evidence against the above
objection is found in the report
of the results of the Rock Point
Bilingual program. Lilian Vorih
and Paul Rosier (TESOL Quar-
terly 12.3 (Sept. 1978): 263-269)
report that at Rock Point Com-
munity School in Nev' Mexico,
students in the bilingual program
achieved a much higher level in
English reading than those
attending "monclingual English
programs with established TESL
cur.icula.”

A Comparison of Rock Point
student totz2i reading achieve-
ment with that of students at
Dureau of Indian Affairs control
schools are shown in Figures 1

1., BEST COPY

The difference between the

achievement of the two groups -

of students s negligible at
second, third and fourth grades.
In other words, one canrot draw
any dJecisive conclusion on the
advantages of bilingual education
by comparing student achieve-
ments at the early grades.

Budingual programr have 2
long-term effect on student
achievement, and it
apparent until the fifth and sixth
gradas as the above tables show.
At these grades the Roci Point
children scored at leat 1.6
grade-level-equivalent years
higher. These results show that
bilingual education can form a
tirm foundation during the siu-
dent's formative years. On suzh
a firm foundation of cognitive

is not

and affective developmeat, the
student can and will flourish and
achieve better. This fact also
serves to refuts the establish-
ment of bilingual education for
only from kindergarten to third
grade.

With this evidence .com Rk
Point, opponents to biling al
education ought to revise the:
position. It should aiso rewive
and strengthen faith in bilingt—:
education. For those oi v -
whose children are in bilingual
programs, it is reussuring ths:
not only has the right thing heen
done for the children, bLut they
hiave also been given quality edu-
cation.

Dr. Hai is education specia-
list for the Lau Centar.

IORA Newsletter, November 1978
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MYTHS AND FACTS ABOUT BILINGUAL EDUCATION

MYTH

FACT c’

I. By promoting separatism, bilingual

education will destroy the fabric
of American society.

There is no evidence or documentation
in svpport of this statement.
Countries all over the world rich in
cultural resources have understood thre
mark of a truly educated individual to
be one who can communicate beyond
linguistic and cultural k-rriers.
Bilingual education promotes th's type
of communication.

II.Children do not learn English in

pilingual education programs.

A monograph by Rudolph Troike summarizes
the results of research on U.S. bilingua
programs during the first ten years of
bilingual education. The findings

si,ow that bilingual education works
significantly bhetter than monolingual
programs for limited and non-English
speaking students in the acquisition

of the English language. Vorih & Rossie
('78), studied the Rockpoint bilingual
program in New Mexico and found that
students in bilingual programs achieved
a much higher level in English reading
than th.se in monolingual English pro-
grams. Numerous studies: Gaarder ('65);
Legarreta ('79) and Rossier & Farella
('76' among others show the same trend.

II.ESL appreaches lead to more rapid

English acquisition than does
hilingual education.

Increased knowledge in one's national
language forms a cognitive base that
facilitates rather than retards second
language acquisition. Studies Ly
Modiano ('68,'74), Pearl & Lambert('71),
Skutnabb-Kansas ('77) and Fisher & '
Cabello ('78) support the above state-
ment. (transference of learning).

Since irmigrants previously lad to
learn English in order to be
assimilated into American society,
L.E.P. children today shculd be
taught exclusively in Engiish.
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The pattern of the past in most American
public schools was to treat all children
equally regardless of their ethnic

origins forcing them to conform at the
expense of their individual needs.

182




MYTH _

FACT

IV. (Con't)

Ethnicity was largely ignored in the
construction of school programs and
curricula. The needs for and purpose
of education of previous immigrants
shculd not be equated with those of
Tecent immigrant arrivals. A particular
goal of public schools today for the
limited and non-E.iglish speaker is to
develor a more effective and "humane"
one-way bridje to English. If we do
not expect the Anglo child to enter
the scnnol institution and k2gin his
process of learning in material that
i3 outside his listening and speaking
vozabulary, then we should not expect
this of the non-English speaker.
Eleanor W. Thonis, an expert in the
field of bilingual education,states
that "the best predictor of success
in a second language is success in_
the first language”.

7

V. 'Bilingual education programs serve
‘and are supported only by Hispanics.

- ————

|
VI.Bilingual education is
eruyram fo. minorities.

an employment

Bilingual education is supported by all
who believe in a wholistic and humanis-
tic approach *to learning, and by those
who agree with the report of the
President's Cormission on Foreign
Languages wh'.ch disclosed the "scanda-
lous incompetence” in foreig= languages
in the U.S. Besides Hispani.s, bilingual
education serves varicus language minority
groups such as Haitians, Vietnamese,
French, German and Korean

Greeksf_Arabic,w

Bilingual education does not seek to
replace Angle teachers,; rather train
them in the techniques of meeting the
needs of L.E.P. sfudents,thereby
clarifying the amerging role of teachers
of multicuitural eduraticn. Acdditionally,
bilingunal education increases parental
involvement by their employment in our
school systems. Anc lastly, the
economic sector of our economy will be
enhanced if L.E.P. students are trained
to be qualified in cur occupational

|
|

!
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institutions.
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__ MYTH CACT

. 1
VII. L.%.P. students are never mainstreamed| In most instances throughout the natijn,

from bilingual programs, and generally in Florida, due to the
specificity of the curriculum content
matter in the secondary schools quali
fied bilirgual teachers are harder to
find. Therefore, Bilingual Curriculu
Content and Transitional Bilingual
Basic Skills are usually only offered
until the sixth or ninth grade. Conse-
quently, a secondary student will

) receive intensive ESL only until main-
streamed into the regular program.

The Bilingual Education Act of 1968
was enacted as part of the Elementary
and Secondary Education Act of 1967.
The purpose of the Act was to provide
for equal educational opportunity for
children with limited English speaking
ability, not preferenti~l treatment
of minorities.,

VIII. As a result of the Civil Rights
Movement, bilingual education
programs were developed to appease
minorities.

IX Bilingual education causes segre- Even in the case where limited Engllsh
gation of minority students. proficiency students are enrolled in
programs of intensive English as a
Second Language or Transitional
Bilingual Basic Skills, it is required
by law that - -y be integrated, at
least for par. of the day, with the
non-minority schnol population in such
subjects as Art, Physical Education
and Music. ;
|

Bilingual teachers (not inclusive of
bilirngual aids and para-prn.iessicnals).
must be fully rnextified for *he assigge(
grade level c. subjzct area. Therefore,
the teacher of olJlngual/blﬂultural
education has the same quality academic
preparaticr as any other t.acher of sub-
jects at comparaple levels.Colleges and
Universities throughout the U.S. are now
expanding piliinyual preoyrams to a gra-
duate level irn tlreir preparation of
teacnezs. A goal of the teacher trainyng
nrograms at the aighexr institutions is
<0 improve the prospectlve bilingual

tec thers’ profjclency in listening,
speaking, reading and writing in both
English §I¢~&he target language.

X. Bilingual teachers are not profi-
cient in English.
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MYTH

FACT

. There is ro research which proves
that bilingual education works.

p

A multitude of studies have been con-
ducted concerning the effectiveness of
bilingual education. 7The resuits of
the majority of these studies have
shown that bilingual education does in
fact facilitate learning. Obviously,
further and longitudinal research needs
to be undertaken in order to b-~tter
document the findings. Current studies
specifically in the field of bilingual
education are found in such professional
publications as National Clearinghouse

for Bilinqual Eduuatlonz Intercultural
Development Research Association;

American Council on the Teaching of
Foreign lLanquages; ‘the Journal cfthe
National Association for Bilinqual
Education, and E.R.I. C., to mention just
a few.

[. Parents du not want tneir chiidren
in bilingual education progiams.

159

The Supreme Court case of Lau vs. Nichols
clearly demonstrates that 1t was the
concern of a group of parents seeking
equality in education for their children
that revolutionized the field of
bilingual education in our school
instituticns.

Since Lau, the introduction ané strength-
cn.ng of bilingual education programs

in school districts unc r court juris-
diction has continued uue to the
perseverance cf parents who pursue
bilingual education programs for their
children.
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School and
Communrnity Relations
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Mrs. Chung is a recent immigrant from Taiwan. She and her two children
have just joined her husband who has b.en living in the U.S. for about
a year. The family speaks no English. John, the seven-year-old, is
starting in a special first grade class in public school. Ginny, the
three-year-old, is enrolled in the child care center while Mrs. Chung
works part-time in a "sewing factory" where many women like herself
stitch dresses and other wearing apparel for local fashion designers.
Her pay is relatively low with no fringe benefits,but she considers
herself fortunate to have employment at all since she cannot speak
English. Without knowing any more than this about Mrs. Chung, jot
down some of the concerns you think she might have. What does she
want for her children? What Goes she want or expect from the schools?

How do you think Mrs. Chung will answer these questions:

SAMPLE QUESTIONNAIRE

Mother Facher (circle one) Name of child:
Place of birth: Sex:
How Long in U.S.: Age:

- 1. When your child grows up, what kind or adult do you want him or
her to be? Living where? What kind of friends? Speakiny mostly
Chinese or English? Mairied to a Chinese?

2. What do you think we s:.ould ke teaching your child in school?

3. Whet are *he most important thincs we can teach your child
that you can't?

4. What things do you teach your child at home that you want us
to reinforce?

5. what values du you want your child to retain, even if they
are different Zrom those of the American culture?

BEST COPY
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Mrs. Chung's ar-.cars:

1. When Ginny grows up 1 definitely want her to go %o college.
1t would be very good 4if she would be a doctor on a highly
paid professional. 1 would Like hen to stay in Chinatown
20 be nean me 50 she can help me translate. Hex friends
can be of any nrace but they should all be of the best
moral upbringing. She should speak both Chinese and
English §Luently and definitely marny a Chinese. Othen-
wise, T would not be able to converse w'th my son-in-Law.
Besdides, 1 do not approve of intearacial marniages.

2. 0Ddiscipline should be taught in the schools. ALso, teac”
her to be nespectful. Hen brothen attended schools 4in
Hong Knog and he has Learned %o be nespectful. ALso, 1
zanf Ginny 2o Leann how %o sew. CLothes ane too expensive

0 buy.

3. 1 Lack the shilL to teach Ginny how to nead and write 4in
English. 1t 44 very important that you teach hen English,
but it is equally 4imporntant that you help her Learn mone
about the Chinese culturez and Language. 1 do not want
hen to give up hen henitage. 1 wint hea to undenstand
and Love hen own cultunre.

4. 1 thy to teach hen to be polite. She also must Learn
thene 48 a time and place for everything. My husband
and 1 both have to work Long houns and we need the children
to help clean up and do things around Lthe house. Good
manners are imporiant.

5. The Chinese culture, 04§ counse. We want oun childrer 2o
show nespect forn thein family and always to Love and supnort
Lhein family. We don't want them to be disnrespectful or
dishorest. We want them to value education, zo celebrate
Chinese holidays, to speak the Language, and to be proud
0§ thein ethnic henitage. They ohould retain the vintue of
patience. We ane not used to Amenican vafues, but some-
times Amerndicanized children seem to have too much freedom.
When th « gnow up, Amerdicanrns Leave thein parents, and Znis
48 not good. Howeven, Amenican children are venry strong

. and they ane independent in thinking and doing what they
want. They are not intimidated easily. There 48 much we
can Learn to value from Amendican socdiety, but 1 feel 4t 48
Ampontant to teach my chilfdren the traditional viitues of
the Chivese-Loyalty, §ilial piety, honesty. Love, brothenr-
hood, and peace.

BEST COPY
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l.
2.
3.

SCHOOL L__..) 4  —— HOME

v\

Values do not coincide
CONFLICT

English is spoken l. Native language

Low expectation of teacher 2. High expretation
of pareits

Certain b=shavior accepted 3. Other behavior accepted

COOPERATIVE MCDEL

{% SCHOOL /’\/\_ HOME ¥
L

The child ceases to be at the center of conflicting forces.

The school accepts children as they are, with their own traits,
their formative experiences, and their culture. The school
works with the child not as part of an isolated entity but as
a sociological unit.

1. Cultural! differences are accepted.

2. The school and home work cooperatively.

3. When students come to school and they know they will be
acctepted, they will be at'e to consider tnemselves valuuble
human beings which is the first step :oward fruitful
educational formation.

4, Self-assured about themselves, they will be able to accept
tne cultures of others and to absorb, of their own volition,
what other cultures can offer.

BEST COPY
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SAMPLE QUESTIONNAIRE
FOR VIETNAMESE PARENTS

l. I would like my child to learn more
Vietnamese - English Vietr.amese culture

2. I would like my child to be aware of the values of good and bad,
feelings of happy and unhappy things.

Yes no

3. I wculd like my child to know how to treat others:

to coorerate to share to love to heio

4. I feel that the following qualities are important for the growth
of my child:

creativity adaptability imagination
spontaneity ________independence respect
observation-perceptiveness sense of responsikility
filial piety honesty morality

5. I would like my child to learn how to:

fight for himself /herself defend himself / herself

6. I want my child to be aware of the surroundings -i.e.,neighborhood
° through field trips.

Yes no

150
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10,

11,

12,

13,

SAMPLE QUESTIONNAIRE
(con't)

I warnt my child to take field trips ‘o places of nature in orzder
to have a better understanding of our natural environment.

yes no

I want my child to participate in the following activities reg. ‘'less
of lack of personal interest:

cooking music reading
drawing exercise games
science math creative mcvement

I would like my chiid to call the teacher by his or her
first name, last néme. ither.
I would like my child to try finger painting and other messy art
activities even if it means getting dirty.

yes no
I would like m, child to learn to express himself or hersel. freely
and openly even if this is very different from the Vietnamese way.

yes no

I would like to be trained in the classroom as a volunteer or a
substitute.

A M. P.M., _ Full Day
I would like to hoid our monthly parent meetings in

a small group. a large grocup, alternately

—————
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MAU PHONG VAN

PHU_HUYNH HOC SINH
. L4

1. T64 mufn con t31 hoc thém
tidng Vit tiéng Ann vin ha Vit Nem

/ AN

2, T34 mudh con t41 hidu thau dude thé ndo Y& tot vi xiu ve nhing cém
txﬁng trong viéc vui budn,

Co Xhéng

3, T61 muén con téi bist cach déi xu v4i ke khéc:

Cong tac Chia xe “nidng yéu Gidp 4d

e T nghi ring cac duc tinh sau diy 1d quan trong cho nf tx'ddng
thanh cua con téi: -

Sdng tao Thich nghi TV tudng

T¥ nhién v lap Kinh trong
Nhin xét thiu ddo Y tie trdch nhiém
____ Hiéu thdo Thit tha Pao awc

5, 751 mudh con téi hoc tap dé bists

T tranh ddu cho chinh minh Tv bdo vé liy minh

6, Tdin a_con téi nhin thtic dusc nhung k¢ wung quanh - tuc 14, ban bé
trong nhung cuéc du khdo.

co Khong

BEST COPY .
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7.

8.

9

10,

1.

12,

13.

MAU PHONG VAN
tiép theo

Toi lnéi\ con toi &i du khao cic ndi ngoai troi 3 thau triét hén nhvng
cank vat thién nhien,
7/

Co Khong

‘l‘oi lmén con téi tham gla cdc hoat aong sau ddy du khong hop véi 3
thich cd nhan:

Gia chank An nhac -Doc sach
Hoc ve Thé thao  _____ Thé duc
Kkoa hoc Toan Ding tic sang tao

761 muth con 61 thea tribh vél thiy giso bang

Tén Ho Ca hai

161 mwin con toi n bang ngon tay hoac nh\mg dong tac ngho thut-
tap nhap uc du co theé dd day.

4

Co Khong

T61 thich con toi hoe ae phat bin t¥ do va cdi mo tw tuong mink nac du
d6 rat khac biet voi bin tinh ngudi Viet Nam,

Ld

co Khong

161 nén dude hu.n lmn trong ldp hoc nh¥ 1a mot tinh ngmn vien
hoac mot phu khuyet,

” AN ' -

Sang Chieu Ca ngay

®oi mwon hing thing hoi hop vil cac phw buynh trong

Nhom nho Nhéa 16n luén phién

194 4d09 LSHY
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QUESTIONNAIRE FOR HISPANIC PARENTS

Please number the following items according to your order of preference;
for instance,#l for the item you like best and # 5 for the item you
like least. |

a.

b.

Language class (Cla. <~ = will be provided for small groups of
parents ‘nterested i versationral English ).

Cooking, nutrition, and health classes.

Lending library of books, games, and bilingual materials to
parernts,

Training program for parents interested in volunteering and subs-
tituting in the classroom or teaching their children at home.

School newsletter (This letter will enable board, barents and
staff to communicate about child care news, children's progress,
legislation, etc.)

American culture/Hispanic culture (Class will be provided for
parents interested in learning about the customs and ways of
ancther culture).

Field trips (Going to different places in the city with the
children). '

Handicrafts.

More frequent parent meetings with teachers, either in small
groups or individially. There may be specialized learaing
grour;s such as single parents, English classes, chilc ‘ealth
claceses, nutrition and child development classes, etc.)




SPANISH

CUESTIONARIO PARA LOS PADRES HISPANOS

Clasifique cada punto dandole un valor del 1 al 9 en orden de
importancia.

-
Clases de ingles para los padres interesados en
- . .
mejorar el nivel de conversacion.

3 3 3 ’
Clases de cocina, nutricion y salud para los padres.

Préstamo de libros, jvegos y materiales bilindﬁes a
los padres.

Programas de entrenamiento para los_padres interesados
en ayudar en las clases o a los ninos en casa.

Puolicaciones en las cuales los padres y maestros
puedan comunicarse sobre el progreso de los ninos,
nuevas legislaciones, actividades sobre la comunidad,
etcc.

Clases sobre cultura Norte Americana e Hispana.

Excursiones para los ninos a varias atracciones de
la cjudad en compania de los padres.

Clases de artesania.
Reuniones mas frequentes de padres y maestros en
grupos pequenos o individuales donde se traten temas

como la salud y desarollo de los ninos, la nutr1c1on,
la educac1on, etc.
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FRENCH

QUESTIONNAIRE POUR LES PARENTS

Evaluez les points suivants selon un ordre de préfeérence

allant de 1 a 9.

Appliquer le numero 1 pour les points de

grande importance et le numero 9 pour les points de moindre

importance:

a.

Exercices en conversations anglaises
Cours de cuisine, nutrition et hygiéne
Prét de livres, jeux et matériels bilingues

Programme pour apprendre aux parents intérésses
comment devenir volontaires, ou comment remplacer
les professeurs dans les salles de classe, ou
comment enseigner leurs enfants 3 la maison.

Une brochure pour informer les parents sur les -
activites scolaires de Jeurs enfants

Culture Haitiano-Americaine (des_plasses seront
tenues pour les parents intérésses aux coutumes
d'une autre culture)

Excursions (acccmpagner vos enfants 3 des excurs.ons)
Classes artisanales

Reéunions entre parents et professeurs, soit en petits
groupes ou individuellement.

195,
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YESIO E POU PAREN

Sllvouple mete yon numero devan chak pasaj de 1 2 9 daprg
sa ou p1 pito-a. Numéro 1 pa ekzamp se¢f pou pasaj ou pi rin-
min €pi num€Tro 9 pou sa ou pi pa rinmin.

Klas \pou aprann kouman pou ou minnin oukonvesas:on
Angle

Klas pou aprann ’balanse kll manj¢ ki plbon pou santé-ou.
Kou sou kuizin e sou sante

Empruntaj liv, jouet, e’ matériel biling (krebl-Angld)
Program pou aprann paran-yo kouman pou bay t&t yo kom
volonté, pou aé profese pitit-ou. Oubyin kou pou &aé

ti moun yo avek devoua-yo lakay.

Jouq;l nan,lékol-yo pou ba-ou nouvél sou tou sa kap
pase nan lekol-la

Kultu Amerlkln/kultu ocyl-ou. (yap fe klas pou paran
ki vleaprann sou més lot moun

Akompayé ti moun-ou-yo nar program promnad
Klas atizanal

. ] 7.\ ’
Rankqpt pi souvan ant paran e profese pou pale sou
sante, nutrision e devlopman ti-moun.
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MEETING

Please fill out this questicnnaire

PROGRAM EVALUATION

DATE

by answering the following:

Thank You
Very
l. The program Bad | Fair Good | Good Excellent
A. Content
B. Presentation
C. Usefulness

D. Materials

E.

Place

-~

.

Total Evaluation

2. Ideas for improving the programs.

3. Would you be interested in participating in other similar programs?

Thank you for attending and for £filling out this form.
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SPANISH

/
EVALUACION DEL PROGRAMA

. . ./ . .
Por favor, llene este questionario dando contestacion a las siguientes

preguntas.
Gracias
Muy
l. El programa Malo Regular Bueno Bueno | Excelente

A. Contenido

./
B. Presentacion

C. Utilidad

D. Materiales |

E. Lugar

/
REUNION FECHA

|
|
|
F. Evaluacién total i

2. Ideas para mejorar los programas.

Vd
3. JEsta ud. interesado en participar en otro programa similar?

7/
Gracias por haber asis*ido y haber llenado la aplicacion,

199
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REUNION

FRENCH

EVALUATION DU PROGRAMME

DATE

Nous vous demandons de® »ien vouloir remplir ce guestionnaire en
’ 1 .
rerondant aux questions suivantes:

l. Le

A.

programme

Contenu

Merci

Nul | passable | Bien | Trés Bien | Excellent

B.

Presentation,

C.

’
Utilite

D.

Materiels

E.

Endroit

F. Evaluation totale

2. Idées pour améliorer les programmes.

-

N rd - . . \ . .
Etes wous intéréssés a narticirer a de programmes pareils?

. A . ° .
Nous vous remercions d'etre venus et d'avoir remnli cette forme.

5
& ()
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EVALUASION POU PROGRAM-LA

4
REUNION DAT

CREQOLE

/’ . . Ly
Repon-n l 2sion sa-yo sil vou ple.

Mesi

1. Program-la Mal Pasabh Byin | Trabvin

A. Kontenu

’
Ekselen

’ .
B. Prezentasion

C. Utilite

7 .,
D. Materiel

E. Emplasmen

. Evaluasion total

2. Ide’ pa-ou pou ame'liore' program yo.

I'4
3. Eske ou ta rinmin patisipe nan lot program konsa.

4 .
Ncu remesie-ou paske ou rempli fom-sa.

201
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Foreign Language
Courtesy Phrases

202
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SPANISE LANGUAGE SURVIVAL KIT

Please, hov do you say in Spanish?. . . . . . . .. ,‘:Por faver, oo se dice
en Enpanol?

I'm sorry,I don't understand . . . . . . e e e e e e Lo siento, no comprendo.
Lo siento, no entiendo.

Please speak SIowly « . . v ¢ v ¢ 4 ¢ v v o o o o o o o Por favor, hable despacio.

Please repeat . . . . . « ¢ o e s s e s e e e« o .« Por favor, repite.

Bienvenido, Bienvenida
mlm e & o o o & o © & o o o o o o e o o o o o o @ Bienm&s, Bienvmidas

I'MmSOETY « « & ¢ ¢ & 4 v v ¢ v v e o v s s o o « o « «. LO giento.

’
Forgive me (EXCUSE MB) . .+ v v & v v o v v o v o & . . . Perdpeme; Excuseme. Disculpeme.
. Djispenseme.
How do you spell that word? . . . . . . . «« -« ...0Ca0 se escribe esa palabra?

Thank you, you'rewelcaom® .« « . . « « « « « « « . . . . UGracias, de nada.

Iwant tointroduce you 0 . . . . ¢ v ¢ v v 4 0 . 2 .. Quiero presentariea . . .

Gladtomeetyou . . . . . . . ¢ ¢ v v v v v v .. . Mucho gusto.

The pleasure ismine . . . . . . . . . Elgustoesnufo.

Delighted tomeet you . . . . . . . . . .. «+« .+ «.. Encantado (a) de conocerlo (a)

We enjoyed your Visit . . . . . ¢ 4 4 4 4 4 e .. © + Nos 'c&rplacio’su visita.

I'mlost . . . .. . . v i v v v i v v e e e e Estoy perdido (a).

One moment, please, I'll get an interpreter . . . . . . . Un mcmento, por favor, voy a
llamar a un intérprete.

I'msohappy you'rehere . . . . . ¢ v ¢« ¢ v ¢ ¢+ o . . Me a}legra mucho que Ud. este

You have thewrong number . . . . . . . . . ¢ v ¢ o« + . Esta’ equivocado (a).

Please helpme . . . . ¢ v v v v v 0 v v v 0 o o v o . Por favor, aytfdeme

Myname is . . . . . . . 6 s e 4 e s s s e e s s e« . « Mellao . . .
Mi nombre es . . .

Good morning, aftermoon, evening . . . . . . . . . .. . .Buenos afas, buenas tardes,
buenas noches.

Goodlye, "see you SoON". + ¢ . v v 4 v 4 e e e s e e e . Adids, Hasta luego (hasta pronto).
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Please, how a0 you say in
I'm sorry, T don't understand-----
Please speak slowly--—--m===c—e---

Please repeat -

Welcome _— ———

1'm sorry ~~---
Forgive me (excuse me) ——emmemeuao
How do you spell that ward? ——ee--
Thank you, you're welcame

I want to introduce you to ——-—--
Giad to meet you ==-ce ccmmmom e
The pleasure is mine —=—cecamacaa-
Delighted to meet you —=—eeceaea_-
We enjoyed your visit —~eeece—emao
I'm 105t ==——mmmmmmm el

One moment, p’ease, I 11 get an
interpreter -- --

I'm so happy you're here——mmeeeoae

You have che ¥vrong number —eeem—-.

Please help rme -- - -

My name is --- -

Good maning, afternoon, evening

Gocdbye,"see you soon"

‘ ',\1
H
2‘/

FRENCH AND CREOLE SURVIVAL KIT

French
§'il vous plait, Comment dit-on en

Je regrette, Je ne ccmprends pes ——--em---
8'il vous plait, pariez lentement —————e——

S5'il vous.platt, rép"ztez ———— e —— e

Bienvenu(e) --

Je regrette

Excusez-moi

Corment &p€lez vous ce mot?

Merei,vous &tes bienvenu(e) ——eemmemeeeoo

Je veux vous presenter a

Content (e) de vous rencontrer —eeeeee—e
Tout le plaisir est pour moi---eewecouceaoo
Trés heureux(euse) de vous rencontrer —---

Nous apprécions votre visite -—

Je suis perdu -

Un moment sil vous platt, je vais
chercher un(e) interprete ---

Je suis trés content(e) que vous soyez ici

Vous avez un feux numéro

S'il vous plait, e’dez-moi -—

Je m'appelle —

Bonjour, Bon Aprés midi, Bon S0ir —e—e—e-e

Au revoir, jJ~ vous verrai bient8t —————- —

Creole
Silvouplé kouman Yo di en
Eskusé-mmoin pa kompran ou--—--ee—eee-
Palé plu dousman-8ilVouple =—em——ewee-
Répét€ pou moin 8ilvoupld eeeemcome-
Moin byin kontan oué€ (ou-nou)-——e—e—eee-
Moin regrét ampil-- -
Eskngé-m -
Kouman yo éplé mo sa-a -
Mési, de rien - — _—

Moin ta rinmin f& ou fé& konésans avek
Mc.u byin kontan rencontré-ou —-—eee—e-

Sa-a S& plézi~-m ----

Moin tre kontan fe konesans-ou -=—=—--—-
Nou byin ko>ntan ou vin-n vizité-nou --

Moin pédu -

Oun momam silvouplé moin pral shéshé
iniéprét-la -

Moin kontan ke ou la -

Ou gin mové numéro-a -~ -
Edé-m silvournld
Moin rélé

Bonjou, Bonsoi, Bon-n nuyi. ——=eeemea-
M'allé ———meme




VIETNAMESE IANGUAGE SURVIVAL KIT

Please, how do you say in Vietnamese x:l.n vul long cho b:let
tishg viét gol 14 gi ?

I'm sorry, I don't understand....eeeeeeeescecseeses Xin 181, t81 khdng hidu,
Please 8peak 8loWlY...ceceeeessecsccccscssscscscees Xin vul long néi chidm chém.
Ploase repeat.ccccciccecccssscscacsccccscsssssssscss Xin vul long néi lai,
WOLCOMB cecvvevceccrcsscacescascscssascacascssscess ChA0 ming.

Forgive me (EXCUBE DB) ,eceescesceoecscocscsesscess Xin midh 154 cho t31.

How do you 8pell that Word ? .eceeeeceerecscenccesces Tidng 85 ddnh vdi "2 sao ?
Thank you, You're welCOm® ....ccceececesccsccscscss Cam oh, khong cd chi,

I want to introduce you £0 eeevcesecescecscorsecces 161 mudis 2384 thidu dng véi....
Glad t0 mESL YOU secesrescceccssccccsssscssscssesces HAN hanh dudc gip Ong.

The Pleasure 18 MiNG ..eceecesescccssssscccccssses TOL rét 14y lim hin hanh,
Delighted to MOt YOU veveesccssscsccnsccscccsscess BAL hoan hi Qude gdp fng.

"‘ enjoyed ’onr dait 00 0000 0000 000000000000 0000000 wa tbi rat am 'dau aubc &8
den thim,

I" 1°8t ,........................‘..'............. rai uho mm u.p.
One moment, please, I'll get an interpreter........ Xin 381 ti, tdi tim ngudi thing dich.
I'm 50 happy Fou're Here ..ceveeeveescecececcessees To1 rat vul suéng didc cd Ong 3 day.
!0“ h‘w the “om nmmr [ E N N X NN N ENNNNNNNNNNMNNNHNNN] m goi 1°n roi.
Pleue h‘lp” 0 0000000000008 0000000000000000000000 nn giup gim tai.
wme i' 000000 0000000 C¢OD 0000000000000 00000000000 Tai tan u.
GOOd I.Ot'iling, lmmoon, ."m.o',aooooooooooooooo chi'o m‘ (to a m)
# Greeting phrases used for geod worning, good Chiao B& (to a woman)
afternoon, good evening, good night and good Chio ¢8 (to a young woman)
be at any time of the 24 hours period, when Chao em (to a child)
meeting a person ani when taking leave.

Mb”, "000 you soon" 000000000000 00000000000000 nn kis‘il (Othﬂ' way to 'w HChaoﬂ
' when taking leave)

<06
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Spanish

Sefioras y senores, (Damas y

y Caballeros, amigos, ccuw-
paneros, distinguidos padres) .
muy buenas tardes (noches,
dias).

Bienvenidos.

I d N
Me complace estar aqul rc<unido
con ustedes en tan importante
. -
ocasion.

Les ruego que perdonen cual-
quier error en el idioma ya
que estoy anrendiendo Espanol
para servirles mejor.

Si tienen aliguna pregunta al
final de la reunion que yo les
pueda responder, con mucho
gusto estoy a su disposicidbn.

Les agradezco mucho su (presen-
cia, atenc1on, entu51asmo,
cooperacion, interés) y espero
poder volver a tener la ocasi3n
en un futuro cercano de dirigirme
a ustedes y poder atenderlos
personalmente.

HOW TO START AND CLOSE A MEETING

English

Ladies and gentlemen, friends,
co-workerd, distinguished
parents), good afternoon
(evening, morning).

Welcome.

It's a pleasure for me to be
here with you in such an impor-
tant occasion.

I asv that you excuse any
mistaxke in the language since
I am learning Spanish in order
to serve you better.

If you have any questions at
the end of the meeting which

I can answer, I will be gladly
at your service.

I thank you for your (presence,
attention, enthusiasm,cooperatinn’,
interest]; and I hope to be able to
have the opportunity in the near
future to speak tc you and be

able to txke care of you personally.

Creole

Mésié, dam, ( zanmi, paran
Bonjou, bonsoua)

Mouin byin kontan nou vini.

Mouin kontan ké mouln kapablaak
nou pou ckazion inpotan sa-a.

Mouin, mandé nou pou nou prar
yon ti pa91ans ak mouin. M-ap
aprann palé& Krey01 pou-m
kapab travay pi byin ak nou.

Ki jan pou nou fini réinyon.

M-ta rinmin di nou mesi (K€
nou vini, pou atansion nou,
pou kopera51on nou) e moul.
espére ma gin okazion pale ak
nou € é3€ nou persondlman.
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Spanish

Est& ocupadec.
N ’,
Lo siento,no esta,
Lo siento,no se encuentra.

Lo siento, usted esti equivo-
cado.

¢Quiere dejarle un recado?

é0igo?

¢Qué hay?

Esta en una junta,

Esta fuera ae la ciudad.
Un momento, por favor, voy
a llamar a una persori que

hable espanol.

¢De parte de gnien?

TELEPHONE MANNERS

English

It's busy (also-he's busy with
the phone and people).

I'm sorry, he(she) is not in.
I'm sorry, you have a wrong
number.

Would you like to leave a
message?

Hello?

Hello?

He (she) is in a meeting.

He (she) is out of town.

One moment, please, I'm gcing
to get someone who speaks
Spanish.

Who's calling?

Creole

Li okipé€ {(Li nan té&l€fdn,
1i ak moun)

M-byin regrét min 1li pa la.
Eskisé-m, ou pa gin bon
numéro-a.

Ou ta rinmin kité yon mo.

Alo

Alo

Li nan yon réinyon.

Li pati, 1li pa isit.

Tanpri, tann yon moman. M-pral

chaché yon moun ki palé Kréydl.

. - ”
Ki moun k-ap rele?




INTRODUCTIONS

; le
Spanish English Creole
__ Sr. Suarez, quiero presentarile ___Mr. suarez, I'd like to introduce __Msié Toussa%n, mouin ta ;
al Sr. Ivan Kalinsky, sub- you to Mr. Ivan Kalinsky, assistant rinmin ou fe konésans ak g
director de la escuela. director of our school. Msié Jak. Li s€ asistan

direkte 12kdl 1a. %

Sro i . ) . * . ) ) . '

.— Macho gusto, Kalinsky — It's a pleasure, Mr. Kalinsky __Jfouin byin kontan konnin-ou !

__ El gusto es mio, Sr. Suarez. __ The pleasure is mine, Mr. Suarez. Msié Jak. {
Mouin minm tou.

Encantado de conocerlo. __ Delighted to meet you. - E

§
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SPANISH

PRONUNCIATION
Phonetics
A - (as in father) J - {(as 1in house) R - (as in caddie)*
B - (as in bass) K - (as in kilo) RR- (see below)**
C - (as in center) L - (as in lis%) S - (as in soft)
CH - (as in child) LL - (as in joy) T - (as in star)
D - (as in day) M ~(as in man) U - (as in rule)
E - (as in pet) N - {as in now) V - (as in boy)
F - (as in fat) N -(as in canyon) W - (as in watt)
G - (as in go) 0 - (as in lord) X - (as in exact)
H - (it is always silent) P - (as in probe) Y - (as in young)
I - (as in see) Q - (as in kimonoj Z - (as in seam)

H:re are some key rules of _ »>nunciation:
The "C" is pronounced like the English "k" before A,0, and U.(as in cow)
Examples: casa, cosa.

The "C" is pronounced like t'ie English "s" before E and I. (as in center)

There is officially no difference in pronunciation in the letters
C,S or Z ip Latin America.

The "G" is pronounced like the English "h' ir "her", before E and I.
Examples: genio, ginebra.

Examples: cera, cine.

The "G" is pronounced like the English "g" in"get", before A,0, and U.
Examples: gato, gustar

* as in American English "dd" - Eddie when it is soft

** there is no parallel sound in English fo. the rolling t is

RR.
important to note that the simple R is pronounced as RR at the
begi~ning of a word or after n,e, or s.
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The

The
The
The

The

"H"
"nn

[
"N“

nUn

'lY "

o - ’ ER Y Sy b e———y v

is always silent.
Example: phonetically hacienda is "acienda",not "jacienda"

is pronounced like "h" in "home".
is pronounced like "ny" in"canyon®.
is silent in the following combinations:
que, qui, gue, and gui. However, the
"U"is pronounced in the above combinations if it has two
dots (dieTresis):
Examples: Camggﬁey
Arguir
is pronounced like the English "Y" at the beginning, or in
the middle of a werd. (as in yes, yell)
Examples: yo, tuyo, yerba
It is pronounced "ee" at the end of a word or when it is used
as a conjuction (Meaning "and").
Examples: mamey, y

ACCENTUATION

Words ending in a vowel, “n" or "s" are stressed on the next to the
last syllable.
Words ending in a consonart (except "n" or "s") are stressed on the
last syllable.
Words which do not conform to these rules call for a written accent:

, 3 , 3
cafe...... coffee revolucion ...... .revolution

14
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VOCABULARY FOR SCHOOL SYSTEM PERSONNEL

assistant pricipal ..........
attention ......ci0iiiiiiinn.
AVEXraAge ..iieveccccnnnnnnonnns
behave badly (to) ...........
behave well (to) <...........

behavior .....ccivieeneneecns

abecedario (el)

alfabetizar

respuestas (las)

aritmé%ica (la)

dormido (a)

ayudante (el/la)

sub-director (el)

atencidn (la)
promedio (el)
portarse mal

portarse bien

comportamiento (el)

timbre (el)

fiesta de cumpleafos

pizarra (la)

Junta Escolar (la)

libro (el)
maleta (la)
librerfa (la)
mortificar
majadero (a)
desayunar
autobés (el)
cafeteria (la)
certificado (el)

silla (la)

215
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chalk .............. ceeseecan tiza (la)

Classes .......cccivivnnnnnnnre claces (las)

Classroom ........ccvvveenn.. aula (el)

coloring book ......vveve... . libro de colorear (el)
composition ................ composicidn (la)
conduct .........cc00nnnnn. conducta (la)
conference ............00.... conferencia (la)
confuse (to) ................ confundir

cooperation ................ cooperacion (1a)
cooperative ............ + ... COOperativo (a)

copy /cheat (to) ............. copiar

CoOUNSelor .......eeeecenenenn. consejero (el/la)

desk ..ieiiiiiiiiiiiiiiieena., pupitre(el) (student's) escritario (el) (teacher's]
dictionary ........ccvuun.... diccionario (el)
discipline ....... DU disciplina (la)
disrespectful ............... falta de respeto

CASY ettt er ettt cecnntneneena fdcil

At (tO) tiieenriinneennnnn. comer

educate (t0) .ciiecevenienan.. educar

education ........c00ninnn.. educacidn (la)
educational taxes .......... impuestos educacionales (los)
elementary school .......... escuela elemental (la)
eraser (blackboard).......... borrador (el)

eraser (pencil) ............. goma (la)

fights ........cciiiiiinn.... pel€as (las)

flunk (t0).eveiennnnnnnnnnn. suspender

folder .....iiiviiiiinnnnnn.. carpeta (la)
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JAMES <evesassnccsnscccnannas juegos (los)
gOSSLID cersvrcccnecccscnsanenns chisme (el)
gOSSIpPer seesvveecncanacnnans chismoso
o b of - T4 1=X- T notas (las)
graduate (to):-ccscccccaaa... graduarse
hall:eceeeeeerienarnennennnarnanes pasillo (el)
hard -«...... tettetietannanas aiffcil
help (£0) «veevveirennnnnnans ayucar
hit/punchxout (to) .......... dar golpes
hisStory «eceeeececeann. cetean historia (la)
holidays cecececececnnnnnnans dfas de Fiesta (los)
homework «ccccceceececcanentan tarea (la)
imitate cceccccccnsncannnanns imitar
interest ccccescectitcttcncanas interds (el)
joke ... T escsssssannns ceesas chiste (el)
1anguages «-«««+« ... Ceteeeae idiomas (los)
learn (£O) ceeressnccecnccanan aprender
I leSSONS +cccsescrcacnannnanan lecciones (las)
' letteY cccccccccecnccnnnsansss letra (la)
t 1iDrary ceeeeececececaseasans biblioteca (la)
i lunch (tc have) ceceeeeeaaan.. almorzar
{ MAP s ccerenranancaccanns - mapa (el)
} mathematics secece.eeeeananns matematicas (las)
| mischievous «:scccccccnccan.n travieso (a)
NOtELOOK eeer esresencnncanean libreta (la)
‘ NUYSE scevccssccssssascsscnansas = enfermera (1a)

paddle board -c-cscccscccanne paleta (1la)




painting ®:t 9060 00060600000 0etetea s pintura (.la)
pape" ® e s s 8% e ® 0 20 0000 v e oo papel (el)
parexlts R EEE TN * . s s padres (los)

pass & subject (o) _.,....... aprobar

eeee s sescesces "”""""pllm:.(la)

'penCil e ®» 00000 sss s tesees e > L) la’piz (el)

phonetics .................... forética (la)

physical edus ition ........... educacion f{sica (la)
principal .........c.cvcvv.... director (el)

progress report .............. reporte de progreso (el)
promoted (to be) .............. pasar de grado
punishment ......... teeseeese. castigo (el)

quarter ........ccc00000020... trimestre (el)

questions ... ......-v........ Preguntas (las)

QULiZ  tiitieecrresncssanasass. PTueba (la)

read (to) ....... ceeseessessss leer

reading .......cc0ineenenn. .... lectuia (la)

FTECeSS ...vevvevncsacsn cesene . recreo (el)

report card ....ce:ccncecncens bolet{h de notas (el)

TUler ......cviveeveasseesssss regla (la)

salute(the flag)........ ve.+.. Saludar la bandera
schedule ............... «ee... horario (el)

science ..... ceeectacnns «..... Cciencias (las)
secondary school ........... . escuela secundaria (la)

secretary .......cc00000...... Sec 2taria (la)
semester .....c.iic00000c000n .. semestre (el)

. &
sentence ,,.......-. seecsssss . Oracion (la)

sit (down) ..........0v.v..... Sentarse




silence oo‘o..oo...oo..oooooo.o

Sleepy (tO be)ooo..oo

snack

spell (to)

spo;led 8 86 8 50660685 06060860080 00080080

stand up

story

Students L I R R O A I R N I I A S S S

~tudy

(t0) ceeieereeccnnncsns

teach (to) ® ® 060 5606000 0500480080800

teac}ler ® ® 8 06063 0060000000038 000 a0

test

themos ts s 0 s 0000000000 000000

thirsty (to be)

title

transportation

write (tO).........o.....-....

189

silencio (el)
tener sueno
merienda (la)
deletrear
malcriado (a)
pararse
cuento (el)
estudiantes (lor)
estudizr

enserar

maestra (la) maestro (el)
examen (el)

termo (el)

tener sed

titulo (el)

transporte (el)

escribir
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BILINGUAL EDUCATION LEGISLATION

The May 25, 1970 memorandum made the Bilingual Education Act
more specific.

Brown v. Topeka parallels Lau v. Nichols in importance in their
respective fields.

Bilingua. programs in Florida were initiated in Dade County as
a result of the Cuban refugee influx of the 1960's.

There are 24 Florida counties presently offering bilingual
education in the public schools.

Most bilingual programs in Florida and the nation are transitional.

The 1975 Lau Remedies made the use of native languag2 in bilingual
education prevalent.

According to the 1975 Lau Remedies, there are five levels of

English proficiency assessment, ranging from non-independent to
indenendent.

NEEDS AND PROBLEMS OF LIMITED ENGLISH PROFICIENT STUDENTS

Limited English speaking students should learn English.
"Spanglish" may not be a serious linguistic problem.

Students should not be made to feel that their non-standard
variety of the native language is inferior. It has its place.

In order to place a bilingual student, a teacher must first
consider his/her linguistic background.

Borrowing is a linguistic process that involves the regular
use of items from one language in another. For example,
"to back up" in English becomes "bacquear" in Spanish.

Anomie is a characteristic of the acculturation process

which makes a person feel ‘hat he does not belong to either
culture. He has no culture.
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SELF CONCEPT

* The self-concept of an L.E.P. student —ay be negative (low) Zin
the classroom but positive (high) at home.

* 2ilingual education meets the needs of the L.E.P. student in the
following areas:

l. reading development

2. use of native language as an aid in concept
development

3. developrent of English skills

4. creating or reinforcing a positive self-concept

* The reasuns for the use of native language in bilingual education
are the following:

l. There is an urgent need to create or reinforce
students' positive self-concept.

2. It is easier for students to learn to read and
develop concepts in their native language hecause
they already speak it.

3. Once children can read in their native tongue,
learning to read another language is easier.

4. It prevents students from falling behind while
learning English.

HISPANIC CULTURE

* To Hispanics, an "educated" child is one who has good manners.

* Timeliness may not be a virtue...the "social"concept cf timeliness
is different in the Hispanic culture.

* Santeria is a form of religious practice.

* Suggestions for decreasing the tardiness of Hispanic parents
may be the following:

1. Set the meeting time at "odd" hours; i.e., 6:08 p.m.
2. Previously state the exact duration of the meeting.

3. Inform them that the meeting will start on "American
time".

4. Start the meeting on time; do not reinforce those
who are late.

5. Directly emphasize the importance of timeliness
Q in all school activities.
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ADMINISTRATIVE PRACTICES

* ESL (ESOL) is a full language arts program; other components
may incl.de the native language in varying degrees.

‘ * Scheduling for bilingual components is one of the most serious
| problems for administrators.
* The parents' role in the school is viewed differently by the
L.E.P. pairent and the administrator.
* Compiete fluency in the language of the L.E.P. group is not
necessary for administrators. However, personally greeting

parents in the native language is a crucial human relations
tool.

STAFF SELECTION, TRAINING AND EVALUATION

* The lack of qualified personnel is one of the most pressing
problems facing bilingual education today.

* Familiarity with the linguistic and cultural background of
the target students is necessary for the bilingual teacher
and administrator.

* Administrators should provide training for teachers in
limited English speaking parents' involvement.

* For certification in bilingual education teachers must have:

l, a valid Florida regular certificate at the
bachelor or higher degree level,

2. paperwork done by July 1, 1983 to take advantage
of the Grandfather clause,

3. a score above 3 on a scale of 0-5 on the Language
Proficiency Interview and

4. passed the Test of Spoken English given by the
Education Testing Service (ETS).
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CURRICULUM AND MATERIALS

Bilingual program assessments taken after the first year of
implementaticn may prove to be inaccurate.

Bilingual instruction provides a cognitive base that facilitates
second language acquisition.

ESL classes should emphasize communication instead of grammatical
correctness.

The curriculum should be multi-culturalized.
Teacher-made materials should complement the available texts.

The eclectic'methodology is the most effective approach for
language instruction of the L.E.P. students.

Teaching curriculum content in the native language aids the
learning process of the L.E.P. student.

By law, a limited English speaking student must receive ESL;
all other components are voluntary.

Assessment instruments for the limited English speaking child
should he as culture free as possible.

Limited English speaking students should be grouped by English
proficiency and age.

Coordinate bilingual generally leavned their second language
early. The two languages operate as independent systems.

The compound bilinguals probably learned their second language
later in life. Thoughts are formulated in the native language
and the speaker goes through a high-speed translation process
into the second language.

The language learning process involves both language learning
and language acquisition. It is much more involved than just
memorizing or translating vocabulary and repeating grammatical
structures.

Success in the language learning process depends on:

aptitude

motivation

willingness to identify with the ethnolinguistic group
and, in the case of children, parental interes% in
language training
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QUIZ ANSWERS

Hispanic Cultural Awareness Test

17.
18.
19.
20.
21.
22.
23.
24.

1.
2.
3.
4.
5.
6.
7.
5.

9.
10.
11.
12,
13.
14.
15.
16.
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Chicano Barriology Quiz

1.
2.
3.
4.

o U vabv o b

Language Learning Quiz

l. False
2. False
3. True

4. False
5. False
6. False
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