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INTRODUCT ION

) Special education servicis for students with limited English
proficiency (LEP) have received considerable judicial,; legislative,
and_pailosophical scrutiny during the past 10 to 15 _years. .The focus
of this attention has been primariiy on issues . reiating to. educationai

equity, with state and federal mandates seeking to remedv past
practices that reecuited in overrepresentation of minority group ]
ﬁtiidéiitﬁ iii Epéciél édiit:itibi’i; Fbi‘ thiﬁ réiébn, idénrif‘t:étion and

attention, The professional literature has been filled with

discussions of overrepresentation; due process; and nonblased_

assessment. Research,. 1egisiative, personnei prepsration; and
meterials-development efforts all have zeroed in on these issues,
frequently to. the neglect of matters relating more directly to the

estimated numbers) _on minority group representation in speciai L

education or with the reporting of both data and opinion oun selected
assessment instrumentation and procedures. Judicial decisions and
legislative iwiandates continue to focus on guestions relating to
program access and eligibility. Personnel training and development

linguisticaily and culturally diverse children cre being produced. At
the -same time, few instructional materials and programs snecifically

the. professional 1iteratnre, theae reports are infrequent and

typically lack data on effectiveness.

practices that appear to be promising for LEP, handicagped students.
As one component of a state-funded research project, "Special -
Education Services for LEP; Handicapped Students in_California: State

of the Art and Future_ Birections,?,this task _was originally

conceptualized as developing a model of exemplary practices. for the

education of LEP, handicapped students. It soon became clear,.
however, that the professional literature has not addressed this issue
in a Concerted -data~-based; or-systematic fashion and that field

Practices are widely varied. By and large; bilingual special

from . either biiingnai ‘education or special. edncation, with lictle

evaluation of their relevance or efficacy for bilingual special
education. A preliminary identification, review, and synthesis of
variables thnc might relate to effective educational practice for LEP
handicapped students appeared to be in order.




For these reasons, the projert redestgnad these acttvtties to
include (1) the tdentification an? description of attributes that
appear to affect quality program design and delivery and (2) an
analyais of current practices relative to these attributes.; Thesé

provide the basis for futurs inveetigation and specification. Pour

phases_of activity were undertaken in this effort to fdentify and

describe promtsing service delivery practices: These included:

Phase One: DeccrigtienafegﬁPreﬁiéiﬁg:Praetiees;;
Identification >f seven categorie-~ of program
attributes that relate to qualitative
education of LE?; handicapped students and
the nomination/descripticn of "promising
practices" in Califoruils.

Phase Two: Statewide Sta,vs otud}. -
Summary and conclusions drawn from data and
related information collected. through a___.

statewide =urvey queationnaire on_the status

of educaticnal services to LEP, handicapped
students.

Phase Three: Annotations of Literaturs. -
Annotations of professiunal literature
addressing program considerations for LEP,
handicapped students within each of thz gseven

categortes of promising practices;

Phase Four: Analyses and Conclusionsf
Analysis of the practices identified in the
prior three phases; with state-of~-the-art
conclusions drawn and directions for future
efforts recommended.

S Although presented sequentially, these four phases were developed
interactively. Extensive literature reviews were involvcd in Phases
One and Two for both delineating categories of promising practices and
developing- the state survey questionnaire. These literature reviews
provided the starting point for Phase Three annotations._ The outcome

of Phase Two and the annotations of Phase Three led to. refinement of

the Phase One categories: They also formed the basis for the
state-of -the-art analysis and recommendations for futvre directions
developed during Phase Four. Each of these phases 18 reported in the

separate sections of this téchnical report.




. Phase One

PROMISING PRACTICES
CATEGORIES OF PROMISING PRACTICES

The primary purpose of this phase was to dchlop a structure by

which both ts conceptualize and to identify relevant educational
practices. fofaccomplishfthis, au-extensive ~eview of the special
education and bilingual edueation litérature was conductEd. _Program

axamined and recommendations embeddzd in presentations made at .

professional conferences were reviewed: Finally, "Items of Program

Quality,' developed for bilingual education programs by the California
State Department of Education, were reviewed. Program descriptors
distilled from these efforts were combined into a single listing and
eventually combined into nine categories of practice (1) Primary

Administrative interface and. €ollaboration, (6) Continuum of Services,
(7) Nonbiased Assessment; (8) Curriculum and Iastructfion; and (9)
Parent and Coamunity Involvement.

Each of these categories of promising practices _was. further
developed - through the speclfication of specific descriptors. A .
complete delineation of each_category is presented in Appendix A. As

these_nine_categories_ appesred to. encompass most program features

different{ating jual’tative educational delivery from those less

qualitative, they were the variablea described in the promising

practice nominations component of the report. Subsequently; when both
the nominations and further- literature reviews failed to sufficiently

address aome of these variasbles; the nire groupings were reduced to

seven. The categories of primary language development and.secondary

language development were combined and the category of continuum of

services was merged with the category of curriculum and instruction.

The seven categories which resulted were as follows:

1. First and Second Language Development

2. Cultural Comsiderations_ ___

3. Teacher Competencies and Staff Devetopment
Administrative Interface and Collsboration

Nonbiased Assessment

SOy U s
ol o o

. Parent Involvement

NOMINATIONS OF PROMISING PRACTICES

féiiéaiﬁg the. development of these categories of promising

practices, the nomination/description phase of the study was

exemplary in some aspect of edurating LEP handicapped children. Zii

districts (104) and county offices of. education (9) partictipating in

the statewide survey study were included. 1In addition, individuals

who had attended state-sponsored bilingual assessment institutes,




individuals and agencies identified througb an earlier. study (Cegelka

& Pacheco, 1984); and individuals and programs recommended by the

Project Advisory Committee were sent letters seeking nominations. In

311, letters inviting aom: .ations were sent to 308 individuals and

agencies with identified interests in LLP handicapped studants.

) Esch letter describod project activities and .isted the nine _
categories of promising practices. “Recipients wecre asked to uominate
hayeipromising prattices in_one or more of these categories. A
nominations postcard was fncluded with each letter. Sixty-two

nominations were received. Each nominee or program director (where

nomination. 'Bach_of the nominees was asked. to provide a written

description of what they considered to be their program's strongest

features, limiting themselves to not more than two of the nine

categories of promising practices.

Possibly because of the lateness of the school -year (April), only
19 completed Promising Practices forms were returned. Represented

regionai programs., These._ descriptions of promising praetices have

been edited slightly and are included in Appendix B. Seven of the

progran descriptions designated only one category - of prumising
practice, eight designated two categories, three designated three
categories, and one designated strength in seven of the nine
categories.,

__The program descriptions received were anslyzed in terms of the

éafégoiiéa of promising prectices described. Where respondents had

"Gajor designations. In instances where more than two,designations
were made, the program descriptions were analyzed to determine which.

designated practices were also described in the. prose portions of the

responses. _Where categories were both designated on the response form

and described in the prose descripticn, they also were counted as
major designations of program practice. Categories that were checked

on the response form but not described were tallied as "minor program
designations. ~Also included as minor program designations were

of the- promising practices. In_ aii analyses of the 19 responses

yielded 34 major program designations and 15 winor program

designations. These responses are summarized in Table 1.




TABLE 1

Arear of Promising Practices

oL . Mv&jﬁr . ﬁiﬁdiﬂ
Categories Designations Degsignations

I. Primary. Language i -
Development

2. Second Language 4 -
Development

3. Cultural Considerations 1 1

[V}
(VS ¥

4: Staffing/Staff
Development

5. Administrative 4 2
Interface and
Collaboratiion

6: Continuum of Services 2 -

7. Nonbiased Assessment 13 1

8. Curriculum and 4 2
Instruction

9. Parent Involvement 2 6

PROMISING PRACTICES DESCRIPTIONS

___The area of promising practice most frequently identified
lnvolved the nonbiased assessment of LEP students for special

:ducation. This was a major designation for 13 districts and a minor
lesignation for one district. Of thé 19 résponses received,; for five
It was the only program area designated. Only two other respondents

limited their program designations to just one area: one designated
‘curriculum and instruction" -and the othe: designated "administrative

interface and collaboration."

The actual descriptions of promising assessment practices touched
m-a number of variables, the most frequent being some form of
1ilingual involvement. No specific practice was mentioned by more
‘han eight respondents. Those practices mentioned by at least five
‘espondents fell into the following categories:

[ Y
([am)



3 Use of oiltngual professionals in assessment.

2; Use of translators,

3. Use of primary language (non-Engiieh) tests (some developed for
otherfpopulatione, some normed on other populations, some simply

: translated from English).

4. Aééééément in both Ll and EZ.

and the use of a decision—making proceee as the vehicie for
assessment.

: Muet programs appeared to be geared roward Hiepanic pbpuletione.
Fourteen of. the nominatione epecifically mentioned the Spanieh

reepondente stated that they served various Astan 1anguage groupe, one

mentioned Portuguese gtudents. Three made no reference to a specific

tanguage or ethnic group.

English was the designated language of instruction for six of the
nine respondents who specifically addressed this variable. Bilipngual
aides were frequently available to provide trauslation of key phrases

and_concepts._ One_respondent_indicated that some attention was given

to remediation of primary language deficits and three mentioned the

existence of bilingual special education classroom teachers as a
specific program strength. Two indicated that bilingual instructional
assistance was provided to-students through Designated Instructional
Services or a partial day Resource Specialist prcgram. Only one
respondent specified primary language developrent as a program

strength.

Although the number of responses analyzed was emal], the picture
that emerges 18 suggestive of both program emphases and the nature of
specific nracticee. The analyeis of a larger number of program

etatee, would proyide a more . compreheneive picture, The etate eurvey

data and the literature annotations in the following two sections of

this report provide a basis ror further scrutiny of these practicee.

¢ 11



Phasc,Two

STATEWIDE STATUS STUDY

Through a statewxde ques;ionnaire survey_ study, project staff

devnloped an information base on curreant educstionail practices with
LFP handicapped students in_California: A total of 104 districts an

9 county educational agenctes respunded to a nine-page questionnaire.

Bata from existing state data banks provided additional information o
the participeting districts and counties. The sample included
elementary; secondary; and unified school districts of various sizes

as- well as ethnic, socioeconomic. and. linguistic compositions. ‘Urban

suburban; and rural educational agenctes from throughout the state

were represented:

Status information was obtained for a variety of variables

ranging from _proportional representation to specific program . o
practices. A complete reporting of this study is available under .

separate cover {see Cegelka, Rodriguez, Lewis, & Pacheco, 1984): Thi

sunmary/discussion_of the. study 1is presented in. terms of rhe followim

variabiles: proportionai representat‘ on; characteristics of districts
with and without LEP, handicapped enrvllments; screening / referral /
assessmehtipractices, programmatic/staff dewelopment needs;
educational programming; and the Spanish emphasis.

PROPORTIONAL REPRESEWATION

, One of the most tmportant findings of the study was - the
proportional representation of LEP studernts in - -special education. For
this sample, thé& prevalerice of handicapped students among the LEP

population was not significantly different from the prevaience of

handicapped students among the total population. This was true both

for spezial education as a single entity and for all categories of

special education, with the exception of severely emotionally
disturbed and other health impaired, where LEP students were .
underrepresented Further, the prevalence rate of LEP students within

tota1 student population. This was true both for LEP students &s an

entity and for_each of the six language groupings for which data were

available. Tests of differences in variance for each of these
comparisons were nonsignificant.

A district—by—district comparison of the data from this study

with special education ethnicity data was precluded_as the. state
collects such data only from SELPAs (regional. consortia), not from

districts. Without data relative to the ethnic representation in

special education for the sample districts, it is difficult to

interpret these resuits., On the -one hand it could be that the

specified (language proficiency as opposed to cthnicity), suggesting

that-once minority group- students are iderntified for speciatl
cuasideration through bilingual education services,; they are more

likely to be appropriately deait with relative to special education

services. On the otl.er hand, should ethnicity data for this sample

Ve
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the. proportional language proficiency representation; it might be i}

indicative of improved special education ifdentification and placement
pracfices within California. Without such comparisong,fwe can only

and to suggest that these. find’ £8_ may be generalizable to all

districts and counties within the state.

CHKRACTERISTICS OF DISTRICLS WITH
AND WITHOUT LEP HANDICAPPED ENROLLMENTS

Analysis of characteristics differentiating districts that diu

a. portion of this. group as handicapped and that only districts with.
low LEP enrollments failed to identify any LEP student as handicapped.
Further, in many cases this latter group did not offer special
education eeryices to any students. FinallyJ those districts

total student énrollments, larger LEP enrollments, larger T3P

enruollments, and greater numbers of teachers and teaching staff.

SCREENING/REFERRAL/ASSESSMENT PRACTICES

Questions concerning referral, screening, and assessment: of LEP
students for special education revealed a variety of practices.
Respondents tended to believe that the aiumber of referrals of LEP.
students to special education was reflective of the number needing

special education; this belief is congruent with the proportional.
special education representation reported for the samples Special
education referrals were most frequently made by the regular classroom

accounting for only 17% of the referrals. Ome might assume that the

7%

bilingual education teacher would be the better qualifie‘ T
differentiate second language acquisition problems from iearning
disorders and, thereby, to refer LEP students for special education
screening and assessment. However, the role of this professional is

referrals are made. by . regulax class teachers. it may. be_ that while

these_teachers actually initiate most referrals; the referral decision

itself involves consultation with bilingual education personnel. Wo
data were gathered on this specific issue, however:

Responsés to a question concerning differences betweenf;f
assessment practices generally employed and those used with LEP
students _Iindicated that_ language_considerations play s more important

rote in the special education screening_and assessment of LEP

students. The most frequently mentioned assessment procedure was the.
oral translation of commercially available English-language tests. It
i8 interesting to note that oral translation of written documents,also

was the most frequently mentioned way of explaining due process rights




to ﬁaféﬁfa, with over hait of the districts relving on this method

exclusively.; Emphasis on establishing language dominance was the

dominance and of ascertaining functioning competence of the student

was reported by some districts;

Another frequently mentioned difference was the use of assessment
instruments commercially available ian the primary language of the

child. Examination of the tests listed revealed that primary language
tests -were most typically used for language screening/dominance .
considerations_and for_ability testing. Fifteen districts. (of 58 .
responding to this. question) did 1ist Spanish—language achievement

tests, with only two tests receiving multiple mentions: the Spanish
version of the Woodcock-Johnson battery (listed by 7 districts) and
the Morena reading tests (listed by 2 districts)

Two separate procedures that focused on_the appropriate

interpretation of student assessment information were mentioned by 14
districts each._ One involved the inclusion of btiingual adults

(teachers, aides, psychologists, migrant education. program personnel,

and occasionally community representatives) in test administration
and/or interpretation: The second-involved the review and
consideration of non-test information (e.g., ‘home interviews to.

the U S., extent and nature of past educational experiences, and so

forth). Seven respondents indicated that they either utilized

nonverbal tests exclusively or that they weighed them more heavily in
interpreting assessment results. In ~response to this question, only

scale (the SOMPA), - although when actually listing commercial ]
instruments used; 21 listed either the AAMD Adaptive Behavior Scale or

the SOMPA (which contains adaptive behavior measures):

The use of direct observation of child behavior and the trying

education screening and assessment procedures for LEP handicapped

students differed from procedures used with English proficient

students: In summary, ic would appear that there is little
conststency across the state and that academic achievement measures

are not emphasized.

PROGRAMMATIC/STAFF bEvzi;’oméﬁr N’ééb’é

selection and use of assessment instrumente and procedures., Next to

aggessment; the most frequently cited staff development need was

information on instructional strategies and curriculum for this

14



also cited. Pour districts. irdicated that they did not .assess LEP

students for special education. Taken in conjunction with occasional

phone conversations with representatives from the sample districts,

this response suggests that gome districts are under the mistaken
impression that state regulations -preclude the special education
1dentific&tion and placement of LEP students. Information on state
mandates and recommended program practices may be an additional staff
developmeént need.

EDUCATIONAL PROGRAMMING

A majority of the respondents indicated that Individualized
Education Program (IEP) forms were available in _non-English languages,
most typically in Spanish. Over half of these also wrote IEE goals

most typically, Spanish) : However, when IEP forms had been developed

in other languages, it was somewhat more likely that the goals and

objectives would also be written in that language: 80% fur other
languages as compared to 75% for Spanish.

language development goals, but that goals for primary language

development were typically not incorporated. _Similarly, only a small

number of respondents indicated that self-image and cross-cultural

understanding goals were included in the 1EPs. Approximately half of
ihe LEP, handicapped students were served by both special education
andfbilingual education. The remainder received services Erom.
bilingual education only (mean of 23.6% for biiingual educatfon
programs and Bilingual Individcal Learning Plans combined), special

education only (mean of 26.3%2), or from regular education only (mean
of .7%) It _appears, then, that either in combination or separately,

services from ooth prograns, and that less than one percent receive

services from neither program.

special education instruction is delivered in the primary language of

tha student. While the scarcity of bilingual special education o

counter to recommendations of leading bilingual education theorists

(Cummins, 1978, 19€1; Krashen, 1981). These authorities maintain that

continued deVelopment of the student 8 primary language and the

self-confidence and improved academic achievement. The implications

of practices reported in this study may bear further investigation

relative to their potential for adversely affecting the educational
development of handicapped, LEP students.

o 15



SPANISH ém:z&isis

demographics, as well as those of ‘the specific districts sampled it
does deserve mention. For the majority of the LEP. population in

California {74.8%), utthin the sample districts (75.9%Z), and for the

identified LEP, handicapped popnlation (86.381) Spanish was the

Spanish—speaking students. These staff_are more likely to. t-,involved
in the screening and asszssment of Hispanic students for special )
education; whereas for other_language groups non-educator community
members _are more_iikely to be involved in the assessment, parent

commnnication, and program planning steps. IEP forms -are more likely
to be developad in Spanish than in other languages and it 18 more
typical to find IEP goals and objectivss written in Spanish_than in_
other lang.ages.- (Interestingly, ‘however; when districte do tdentify

the need, have the expertise, and/or go to the trouble to deveiop IEP

forms- in othér languages; they_are also more Iikely to write the goals
and objectives in that language.) _Although special education

programming is typically provided in English only, when another

tanguage is used, it 1is most likelv to be Spanish. Non-English
language aggessment instruments appear to be more readily svailable in

Spanish than in other. -languages. -Although this study did not_

specifically address iustructional materials per se, an. eariier work

(Cegelka & Pacheco; 1984) found that . curricular materials developed

for handicapped students are more likely to target Hispanic

backgrounds than other linguistic minority backgrounds.

The statewide questionnaire study provided considerable
information across several variables relative to. educational practicen

with LEP; handicapped students. The promising practices program

descriptions (Phase One) and the anaiyses of reievant literataro )

(Phase Three) combine with che survey results to provide a comparison
of existing and recommended service delivery practices.

11
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Phase Three

ANNOTATIONS OF LITERATURE

__This phase of the study involved the annotation of professional

literature dealing with special education services for the culturally
and/or linguietically different handicapped student. Included were

concerns; omitted are Sources that focus on only bilingual education

or special education populations.

While this review of literature is extensive, it is not
comprehensive. We limited ourselves to the seen categories of
educationally relevant variable é§cribéd in Phaée One. Thié -

representation, judicial]legislative mandates, and philosophical

considerations: In addition, sowe documents that were identified were

not obtainable for various reasons; others did not appear to add
either data or insight to bilingual apecial education iaaues. In the

literatures Finatly, our own interest in mild 1earning and behavicr

disorders is reflected, somewhat at the expense of iiterature focusing
on speech/language disorders or othe- considerations.

current state of the art. All literature wae 8pecifica11y reviewed

and annotated by project professionals with the exception of a limited
number of annotations that are reprints of cxisting ERIC entries; each
of these is designated by the symbols "+ +" appearing at the end of

the bibliographic citation. Some entries are included under more than
one category of promising practice. For others; topics _relevant to _.
multiple categories are mentioned in the anaotations; but the entry is

inciuded oniy for the category which appears to be its primary focus.

This is particularly true for the category of teacher competencies and
staff. development where the literature frequently focuses on
educationally relevant ciltural differences pertaining to learning and

affective characteristics.

_____To Phase Four; the annotations are summarized ana discussed in

relation to the field practices reported in the state status. survey

and the promising practices portions of the study. Extant practices

are compared to recommended ones: Patterns that deserve mention here
émérge across all seéven categories.

13



?irst, the focus of much of the existing literaturs is on

developing an awareness of philosophical demographic, 1egislative,
and judicial issues relating to equitable educational opportunity for
students who are both handicapped and of limited English proficiency.
Related to these concerns; the area of,assessment (particularly
eligibility assessment) receives consjderable attention in journal
articles; research publications; and conference presentations. The
thrust of much of the literature addressing teacher competencies is on
the delineation of educationally and culturally relevant differences
in learning styles and affective characteristics of designated groups.
These presentatione are typically extrapuvlated from bilingual

education literature, without data on these variables for handicapped
bilingual students.

elementary age student and extrapolattng from speciai education

and/or bilingual education literature, recommends various program
design and delivery attributes, again typically without a biliagual
special education data base. While mich of the literature across the

categories alludes to the importance of working with parents of

specific focus of many professional efforts.

Finally, the issues of language development and language of
instruction have received inadequate attention, with apparently little
systematic research being conducted relative to language developmenc

severities of handicapping conditions.

Annotations of the literature reviewed are presented under the
following seven categories of promising practices: (1) First and
Second Languagz Development; (2) Cultural Considerations; (3) Teacher
Competencies and Staff Development; (4) Administrative Interface and
Collaboration; (5) Nonbiased Asséssment; (6) Educational Placemént and
Programming; and (7) Pavent Involvement.
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FIRST AND SECOND LANGUAGE DEVELOPMENT

Askins, B. E., & otherss (1978): Responsive enviromment early

education program (REEEP)+f Third-year evaluation study. Final

evaluation-report, 1977-78,. Lubbock, TX: Texas Technical
University. (ERIC Document Reproduction Service No. ED 157668)

This report of the. _Responsive. Environment Early Education Program

(REEEP) describes an educational intervention providing direct
services to "high risk" (of low birth weight--less than 5 1/2 pounds)
4-, and S-year-old children living in the Clovis, New Mexico area.

included early identification and remediation of developmental
learning deficiencies and integration of _handicapped children into the

regular school program. Student zchievement was evaluated via

standardized tests to measure language development in Spanish and

Eoglish; school readiness, and self-concept development. Program

three depéndént variables and eight independent variables. REEEP
students made significant gains in language development in English and

Spanish aud showed a positive and continuous growth in self-concept

and emotional developmentg, _The regression analysis data indicated

that 60Z _of the students scored better than estimated/expected on the

English test; 40% scored better than estimated/expected on the Spanish

test, and 70%Z scored better than estimated/expected on the school
readiness test.

Evans; J. S. (1974). Word-pair discrimination and imitation
abilities of preschool Spanish-speaking children. Journal of
Learning Disabilities, 7, 573-580. -

single word imitation,,of 20 economically disadvantaged .
native-Spanish-speaking preschool children were investigated. in both

Spanish and English. 1In order to pruvide age-related comparative .

information; a group of 20 nondisadvantaged, native-Engtish speakers

were evaluated on the same tasks. In spite of the dual oroblems of

economic disadvantage and second language learning, Spanish speakers

English-speaking peers in total performance on the four_tasks. .In

addition, the Spanish speakers made fewer errors in their native

language than did the English speakers. Although poverty and/or

linguistic interference were hypothesized to have negative effects,
they did not appear to depress auditory performance.

The nature of language is discussed in this article, with the
author making the point that all languages and dfalects are equally
"good." He points out that while the ability to learn language is
innate in all humans, specific language varieties are learned in the
environmént. Problems in using standardized tests on individuals who
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do not speak standard English are presented. Exampies are drawn from
Black exgeriences (e.g., the development of the BITCH) and from

Spanish, bit a "Tei;HEi" dialect) In addition to linguistic and

cultural_factors, the roles of adaptive behavior and community

acceptance in minority groups are discussed. Problems in identirying

gifted children who are culturally different are listed.

Greenlee, M. (1980). Specifying the needs of a "bilingual"
developmentally disabled population: Issues and case studies.

Paper presented at the _anrnual meeting of the Interdisciplimary

International Conference, Los Angeles, CA. (ERIC Document

Reproduction Service No: ED 188116)

This paper concentrates on reviewing what has been reported about
"normal" bilingual (Spanish/English) development. It also addresses a
number of co@plexfissues,involved in the linguistic and cognitive
assessment of children whose home language 1s not English, including:

minority labeling and uverrepresentation, the relationship between

varied bilingual programs, and the issue of a monolingual versus a
bilingual environment for children experiencing deévelopmental/language

delays.

The ressarch reviewed does not support the notion of linguistic

delay due to child bilingualism: Children acquiring Spanish and

English acquire linguistic structures at a rate parallel to
monolingual peers. However, the picture of '"normal’ bilingual
developuent remains in outline form and there is little developmental
data on the course of bilingual language acquisition. Therefore there
is little data available on what language behavior might indicate

language disorder. _Three case studies graphically depict the

heterogeneity of linguie-ic skills and the different program

requirenents of bilingual developmentally disabled children. The case

studies suggest that bilingual proficiency is not beyond the reach of
the developmentally disabled child.

éreenléé; M. iléél) , Communicative competence in Spanish/Engiish

developmentally disabled persons:  Paper presented at the Council
for Exceptional Children Conference on the Exceptional Bilingual

Child, New Orleans. (Eric Document Reproduction Service No. ED

203647) + +

Theé author reviews the literature on code switching (use of two

languagea within a turn of speaking) as part of the conversational

speech in normal and retardad lndividuals, presents data on language

interaction in the speech of seven-developmerntally disabled _peérsons,
and discusses the implications of these comparisons for program
planning with Spanish/English developmentally disabled children.
Research is seen to show that children's code_switching cannot be.

attributed solely to a lack of language differentiation: From a study

fgcusing on the incidence; structure; and function of code switching

in seven developmentally disabled children and adults, it was found

that ethnicity of the conversationlist, syntactic structure, and
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conversational functions seem to interact in the normal way for these
speakers, despite their handicapping conditions

include that linguistic assessment should tap the child 8.

communicative competence as well as formal linguistic struccures,
since a number of sociolinguistic ekil]e develop along with

child s knowledge of social rules for language use will be more likely
to be successful than those whi'h violate these rules, that

child's commurnitcy and the family & concern for language maintenance in
school_placement decisions; that the pattern of each individual's

communicative skills must be the deciding factor for where to start in

any. langage training program, and that the foundation in normal
language development upon which language intervention programs for
exceptional children are based will remaii rather shaky.

K! caithe, J. (1982). Second language acquisition: Implications for
assessment and placement. In A. M. Ochoa & J. Hurtado (Eds.);

Speciai education and the bilingual child (pp. 38-55). San Diego:
National Origin Desegregation Lau Center, San Diego State
University.

unlisted others-—all focusing on nonhandicapped populations-—the
author proposes that "maximum results will be achieved if these skills
are developed first in L1 and then become an integral part of the
anderlying competency of L2." Informal observation by Kiraithe "in
various school districts throughouticalifornia strongly substantiates
tnis view" (p. 51) Thé rationale for this is that many essential

developed first in Ll. Additionally, perhaps the first and most

significant factor to be considercd in the discussion of why special
education is more beneficial in L1 is the affective domain and its
interplay with the cognitive domain. e Because Ll is the language

potentially facilitate success more readily in the most familiar

language, even though that language may be minimally developed" (p
49). The author suggesta that the same methodologies and

English—speaking handicapped children are effective techniques for L1
remediaton. She acknowledges that "we can, at this point, only. .
hypothesize. (albeit rather _strongly!) that the bilingual mode is the

most effective wmeans of facilitating learning for special education

students who clearly are extremely limited Englich speakers" (p. 52).

Langdbn; ﬁ; é;, & ﬁarker, ﬁ: (l§82): Developing a bilingual S
individual education plan for language minority students. - In A.
M. Ochoa & J. Hurtado (Eds.). Special education and the bilingual

child €pp. 56-61). San Diego: National Origin Desegregation Lau

Center, San Diego State University.
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In discussing the duai deveiopment or merginé of the biiinguai ILP

include "a designation of the pupil 8 strongest language for basic
gkills/subject matter instruction.! They recommend "English language

development;_ content instructtion in the primary ianguage to sustain

academic achievement, and activities to promote a positive self-image

and crosscultural understanding" (p. 61).

Luetke—gtahimanirﬁ; ,(iééﬁ); AppIYiﬁg bilingual models in classrooms

for thé héaring impaired. (Paper presented at the Symposiun on

Document Reproductfon Service No. ED 132855) + +

The author examines the use of oral bilingual models in programs

numerous languages (Signed English, Signing Exact English; and

American Sign Language)_ and modes according tc models of monoltterate

and _partial bilinguaiisa: It is also pointed out that a native or

near-native signing staff would be necessary if such a mudel were

adopted.

Sanua, V. (1975). Bilingual program for physically handicapped
children. Brooklyn: Board of Education of the City of New
York. (ERIC Document Reproduction Service No- ED 137448)

In this Titie VII funded program for the physically handicapped,
limited English proficient student, bilingual teachers were given fou-
weeks of orientation in special education. Tra*ning consisted of

perceptual and motor difficulttes. Following traintng, these teachers
were assigned to two or three schools wiere they provided one-on-one
tutoring to bilingual handicapped students. They tutored students two
to three times a week, providing instruction in Spanish and English.
The effectiveness of this staff training approach is documented in the
significant gains students made in basic skills and positive
self-concept.
Sirota; Ni (1976); §t;§gggaieprogrsm for_children in bureau CRMD
classes. School_ year, 1975-1976. New York, NY: Board o:
Education, Office of Educational Evaluation, (ERIC Document

ﬁéprodﬁction Service No. ED 137449) + +

_ This document presents a description and evaiuation of the

bilingual program for children in the Bilingual Class for Retarded and

Mental Development (BCRMD), a program designed tov provide oilingual
instructional and supportive services %o eligible BCRMD students. The
program provided,supplementary,bilingual-bicultaral sarvices to 153
mentally retarded pupils; of whom 108 were non-Znglish dominan: and 45

were English dominant: The program operated in four BCRMD schoo: s.

Each school was provided with a project team made up of a Bilinguaul
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Resource Room Teacher and a Bilingual Paraprofessional. The primary
goal of the program was to provide equal educational opportunity for
noannglish gpeaking children through- activities that would maximize
their native language proficiency while developing competeace in.

Engliah.” The program also sought to train bilingual teachers and to

develop a bilingual-bicultural curriculum: The bilingual resource

room teams served two kinds of Spanish—speaktng students: those most
limited in English speaking ability, and those less limited. The
first group received daily bilingual instruction in CORE curriculum,
language arts, math, English as a second language and cultural
heritage. The Becond group received supportive bilingual instruction.
three times per week. Unlike the first group; these students received
their developmental reading instiuction in English. Findings

indicated that success was achieved in Spanish reading, mathematics,

CORE curriculum, cultural heritage and self-concept: Pupils failed to

achisve success in English as a second language.

Tempes, F. (1982). A theoretical framework for bilingual o
instruction: How does it apply to students in special_ education?
In A, M, Ochoa & J. Hurtado (Eds.),; Special education and the
bilingual child (pp: 7-23). San Diego: National Origin
Desegregation Lau Center, San Diego State University.

in two languages is not detrimental to students of low intelligence or
those with 1earning disabilities. Thic is consistent with the Common

colleagues.

Weiss, R: S. (1981). INREAL intervention for language handicapped and
bilingual children. Journal of the Division for Early Chil?hood,

4, 40-51.

This report provides Support for early intervention with language

handicapped and bilingual preschool children. Using a narvuralistic
method, speech-language pathologists worked with 3- to 5-year-olds.
Longitudinal data gathered from both experimental and control
étudents, thréé ?éérs aftér intEtVéntion, shéﬁéd tﬁat Lhdéé in thé o
reading, speech-language pathology,rand special education for learning

disabiliries, than did matched groups of controls.
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CULTURAL CONSIDERATIONS

Bcansford; L. A.; Baca, L.; & Lane, K. (Eds.y. (1973). cultural
diversity and the exceptional child: Proceedings of an Institute

and conference program. Reston, VA: The Council for Exceptional
Children.

on cultural diversity and the exceptional child. ,Three gf these are
described in this annotation. _Sierra's presentation on 'Learning
Styles of the Mexican American' provides insight into such

characteristics as_present—-time orientation; cooperative learning

styles, family tdentity, and 1oya1ty., She contrasts these with

typical school practices and expectaticns, and tecommends ways of
altering teaching strategies to facilitate the school learning of
Mexican-American handicapped students.

_ Sando describes cultural characteristics of Indian groups,
focusing on the Pueblo Indians. His presentation "Educating the

Nattve American: Conflict in Values" fdentifies differences in
values, concepts, a1d experiences that contribute to home—school
dissonance. He points to many examples of bias inaccuracy, and
ethnocentrism in school curricula and practices. Specific Indisan
characteristics described are differences in time concept, an

orientation toward conformity with nature, and visual as opposed to

verbal learning styles;

Chinn's work, '"The Asian American: A Search for Identity,"
discusses the ieasons for sume cultural stereotypas and _points to the

great diversity of Asian groups. Not only are there Chinese,

a variety of . Subgroups based on language and dialect, length of time

in this country,; and socioeccnomic status. .The importance of the

traditional Chinese family is described, with emphasis on the role of
negative reinforcement and guilt as a means of controlling behavior,

of ohédience, loyalty, and _ achievement are also discussed Regative
influences on the development of Asian children in this society
include cultural and ractal bilas/distrust and rte nonstandard Euglish
of the students. He concludes that many Asian children and youth are
searching for personal identities die to the cultural conflicts
encountered and suggests that teachers have a major role to play here.



Castaneda, A. (1976). Cultiiral democracy and the ¢Jliwcatlonal needs
of Mexican-American children. In R. L. Jonés (Ed.), Mainstrceaming
the minority child (pp. 181-184). Reston, VA: Council for
Exceptional Children.

This chapter outlines the educationally reievant cultural
characteristics of Mexican-Americans. The author discusses B
bicognitive development considerations for bicultural education. Four
clusters of Mexican-American values are delineated: (a)
identification with family; community; and ethnic group; (b)

personalization of interpersonal relationships; (c) status and role

definition in family and community; aund (d) Mexican Catholic ideology-

Factors associated with change and beterogeneity are aiso discussed:
(a) distance from the Mexican border; (b) degree of economic and
political strength of Mexican Amsricans in the commuunity; (e)

the degree of prejudice towarf Mexican-Americans. The educational

implications of these factors are outlined for Mexican-Americaa

children in general, with no specific reference made to thouse with

handicapping conditions.

Gollnick, D: M., & Chinn, P. C. (1983). Multicultural education in a
pluralistic society. St. Louis: The C. V. Mosby Co.

This text reviews a variety of culturai considerations that relate

to the schcoling of children. Among those explored are ethnicity,

religion, language, socioeconomic status, gender, age, and

exceptionality. E1culturation assimilation eLhnic identification,

prestige are all discussed. The final chapter of the text presents

strategies for multfcultural educatton.

Hilliard “As G. (1980). Cul*ural diversity and special education.
Exeeptionel Children, 46, 584-588.

The importance of recognizing the tole of culture in education is

stressed in this article. The author _contends that special educaticn

has _ignored the abvious impact of culture by continuing to adhere to

standardization ‘at the surface structural level. The interactions of

children for special education are reviewed with an emphasis Jon
teacher expectations. He points out that lack of sensittvity to
culture_ produces. §rofessiona1 error and suggests that professional
self-disqualification may be an ethical necessity. He recommends that
the student's native culture be used am a building block for learning
and concludes with the obsetvation that "respecting cultural diversity

is not a bénavolent act but a p"erequisite for science and valid
professional practice" (p. 586).
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Lazarus, P: (1981)., The implementation of exceptional child

educafioﬁ‘programscfér_native ‘American youngsters. Paper
presented. at the Council for Exceptional Children Conference on
the Exceptional Bilingual Child, New Orleans, LA. (xRIC Document
Reproduction Service No. ED 133352) + +

The paper proposes a transculturai modei that emphasizes the

importance of handirapped indian children acqu’ .ring skilis and
knowledge of the majority culture without sa~rificing their cultural
identity: The values and history of the Miccousukee tribe from
Florida are discussed, as are the philosoph§,and organization of a
Bureau of Indian Affairs school for Miccousukees. The guidance and
counseling program in the school is desuribed in terms of its approach
to_dropout prevention; vocational guidance; and iuterrersonal skilie:

The interpersonai skills of special educators are seen as more

important than program content.

Pepper, F. C. (1976). Teaching the American Indian child in
mainstream settings. In R. L. Jones (Ed.), Maingtreaming the
minority child (pp. 133-158). Reston, VA: The Council for
Exceptional Chiidren.

In this chapter, the author contrasts the cultural characteristice
of many Indian groups with those of the majority Anglo poptulatiun,
Conflicts between Indfan values and majority group values are. outlined
and difficulties encountered by Indian chiidren in the majority_.

educational systen discussed. Suggestions are made for structuring

curricuiar content and instructional strategies to meet the needs of

Indian students: The chapter addresses these needs in general, and it
makes no dilect reference to unique needs of handicapped and/or gifted

Indian students.

Smith; J. (1979). The education of Mexlcan-Americans.,,Biliﬁéﬁél;
bicognitive; or biased? Teacher Education and Specizl Education,
2 (4), 37-48.

4 review of the demographic data, characteristics research, and
teacher-student intervactional research relating to school achievement

of MEXican-Americans is presented, The author points osut that =

Mexican—Americans are the least assimtlatzd minority, having retained

their native cultural patterns and ‘anguage to a greater extent than
any other ethnic group. Purther, while differences exist according to
geographic locations, socioeconomic status, level of acculturation,
and - individual characteristics, the u. S. Commission on Civil Rights

traits, values,; and heritage that sets them apart .as a distinct .and

rncognizable group.. In an analysis of existing research, the author

notcd that when rural children were included in research studies, they

than other groups studied., Coupled yith,research,showing greater
field dependence among Méxican school children; ‘the author récamménds

schoois in developing curricula, technologies and approaches well

suited to the cognitive styles of these students.
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TEACHER COMPETENCIES AND STAFF DEVELOPMENT

Baca; L. (iégéj. Iilingual special education teacher competencies.
Boulder, CO: AACTE's Bilingual Special Education Project.

*n this paper, the euthor detaiis a 1isting of specific
competencies needed by bilingual special education teachers: These
include‘ (1) language competencies (understanding, reading, vriting,

transfer) (3) 2ssessment Elanguage dominance, diagnoatic, S
soctal-environmental; and criterion-referenced);_(4). instruction

(including adapting, revising, and developing appropriate materials in
process of acculturation and assimilation, and ability to york yith,,,
66ﬁﬁunit? grbupé), énd (6) baréﬁtal ihVélvémént ﬁkillﬁ (cdltural child

environments)

Baca, Ls (1984) Teacher education. programs. In P. C: Chirn (Ed.),
Educationfoi culturallyfdifierent exceptional children (pp.

ndting that_ teacher education programs in this area should pxovide

training for acquisition of the skills of bilingual/bicultural.

education, special education, and a third group of cross-cultural
"eoivergent"” skills. As an example of this third group of skills, the
author noted that in-the area of assessment, bilingual special
sducators would recelve training in the assessment and development of
impaired language of ciildren from. non-Eninsh-speaking homes. Baca

classroom management; (4) cbunﬁeling, (5) advocacy/public re1ations'
and (6) research. Baca reports that currently there exist three

categories of university personnel preparaton. ptagtaﬁé in this area:
(1) traditional special education programs_that mske specilal efforts

to recruit ethnic minorities; (2) traditional special education .

programs that infuse biiinguai qpeciai educatton coneideratiens into
existing coursework and program requirements, and (3) a bilingual
special education program that is specifically designed to. truin

institutionaiization of these nontraditionai programs are. outiined.

Twelve recommendations are made for the development and direction of
bilingull special education programs.

Baca; L., & Chinn, P. C. (1982) Coming tu grips. with cultural

diversity. Exceptional Education Quarterly; 2 (4, 33-45.

This article stresses the importance of having teachers who are
trained in both special education and bilingual education. This
requires more than special education teachers who are bilirgual;



specialized understanding of seCond language development also is
needed: The problem is complicated by the lack of cummunication anc
understanding among special education and bilingual education )

personnel. Universities are just now beginning to develop programs to
train bilingual,special,educators., Teachers who support cultural
pluralism are more likely to recognize the individual needs and_

differences of culturally diverse exceptional cuildreu and to provide

appropriate educecion to meet these needs. For teachers who are mot
bilingual, the deveiopment of cultural sensitivity will improve their
ability to provide for the educational and self—concept develcspment
needs of culfurally different exceptional children.

Bergin;,V., (1980) Special education needs in biiinéﬁai §f&§§§i§.

Arlington; VA: National Cleartrgzhouse for Bilingual Education,

In this overview of a variety of iseues telating to epecial
education/bilingual education, the author devotes a chapter to the
developrant of interdisciplinary teacher education programs. She

points to the need for staff trainiang within colleges of education and
states three considerations tc gulde the design of any staff
development program (university or district level): (1) the

characteristics of the curricular program; (2) the characteristics of
the students to be served; and (3) the set of skills needed by
insttuctional personnel working with the specified students in the

orogram. The remainder of the chapter reviews each of these
components. The author specifies bilingual skills and bilingual.

education training. She points to_the University of Houston model

which integrates bilingusl and speclal education training at the
undergraduate level, and at the graduate level develups speciality
gtrands in special ediication with bilingual ediucatiosn training
incorporazted into each.

Bernal; E. M. (1983). Trends in bilingual special education.

Learning Disability Quarterly, 6 (4), pp: 424-431.

- Bernal identifies as critical the need to recruit and train
bilingual specialists to work with LEP, handicapped students in the
schools. He points out-that even witere institutions of higher
education offer both. bilingual education and special education =
training; seldom is there overlap between the two: special educators

are trained in monolingual, monocultural approaches and bilingual
educato.s learn little or nothing about exceptionality. Due to
specialized effortas by federal education agencies, preservice training
has recently made efforts to establish more adequate curricula in
bilingual special education. _Once research data demonstrates the

effectiveness of bilingual spectal education for both mildly .

handicapped and severely handicapped students, bilingual special
education may become established as a true area of concentration

development, and evaluation agendas for bilingual special education.



Bessant-Bryd H< (1981) Competencias for educating culturally
different exceptional children. In J. N. Nazzaro (Ed.),

Culturally diverse exceptional children in school., Reston, VA:

In thls status &rttcle, the aothors suggest arees of teacher

competency for working with exceptional minority group students.
These include the following: (&) knowledge of the role of value _
systems in relation to behaviorJ (b) Rnoﬁlédgé of the philosoph§ of

growth and development within and between cultures; (d) knowledge of

both traditional and contemporary life styles of different_ cultures,

(e) understanding of cultural and/or linguistic biases in the

composltlon, administration, and interpretation of existing assessment

instruments; (f) ability to provide a flexible learning environment
which meets the needs of learners from various cultural groups.

Carpenter, L: (1983): Communication disorders i lidmited= and
non-English proficient children. Los Alamitos, CA: National

Center for Bilingual Research:

This report describea the characteristics of speech-language

clinicians serving LEP children in Califotnia. Survey questionnaire

ianguage abilities are irrelevant to clinical practice. Further, most
rlinicians serving LEP children have received gome type of special

services, typically through the work facility- In. terms of services

needed by _ clinicians; the open-ended responses ‘tended to focus on

diagnostic_concerns_and to omit therapeutic tssues, even though most

clinician time is spent. on therapy, not diagnosis. This may be due to
pressures to comply with legal mandates relative to assessment. The
author suggests that research is neeced regarding the minimum_fluency

required in a non-English language to use the language. professionally.

In conclusion; the author points out that tha respondents. were

profeesionally prepared beyond the basic requirements of their jobs, -

although the quality of that preparation is unknown and skewed toward

diagnostic issues. The inclusion of speech-langiuage c~linicians in the

in-service training of bilingual education teachers is recowmended as

one means of increasing their skills ir working with LEP students:

Chinn, P. C.; & Kamp, S. H. (l§82)., Cultural diversity and
exceptionality. 1In N. G. Haring (Ed.), Exceptional children and
youth, (pp. 271-392). Columbus, OH: Charles E. Merrill

Publishing Co.

In the portion of this chapter dealing with the preparation of

teachers for culturally diverse exceptional children; the authors .

point out that although the Office of Civil Rights data show 25% of

special education students coming from minority backgrounds, only 11%



of all teachers. are. fron minority groups. The need for preparing

culturally sensitive teachers is stressed, and the NCATE standards for

multicultarai education are reviewed. The chapter discusses research
on learner characteristics and curriculum practices relevant to

teacher preparation.

Becano; P. (1979). Asian_ and Pacific kmericagiexceptional children

A conversation. Teacher Education and Special Education, 2 (4),
33-36.

Pacific American Education editorial board where,they are reviewing an
article on teacher education and special education. _In the course of
their conversation,; board members discuss the following factors
relevant_to_teacher education: _the issues of diversity (both intra-
and inter-ethnic group), the relevance of enculturation and language
fluency to. assessment and placement, differences in family systems and

the obiigations and responsibilitias associated with one's system,
Discussants agree that teachers also should be famitiar. with the Asian

communities to which their students belong and be able to demonstrate

cultural knowledge by usiag different approaches with each Asian
student.

Fﬁchiéiﬁi R. Y. (1980) Teacher education for culturally diverse
exceptional children. Exceptional Chirdren) 46, 634-641.

This article identifies the_ following issues and concerns in .

preparing teachers of the culturally diverse exceptional child (1)

the need to change tezcher attitudes and expectations; (2) the need to

develop instructional strategies for implementing curriculum content;

(3) the need to retrain college and university teacher education
faculty Lhrough a Dean 8 grant-type approach; and (4} a need for

teacher- preparation programa (in contrast to the . assimilationist

approach typical within educational institutions). He reports on a
1978 Council for Exceptional Children study which found that 782 of
the 250 colleges and universities surveyed did not have training
materials on minority. groups. - The author points out that such

materials are available through Teacher Corps_ projects, Ethnic

Heritage projects, and_commercial publishing companies. He notes that

most personnel preparation programs, when they do address cultural

diversity; do so in the form of separate courses or modiles, an

approach_that is neither comprehensive enough nor sufficieatly

integrated. A series of courses would be. -better; but would probably
not be acceptable glven the constraints of teacher preparation.

programs. The author recommends an integrated or infused approach,

nlthough he concedes that it is complex and difficult to implement.

He also. recommends the development of experimentsl courses jolntly
sponsored among departments as an interim step. In conclusion,; the

author points out that a major barrier to appropriate education for .

handicapped children 18 the failure of teacher education programs_to
provide information and skills on working with minority students and

their parents.



Gonzéles;,E.,fléiés., Preparation fgriteaching the multicnltnral

exceptional child. Teacher Education and Special Education, 2
(4); 12-18;

- The author describes the "Anglo-conformity" model that has
typified American education and traces the developm:nt of
@ulticultural appruaches in both_ general_and. special education: He
outlines several issues related to the preparaticn of qualified
teachers for the culturally diverse excepticaal child. In addition to
the need for teachers familiar with the culture and language of the
students, the author points to the problem of- teacher educators at the

univergity level who are not prepared to teach_ im multicvltural

settings. Other concerns discussed include parental involvement and

lack of appropriate curriculum materials.

Grant5;$§ié;;(1§é§5. Ethnicity, exceptionality, and teacher
educations: Learning Disebilityfguarterly, 6 (4), pp. 506-512.

professionai training of special educators and that a multicultural

perspective is underrepresented in recent statements of professional
competence. She noted that only 1 of the 11 areas of professional
competencies outlined by the Code of Ethics and Comnetencies for =
Teachers of Learning;iisabled Children and Youth explicitly mentions a

éénéitivity to cultural differences: An analysis of similar documents
developed by the National Joint Committee on Learning Disabilities
revealed that cultural considerations were implicitly, but not
explicitly, included. Im learning disability textbooks; the total
number of pages devoted to multicultiural topics ranged from G.0X to.
2.1%, with a 4% mean. In introductory special education texts; 1:4%
to 12.7% of the total. pages dealt with multicultural issues,; with a

mean of 4.4%X and a median of 2:8%:

included ethaic children, with culturally different children .
accounting for 13.6% of the children represented. The author notes

that teacher educators. may be incorporating multtcultural concepts.

into their lectures, discussions, and additional reading assignments.

Nonetheless, from the documents reviewed, she waras that our
professional training programs may be creating 'new myths* - about - the
culturally different exeeptional child, to wit that the elimination of

Meyen, E., Rodriquez, P., & Erb, K: S. Mainstreaming multicultural

education into special education, Lawrence, KS: The University
of Kansas.

This handbook présents a model developed for anAIyiinéiﬁﬁieeréity

teachér preparation curricula in special education to determine the
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This detailed selr-stndy ‘model was developed through a federally

funded project and designed to be replicable at any college or

university training program.

ertizL C. D. (1981) Training educators to meet the needs of
Hispanic exceptional students: A perspective. _In Special _
education and the Hispanic child. Proceedings for the._ Second
Annual Colloquium on Hiepanic Issues. New York, NY. (ERIC
Document Reproduction Service No. ED 210404)

,This paper describes a master's degree program at the Bank Street
Goiiege in New York City which prepares bilingual special educatfon
personnel. In this program,; tedchers are trained to be seusitive to

the learner's level of development and rate of progress: Bilingual

special education activities are._ integrated into the ongoing special

education and regular education. training programs. Information about

first_and second language acquisition in both normal and _handicapped -

chiidrenfis stressed along with assessment of language dominance and

proficiency, as well as knowledge of the legal aspects of bilingual
special education.

Piata, ﬁ; iigigj Preparing teacbergiforithe Mextcan-ﬁmerican 7
handicapped: The challenge and the charge:. Teacher Education and

Special Educationl 2 (4), 21-26.

. Snggestlng that inadeqaate personnel preparstion 1s responsible _

for the difficulties teachers have in dezling with culturally diverse

exceptional children, Plata valla for interdisciplinary efforts among

Reccgnizing the need to renegotiate professional roles in achieving
this programming, he suggests that such efforts are essential if

teacher education is to play its part in breaking down sterectypes of
Mexican-Americans and in _preparing teachers to work together in

providing for the educational needs of this population.

Preston, D.; Greenwood C: Rs, Hughes, Ve, Yuen,. P., Thihadeau, 9.;
Critchlow, W., & Harris, J. (1984). Minority i1ssues i{n spacial

education: A principal-mediated inservice program for teachers.
Exceptional Children, S1 (2), pp. 112=121.

This article dcscribes an ingervice training program designed for

presentation at building-level training sessions: . It also presents

the results of an evaluation study of this training program. The

training package irciudes an Instroctor's manual, an introductory

flyer, a l5-minute filmstrip-cassette kit, and 2 student textbouk

covering 10 units. These units, in addition to introductory and
overview chapters, cover assessment; languaze; learning style,
educational objectives and curriculum, educztionai aund vocational

barriers; policy,; community, and staff_ training. The study included &
building trainers, 20 participants, and a. contrast group of 10

teachers: Dependent variables of the study inciuded measures of B
chapter mastery, pre- and post-test knowledge attainment, ratings of

application tasks, and measures of trainee satisfaction: Results
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indicated that traihéeé maécéréd thé content, made §'uia'stantial ‘and

Prieto, A. G.,. Rueda R., & ﬁodriénei,fk. F. (1981). Teaching

Teacher Education and Special Education 4 (6) 35=39,

This article reports on a survey of 77 _teachers in the. Phoenix,

Arizona area aimed at_identifying competencies for teaching -

bilingual/muiticultural exceptional children. Using a Likert-type

scale; teachers responded to.a listing of 18 competency stacéments
that had been gleaned from literature searches. The three
competencies rated as most important included: (1) ways to involve
parents in the educational process; (2) ways to assess .
bilingual/multicultutal childrep iu terms of classroom. performan-e
(i.e.; using task analysis or criterion-referenced tests); and (3)
specific methods for working with btringual/malticultural exceptional

children _in the classroom: The authors notc that the majority of the

respondents were Anglo, indicating an underreprisentation of ethnic
group teachers. The extent tov which this fact affected the competency

ratings is unknown. For instance; the authors. point out that the.

failure to highly rate either. language familiarity or the examination

of cultural backgrounds of children. may be a_ function of insensitivity

to the importance of these variables on the part of the respondents,

or it could be that they already felt sufficiently sensitized. The

authors warn that special educators should exercise caution in
generalizing to the handicapped from studies with ‘nonhandicapped

students, as the pogsible interactions between handicapping

condition(s) and cultural/linguistic effects are unknowns

Ramirez, Be_ A., & Tippeconnic J. W, III.f (1979). Preﬁariﬁé

teachers of American Indian handicapped children. Teacher

EducatioaeandASpecial Education, 2 (4), 27-32.

where 85-90% of reservation teachers are Anglo, 52 are nonwhite, and

only 5% are Indian._ The non-Indian teachers have typically gone to
Eastern. nniversities, have no training in Indian cultures, and speak

no Indian languages. Their resulting difficulties and frustrations.
lead to high teacher turnover ratés and low teacher _expectations and

contribute to high dropout rates amorg Indlan students. A number of

pergonnel development programs were_funded by the Office of Indian

Education under_the provisions of the Education Amendments of 1974.

While some of these have incorporated special education components,

none have been specifically Special education projects. Several

Office of Special Education and Rehabilitative Services) have targeted

the -training of special education teachers to educate Indian

handicapped children: The authors identify a need for coordination of

efforts among tribes, universities, and federal and state agencies if

sufficient numbers of appropriately trained special education teachers
are to be prepared.f In addition to the training of increased numbers
of Indian special educators, thé authors call for jmprovements fn the
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manner in which this training is conducted. At both the preservice
and inservice levels, approaches _that integrate special education and

children; tribal self-determination, and tribal languages and

cultures: First-hand knowledge and experiences are also recommended.

Rodriguez, R:, Cole, J:, Stile, S., & Gallegos, R (1779).

Bilingualism and biculturalism for special education classrooms.

Teacher Educztion and Special Education,; 2 (4), 69-74.

. _This article outlines a plan to assist special sducators iu their
interactions with Spanish-backgr iund kandicapped children and their

parents. Studies suggesting the benefits of bilingual-bicultural
education for handicapped children from culturally diverse backgrounds
are reviewed, along with past practices and judicial decisions

regarding testing, placement, and due process rights. Three sets of
bilingual-bicognitive competencies that can easily be mastered by
monclingual spectal education teachers are described. These include:
€1) tdeological, social, and historical zwareness (including knowledge
of attitudes and beliefs on mental retardatfon and learning )
disabilities, parental attitudes_about_school; and family structure);
(2) parental and community inclusiocn {acceptance of family and hume in

the classroom; provisions for direct parental participation, and

dance, music, dress, food, bilingual/bicultural language arts--poems,

puppetry, rhymes, plays, and Spanish vocabulary--questioning,
directing, praising).

The authors polnt out that three major factors have contributed to

a recognized need for specialized training of professionals who work

predominantly with Hispanic children. These include: (1) research on

the effects of utilizing standardized tests to measure the B
intellectual abilities of Hispanics; (2) judicial decisions regarding
identification and placemeat of Hispanic children into special . :
education; and (3) data indicating gains in achievement among Hispanic

children when instruction is conducted in Spanish.

for teacher educatlon. Teacher Education snd Special Education, 2
(4), 4-11. -

Rueda; R.; & Prieto, A: Gi (1979). <Cultural pluralism: Implicattons

The authcrs provide an extensive discussion of culturally
assoclated var’=tles related to education, pointing out that (a)

further work 1s necded to clarify the relationship of cognitive style
to academic achiev.ment, and (b) the implications of cross-cultural

differences must be extrapolated from research employing = o
nonexceptional populations as there is a lack of a research base with
exceptional children: The authors maintain that multicultural
education must go beyond a focus on uvert aspects of culture to an

understanding of covert aspects of cultural/linguistic differences.

They propose that tne content of teacher~training programs be
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broadened to reflect the developing cmpirical knowl:-dge in these
areas. Teachers should kuow relevant empirical research and be aware

of 1ts limitatiocaos.._ In addition to content issues siich as_these, the

authors propose that attention be given to the macuer in which . ]
teachers are trained. Instead of separate programs_in multicultural
special educatica, infusion of multicultural competencies throughout
the special education teacher preparation program is recommended.
They acknowledgs that political and/or_funding reasons may make it
more feasible to maintain separate programs until they are gsecurely
established; but suggest that the uitimate goal of teacher training

programs must be the incorporation of a multicultural orientation into

all phases of training.

ééié;é;rs; J:, Michael, R, J., é,f&?idt;wﬁ,,igi?géjg ;éoﬁﬁétencies
necessary for iastructing migrant handicapped students.
Exceptional Childrem, 5! (1), pp. 50-53.

~_The authors report the results of a study of the relative
importance of 45 teacher competencies as perceived by 163 educators

who provide gervices to migrant handicapped students, The
§9mpe;enc1es,fglliiﬁto;raughli,t@giéggégéfiééz, those relating to

generic special education practices and those relating to the unique
needs of the migrant handicapped and their families. Of the 12

competencies rated most highly by the respondents, four_addressed the
importance of affective development and communication with parents an
community agencies: Competencies relating te noninstructional or-
skill application knuwledge (e.g, understanding of spscial education
issues and higtorical perspectives, the litigative and legislative
history of bilingual speclal education, understaanding or conducting
research related to migrant handicapped students) were ratad as the
bottom six in importance, with proficiency ia the native language of
the child perceived as the seventh least important competency: While
these perceptions are subject to error aud have no empirical 7
validation, the researchers suggest that they do provide a framework

from which to initiate efforts to design and implement programs to
prepare educators to work with migrant handicapped students.



i’iéésifd. R (i983 April) Preparing personnel ts serve learning
disahied,uispanics, Paper presented at che Annual Interuational
Convention of The Couneil for Exceptionsl Children. (ERXIC
Documenit Reproduction Service .. EC52677)

This paper reviews factore that affect rn_:preparatton of teachers

to work with learning disabled Hispanic students. The auihor

discusses -8 number of canstraints on_ the preparati:w of bilinﬁtal

bilingual professionals to recruit for the ‘various bilingual teschtng

roles. The author also discusses similarities bet -een bilingual and

special education and points out that these facilitate the integration
of the two disciplines. These similarities Include the specialized

uature of the populations, similar litigative and legislatixe

;hefayailabilitv of unique rescurcss, and specialized teacher
training. Content areas for preparation of bilingual special ,
educators_Include linguistics and language skills, sociai and cultural

foundations of education, human development and learning,

ysychopnrscnal dcmains, assessment, curr1Cu1um, evaluation and
selection of instructional materials, and school-community

relationships.
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ADMINISTRATIVE INTERFACE AND COLLABORATION
Landurand, P. (1980). Bilingual special education report. -In P..
Landurand and others (Eds.), Bridging the gap between bilingual

and_special educatiin. Presentations from the Roundtable on the
Bilingual Exceptional Child: Reston, VA: ERIC Clearinghouse on

Handicapped and 6i“ted Children:

rThis paper desciibes _he Billngual Speciai decation Projoct
(BIoEP) in HassachuSctts. Created out - of join* efforts of the

Billngual Special Education Training Group Task Force within the State

Departmeunt_ of _Education; ~nis_project coordirates fts efforts with the

state Bureau of Tramsitional Bilingual Edncstion, Division of.
Curriculum and Instruction, Bureau of Eguai Edu-ational Opportunity,
and the Division of Vocational Education, as well as the state

Biljﬁgual Advisory Coupcil. The project has sponsored administrative
workshops throughout the gtate for NI rzectors of Speclal Education and

Biliugual Educatioo programs as weli as statewide conferences on.

bilingual special education: .The project also establlished a Statewide
Bilingual Clearinghouse that houses information on bilingual special
education human resvurces, training programs, materials and curricula,
a placement center, nationwide program leaders, research
dissemination, and a Job Bank for bilingual -exceptional students
(unimplemented at time of report). The project also worked with
selected local school systems on a model Interdivisional Approach to

Biiingual Spectex. Education._ involving the development of .

buildrng—level teams conststing of an ESL teacher, bilingual teacher.
special education teacher, reading teacher, counselor, a regular
team were to develo, ass2gsmeént and placement procedures,and,to,,,
monitor and re—evaluate educational plans for bilingual handicapped
students.

Martinez, O. (1982). Developing a plan for coordination of .
bilingual and speclal education services: San Jose Unified -School
District Plan. 1ic A. Ochoa & J. Hurtéado (Eds.), Special educaiion

and the bilingual child; {1C6-111). (Conference proceedings):

San Diego: Natfonal Origin Desegregation Lau Center, San Diego

State University:

Thia;paper;delineatea a procedure for cooperative pregramming
afiong Biliigual fRdiucation, ESL, and Speécilal Ediucation programs. The
various program funds are coordinated for staff development,; the _
hiring of appropriate aldes; and the piloting of innovative programs.
Criterfa for selecting program options_and possibilities for

maximizing program options are suggested.

Martinez, i;, Foiey;;P;;fﬁ Vasquez, M. (1982). How to utilize
Vﬁfibﬁﬁ ﬁtété éﬁd fédéfél égéﬁb? réﬁﬁﬁfééﬁ f6f liﬁitéa Eﬁglibh

Hurtado (Eds.), Apecial education and the bilinguaiechilde
(88-93). San Diego: National Origin Desegregation Lau Center,

San Diego State University.
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This paper describes ways to access a varlety of agencles and
services as well as to interface funding from bilingual education and
special education within the State of California. Traianing

opportunities and resources within the state are alsc mentioned.
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NONBIASED ASSESSMENT

Abbott; R:; & Peterson, P: J: (1975): Learning disabilities--They're
,Hll around you. Paper presented at the Intérnzcional
Bilingu11—Bi1cu1tura1 Conference, - Chicago. {ERIC Document

Reproduction Service No. ED 1218529)

The primary thrust of this paper is to provide awareness level

information about learaing disabilities to biiingual educators. The

authors point out that early evaluation and correct diagnosis is
esaential if Gtudents are to athieve their full potentials. A ___

learning disabilities from the effects of. bilinguaiism.,,Bifferentiai

Diagnostic Assessment; conducted by a _bilingual/bicultural assessor,
should include (1) _language assessment; (2) achievement in reading and
math; (3) perceptual functions; (4) visual motor skills; (5) adaptive

behavior focusing on cuiture and environment‘ In addition, the impa"t

should be compared and contraeted to_ distinguiah between problems

involving linguistic and _cultural differences and those involving.

volues, learning styles) must be considered. The two language systems

actual learning disabilities: PFactors influencing the educational

prescription and treatment program are the severity of the problems,

the age of the student, and the home and school background of the
student.

Aiiei, é., & ioster, Ce. (1978j. Nondiscriminatory testing of

minority and exceptional children: Focus on. ExceptionalAChildren,
9 1‘}4.

testing diecueeee legal requiremente relative to nondiscrimination, B
various approaches to nondiscriminatory testing, and. nondiecriminatory
testing with severely/profoundly handicapped children. Specific

recommendations relative to. nondiecriminatory testing are wmade and

research questions to be addressed are posed.

Baca; L:; & Chinm; P: C: (1982): Coming to grips with cultural
diversity. Eitéptional Education Quarterly, 2, (4), 33-45.

The authors briefly review the. iitigative history involving the

use of gtandardized tests to identify minority children as mentally

handicapped. They point out that many minority children have been
placed in special educativn classes due to cultural and linguietic

differences, not because of intellectual handicaps. While this stiil

occurs, now it appears that culturally aand._ iinguiaticaiiy different

children who are truly handicapped are being denied special education

services: Three court cases in the State of New York are cited as
evidence of this trend. As a remedy, the authors cite the SOMPA as an
adaptive form of assessment for -handicapped minority children. For
gifted children, creative methods of identification such as peer

nomination sppear to be promising.
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dailey, D. B., & Harbin, G. L. (1980). Nondiscriminatory evaluation.
Excaptional Children, 46, 590-596.

_ The authors discuss current uttempts to reduce school bias through
the deveclopment of new assessment and evaluation procedures. Various
approsches for nonbiased testing are discussed, inciuding the
development of new testing procedures; the use of adaptive - ‘behavior
scales; the use of criterion referenced measures; and the development

of local c¢r special group norms. _The authors point to the potential

for bias in each step ~_ the decision making process. Bias can be

found in the referral process, the establishment of eligibility

criteria, the interpretation of results, the recommendation for
placement, and the actual placement decision itself. Attention to

aducational decision msking! The authors prapose that the elinination
of bias and good decision making are two separate goals; the former is

a legal,;. social, and ethical goal and the latter an educattonal
programnf goal.
Bernal, Ei Hi, & Tucker, J. A. (1981). A manual for screening and
agsesging students of limited English proficiency. Paper

presented_at the Council for Exceptional Children Conference on
the Exceptional Bilingual Child, New Orleans. (ERIC Document
Reproduction Service No. ED 209785)

This manual details a three-phase procedure for screening,

phaees specified include iaformal. 1anguage screening, formai 1anguage

assessment, and comprehensive individial assessmen:: For_each step,

alternatives are recommended depending on the language and academic
proficiencies of the student. This wodel, based on the assumption
that  language is the most critical factor in the assessment process, -
provides alternatives based: on 1anguage and achievement data gathered
at each step and phase of the assessment process.

Carpenter, L. J. (1983) Biiigg;gl speciai,educaticna An_overview of
issues. Los Alamitos, CA: National Center for Bilingual

Research

This publication identifies a variety of issues reiating to

Biiingual special education; including legal bases, definitions of the

population, prevalence, assessment and placement, and instructional
programming. In the section on . assessment, the author distusses
language assessment proceduresfdeaigned to meet Lau icjuirements as
well as nondiscriminatory special aducation assessment considerations.
Both federal and California requirements are discussed. Problems.
associasted with intelligence testing are presented_along _with_various

attempts_to reduce bias; including culture-fair tests; -translating

tests, rerorming tests, use of criterivn-referenced tests, and the use
of adaptive behavior scales. Particular problems that arise i
assessing bilingual children who are suspected of having handicapping

conditions are presented.
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Chinn, P. Ces & Kamp, S.VH. (1982) Cultural diversity and
exceptionality. 1In N. G. Haring (Ed.), Exceptional children and
youth (pp. 371-392). Cotumbus, OH: Charles E: Merrill Publishing
Cos

_ This general review chap:er focuses considerable attention on

issues related to assessment of culturslly {fferent handicapped

children.  The chapter presents-data on minority representation in
special education,; reports on litigation related to both

apﬁfoaches for iﬁﬁfoving cross-cultural assessment practices. An

extensive review of the SOMPA is provided.

Dade County Public Schools (n.d ). Afresou;ce—manual—for—the

students: Vol. III-B, evaluating the noannglish speakiug
handicapped. Tallahassee; FL.: Clearinghouse/Information Center,

Bureau of Education for Exceptional Students; Department of

Education:

This manual was developed to assist school districts with i

qpeaking handicapped thildren,, The report lists 22 1anguages for
which tilingual programs a~z provided in Florida school districts.
Althoegh 1980 counts shownd that Hispanics (Cubans, Puerto Ricans, and

Mexican Americans) made up nearly 8% of the total state school
enrollment, they were underrepresented im all programs for exceptional
children, accounting for less than 1.5% of enrollments in programs for
the gifted, The manual outlines procedures for screening -LEP students
for special education,; procedures for referral; and procedures for_
student evsaluation._ Specific_tests, in English as well as_in other

languages, are arnctated for both intelligence and achievement

testing. The use of observation and informal measures is also
discussed.f The impottance of cultural avareness - ior evaluation

characteristics,tor quious cultural groups”progided.,,Included,ate
profiles for Cuban, Mexican-American Migrant, Puerto Rican, Haitian,

Vietnamese, Groek. and Ruseian children:_ . 2Appendices of thiz manual
include the addresses of publishers, copies of due process forms in
various langusges (Chinese, French, Gre=k, Haitian, Creole,
Portuguese, Russian, Spanish, and Vietanamese), and selected speciaL

education terminology in Spanish and Vietnamese.

bﬁffei, Ji é., alvig,ig., Tucker, Jay & Ysseldyke, Js iigﬁl)

Nonbiased ameeﬁsmwnt A need for operationalism. Excegtionai
Childrenifl 627-434.

Thia article highlights the carreant - technical history of
assessment; reviewing -attempts to: alleviate problems associated with
bias_in_asgsessment _and definiong the cuncept of fairness io testing.

The role of accuituration in test performance is discussed.  Five

types of sducatlonal decisions affected by testing are delineated
(screening, platemcnt/classification, instructional planning,
individual pupll evaluation; and program evaluation) with the authors




warning against using assessment data collected for one purpose as a

vehicle to meet other assessment needs. It is suggested that the uses
of test data, rather than the tests themselves, have been the blasing
factor. They point to criterion-referenced testing and classification

systems as potentially less biasing; albeit more. expensive; .

alternatives and question the willingness of taxpayers to bear the

financial burden of developing and implementing such approaches.

Gerken K. Cs (1978) Performance of Mexican American children on
intelligence tests. Exceptional Children,4§4 438-443,

lhis article repor 8 on a study of the relationship of type of

intelligence test (verbal with verbal directions; nonverbal with

verbal directions, and nonverbal with nonverbal directions), examiner
group membership (e:g., Mexican-American, bilingual Anglo-American,

and monolingual Anglo-American), and language dominance of children.
No significant effect was found for examiner groups. _The 25_
Mexican~American subjects; all from homes where Spanish was spoken,

fell into three groups: _Spanish dominant, bilingual, and English.

dominant. Most were enrolled in either kindsrgarten or Head Start

programs. . The subjects were randomly assigned to examiners and given

the Weschler Preschool and Primary Scale of Intelligerce and the
Leiter International Performance Scale. Results showed no
significant effect for examiner groups; but did find that the __ _
language -of - the child arfected the intelligence test _scores; with_the
Spanish—dominant group scoring the lowest mean scores for the Leiter,
the WPPSI Verbal Scale;, and the WPPSI Performance Scale. Further,

across all groups, the subjects scored significantly higher on the
Leiter and the WPPSI Performance Scale ‘than on the WPPSI Verbal ‘Scale

dﬂficient, taén schools must look for other explanations of school
difficulties.

saaéiﬁga, Ls. 0. (1981) . Cultu:aleeonsiderations in the assessment of
,bilinggal—handicapped children. Paper presented at The _Council.

Child New Orleans, LA. (ERIC Document Reproduction Service No.

ED 133350) + +

The paper dtscusaes the effects of a specific culture, in this
case Chilean, on bilingual handicapped students' response to test
items. Even though the tests used were Spanish translations,
subjects' responses were influenced by lifestyles; the educational .
system, and the_physical resources avatlable fn the classroom setting.
Evidence is cited to indicate that simple translations and adaptations
of existing tests result in lower reliability, validity, means, and
standard deviations. The author recommends supplementing formal tests
with informal ones designad specifically for use - in the home country

and based on material geared to specific cultural needs.
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Scale--Public School Version: Substudy 5 of 5. Sacramento, CA:
State Department of Education. (ERIC Document Reproduction

Service No. ED 156690)

A representative sample of California school psychologists was -
surveyed to determine the frequency with which they used the Adaptive
Behavior _Scale_and the relationship between training in the use cf the

scale and their perceptions of the efficacy of the measures:.  Most

examiners had used the scale two or fewer times, though 30-45% had
been introduced to the scale in assessment workshops, trained others,
or participated in special courses. -In general, the more extensive
the training, the more positive the judgment about its utility in
measuring aaaptivé behaVior ‘measures. _The information from the.
information to the evaluation and placement procéss. The Spanish

surnamed <’ “ldren always had the lowest scores on the Physical
Development domain, indicating the possibility of sensory and motor

handicaps.
Lambert; N. M. (1981)., Psychological evideace in Larry P. v. Wilson
Riles. American Psychologist, 36 (9), 937-952.

ln this article, hambert argues againat the court's decision in
the Larry P. v. Wilson Riles case. in which the court banned the use of
intelligence tests for purposes of placing black students into special
education programs. - The author maintains that the court erred in its
determination that the use of IQ testing was responsible for the

overrepresentation of black students in EMR special education _

programs._ She also notes that there is not sufficient evidence to

conclude that EMR programs stigmatize students. Lambert points out
that it is the child's school failure that precipitates the referral

major role in student placement., She ‘notes that subsequent to the
Larry P. v. Wilson Riles_ decision, equal numbers of Black and. Hispanic

student> have been referred to EMR classes, demonstrating that factors

other than IQ tests are responsible for existing overrepresentation.

ihé aiithor ﬁaiﬁ;;iﬁs, contrary to,thé court opinicn, ;hac
examiner-race variables are not significant factors and_that IQ tests

Hispanics, and Asian students. _She asserts that. IQ. tests do not

underestimate the abilities of black children and supports the.

validity of the WISC in measuring the school ability of minority
children. Further,,she argues that tests such as the SOMPA are_ racist
and stereotyping and lead to misleading conclusions educationally.

£1983) . Minority overrepresentation, A case for alternative.

practicés prior to referral. Learning Disability Quarterly, 6
(4), 448-456.
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, Suggesting that the isolation and countrol of specific assessment
practices may not be the best approach to addressing the probiem of

overrepresentation. of mtnortty students tn special education, the

education. Five such approaghes,are described,in the paper each of
which i8 high in academic engaged time and each of which provides for
direct instmiction of -the targeted skills. _The five alternative

approaches recommended include Distar, the Exemplary Center for -

Reading Instruction; precision teaching, class-wide peer tutoring, and

the Adaptive Learning Environments Model. The author point out that

thele five approachea lhare many characteristics and all include
components of the dirggt instriuctional models cited in the effective
schools literature. The use of these practices in _conjunction with

systematic ilmprovements in screening, assessment, and. placement could

contribute significantly to reducing minority overrepresentation in
special education:

ﬁowder;rﬁ; A; (19795" A strategy for the assessment of bilingual g

pluraiistic assessment techniqﬁes. The fact that no single test is
sufficient is emphasized. The author recommends that first the
dominent language of the student must be determined, followed by
further testigg in that language. -She recommends pluralistic.
techniques and criterion referenced approaches both for identification
and program planning purposes.
Nelson-Burges, S: A:, & Meyerson, M. D. (i575). MIRA: A concept in
receptive language assessment of bilingual children. Language
Speech and Hearing Services in Schools; 6, 24-28.

_This article Briefiy describes_the Mextcan—American Inventcry of

Recepttve Abilities (MIRA), a receptive language measure develbped

assgess thg vdcabularyfrecoggigiqpfskillg of Méxican-American7Chicano
childréﬁ 1n bbth S‘aﬁiéh ~and Eﬁgliéh. It is Eﬁggéétéd that Af a child

sﬁipéétéd and diagnoatic therapy tnitiated., The MIRA response aheet

is appended and its relevance to only a specific gevgraphical area is

stressed.

Nuttall, E. V., Landurand, P. M., Goldman, P. (1984). A writical
look at testing and evaluation from a cross-cultural perspective.
In P. C. Chinn (Ed.), Education of culturally and linguistically

different exceptional children (pps 42-62): Reston, VA: The

Council for Exceptional Children:
The authors review the research on the uses and misuses of

standardized agsessment instruments with bilingual populations. Tﬁéy
identify as the major problems in cross—cultural assessment the lack
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of administrative coordination, the ‘dearth of trained personnel who .
are bilingual; the unavailability - of descriptive data, the absence of
clearly articulated guidelines and procedures; and the fact that there

is no research base: . The most common _appraaches to nondiscriminatory

assessment are analyzed and viable approaches to alternative

nondiscriminatory assessment and evaluation techniques are
recommended. Based on. their analysis of the research the authors

approach to test bias with its emphasis on the process of assessment.

Oakland Te (1986)., Nonbiased assessment of minority group children.
Exceptional Education Quarterly, 1 (3), 31-46.

- This article reviews various approaches to nonbissed assessment
and exam‘nes issues relative to assessment of minority group children.

children, uninfarmed parents, pooriy trained examiners, inadequate
asseasment techniques, bureaucratic school district policies, and
teachere and principals who are unprepared to make educational
adjustments to meat individual student needs. Sources of assessment
bias that may occur before; during; or after testing are specified.
Finally; a variety of attempts to reduce bias in educational

programming are reviewed:

Perlman, R., Zabel M.; & Zabel R. (198.); Specisifeducation,for ]
exceptional biling;sl studentss Milwaukee, WI: Midwest National
Origin Desegregction Asslstance Centers

_In this booklet. the authqrs discuss interdisciplinary components
of bilingual spectal education: _Special educaticn_categories are.

defined and brief descriptions are provided of legal mandates that

ensure equal educational opportunity for language minority, ..
handicapped and the bilingual special education students., The

handicapped student can arise when: (1) there i3 inadequate o

representation of language minority children inciaded in the norming

population sample; (2) there are items iu the tests which are
subsequently culturally, linguistically, and experientially biased;
(3) there are problems in the test administration process; and (4)
test results are misinte;preted for one or more of -the above reasons.
The guthors recommend s prereferral process that adjusts teacher;
student;_and_curricular variables before_special education assessment

and placement are considered:. _Student variables to be considered are

data on sensory functioning, general health, language performance,
soclocultural background, cognitive development, and academic.
achievement. Teacher variables are teaching style, persvanality
expectations, interaction patterns, values, language facility,
competence, SES status; and ethnicity. Cultural variables refer to
relevance; organization; clarity of presentation in materials.

The assessment process must include varions dats gathering

procedures including: (1) classroom observation of student
functioning; (2) interviews with parents, teachers, and other
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signiftcant informants, £3) revtew of 811 exiattng school records, (%)

formal testing of language, academic achievement, sensorimotor
functioning; (5) aptitude or 1Q; (6) adaptive behavior; (7) emotional
adjustment; (8) medical history; and (9) informal testing. Unbiased
assaegsment devices reviewed are,(l) the -System of Multicultural
Pluralistic Assessment (SOMPA) developed by Mercer and Lewis; (2} the

Learning Potential Assessment Device (LPAD) developed by Feuerstetn;

€3) _the Piagetian-based assezasment approach. According to the

writers, these should be included in any battery of instruments used
to assess language minority students.

exceptional pupils A practical approach. Reston, Vﬁ ERIC

Cliaringhouse on Handicapped and Giftea Children.

In the second chapter of thia monograph, the author outlines a

uumber of practicsl suggestions for assessing bilingual students €or
special education placement and programming., Aﬂ adapted versitn of

types of tests and_ ﬁérébﬁﬁél for each_ phaae, _In addition,
recommendations are made relative to the use of tnformal checklists
and rating scales; informal survey tests,; direct observation, and
interview techniques. Task analysis, problem-solving techniques, and
language-asseasment considerations are also presented.
Recommendations are made for the development of criterion-referenced

tests. Finally; general techniques designed to enhance assessment of

students with limited-English proficiency are discussed.

RBYﬁdldl, Re; & Gutgig,fB. (i§86)* A regression. anaiyeiﬁ of test

bias on the WISC-R for Anglos and Chicasios referred-for -
psychological gervices. Journal of Abnormal Child Psychology; 8

(2); 237-43,

_ The predictive _validity. of the hechsier rnteiiigunce Scale for

Chtldren-kavised was investigated across race with 174 Chicano (mean
age 11 years) and 94 Anglo (mean age 10 years) children referred for
psychological aervices as subjects. Regresaion lines for the

Potthoff,analyais, which providea a simultaneous test of slope and
intercept values. Results of these comparisons generally supported
the predictive vaiidity of the Wechslar Intelligence Scale for
Children-Revised across race with this referral sample of young

children.

on creiicﬁiturai assessment. (1980). Highstown, NJ: Northeast

(ERIC Document Reproduction Service No.

Regional xesource Center.
ED 196194) + +

An initialeauggeation,waa,far,a,molatorium on the use of standardized

intelligence tests for these students: Recomuendations are addressed
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responsibie for coordinating and monitoring state ievﬁi bilingual

speciai education) formulatien of the annual program plan, assessment

developing policies and procedures for,screening,ﬁprereferral

intervention; référral,'aaaéaénént, and placement).

Tucker; J. A. £1980),, Nineteen steps for assnrigg non-biased
placement in special education. Reston, VA: ERIC Clearinghouse
on Handicapped and Gifted Children. (ERIC Document Reproduction

Service No. ED 191255)

This paper describes a framework for & nonbiased special education
assessment and placement system for LEP gtudents. The 19 questions
and related steps described include: (1) referral; (2) anmecdotal

observations; (3) parent contact; (&) implementation of alternative

classroom strategies; (5) comprehensive screering procedures; (6)

alternative regular education placements/services; (7) referral to
special education, (8) multidisciplinary agsessment team preparation,

integrated report (13 scheduling IEP. meetings and furnishing the

parent with copies of asseasment reporta' (14) decisions on special

(18) provision,of educationa1 programming, and (19) evaluation of
student progress.

Watson, D., Gronell S., Heller, B.; ﬁ Omark D., (1980)

Nondisciiminatoryeassessmentj—lest—matrix, Volumé II. San Diego:
San Diego County Department of Education.

authors to assist practitioners in seiecting testing instruments.,,It

is organized ifato topic areas which correspond with those prescribed

in PL 94-142 and California Title V regulations. More specifically,
oue axis of the matrix lists tests and the other axis lists the

following variables used in evaluating each test: (1) target group;
(2) grade or age level, (3) reliability, (4) validity, (5) reference

group, (6) administration time, (7) apparent usefulness.

In chis matrix these are reviewed 69 testa ot achievement, 2&
gcreening and school readiness tests; 72 tests of adaptive behavior,
development, and social competence; 52 tests of English proficiency;
40 tests of langusge dominance; 44 tests of native language
proficiency; 48 tests of intellectual and cognitive abilfity; 1l

measures of learning approach/learning style; 1i locus of control

aéaaaiéa; 14 socioculturai tests, 13 tests of auditury perveption, 10

disturbance, 21 self—concept measures, 39 tests of psychomotor skills
or neurological impairment, and finally, 48 vocational and
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following this comprehensive metrix is a directory of test

publishers and an index of tests reviewed in the matrix.

Watson,fD., Omark D., Gronell s., & Heller, B., (1980) S
Nondiscriminatory assessment: Practitioners handbook, VQlummLi,

San Diego: San Diego County Bepartment of Education.

Thia handbuok recommends that assessment practitionsrs be trained
in all perrinent theor y and practice relative to nondiscriminatory
asggesswent. -Four ceonceptual models traditionally used in the .
assessment of children are discussed: _the_ ﬁedicéi model; the social

past and_ ﬁrésént. A sequentisl/phase model for nonbiased assessment
and treatment includes the following steps: assessing the child's
school performance assessing current skills; iocking at adaptive
behavior and medical developmental data; assessing ability variabies
such ag perception and psycholinguistic, intellectual; end

peychological adjustment.  Appropriate. procedures in devel-nins a

comprehensive assessment plan are presented and cultural and soccial

concerns (e:g., interacting with parents and using interpreters and
aides) are discussed. Factors relative to selection and use of test

the - -test; and test standardization variables. Essential components of

nondiscriminatory assessment include rapport, testing preparedness,

cultural awareness, and sensitivity. Naturalistic and observatiunal

techniques are recommended approaches for ascertaining a holistic

pictire of the child's strengths and weaknesses.

Zavala; -J.; & Mims, J. £1953),. Identification cf learning disabled
bilingual Hispanic students: Learning Disability Quarterly, 6

(4); 473-488;

This article repor 8 on a study that compared the achievement and

(NLD) “Each group included 10 atudents, grades one through six.

Analysis of the data found that the following tests predicted learning

disabilities: Prueba de Lectura v Leggua}e Escrito, Test of Nonverbal
, Test of Reading Comprehension, Prueba de Desarrollo

Inicial de Lenguaje, Test of Early Lenguage Develolment-lntermediate,

and the Perfil de Evaluacion del Comportamiento]TeacheriSurveyi

Significant differenc2s were found between the LD and NLD groups in

75%_of the measures_administered: The LD students were considerably

behind the NLD studeuts in measures of linguistic ability for both
first and second 1anguages.f This suggests that the LD students are

demonstrate the potential benefits of bilingualism on_ their cognitive

development. Impoverished language appeared to be a strong indicator
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of learning disabilities. The study also found that the perceptions
of regular classroom teachers relative to etudent behaviors appeared

to be biased against the LD students. The authors reccaumend that the
following areas be addressed in the in-service education of special
education and school psychology persoanel: pluralistic cultural
awareness; diagnosis of culturally different populations, and

appropriate intervention methods.



EDUCATIONAL PLACEMENT AND PROGRAMMING

Aimanza, H. P., & Mosley, W. J.7(1980) Curriculum adaptations and
modificatione for culturally diverse handicapped children.

The authors point out that, until quite recently, curricuium -

the._ effects of race, ethnicity, or CUlrure on lesrning. Curricu‘um

developers have regarded the categuries of handicap as the basic
variable for appropriate curriculum differeatiation. If student
learning is affected by culture, and if school learning - 18 to be
valued by the student; then the content must be selected and_ prcsented

in culturally appropriate ways. The article discusses the learning.

style characteristics of various subgroups and their relatiomship. to

learning. The discusstion is solely in terms of research done with

nonhandfcapped learners, however. The major thesis is the importance

of focusing on style of learning and the way that these processes vary
among learners; in other words; the importante of directly relating

curriculum dégigﬁ to the adaptive styles of the learners.

ﬁaca L., & Chinn P._ e.,,(i982) Goming to grips with cultural

diveréiti. Excentionai Fducation Quarterly, 2, 33-45.

This state-of-the-art article identifies brahiéné iavolved ina
providing epecial education to. ethnic minority group children. These

specia- education, (b) the identiFication and assessment. process, éc)
lack of teacher sensitivity to needs of minority group children, (d)
teacher_ perceptions of minority groups, (e) children 8 perceptions of

educators and special educators., The lack of coamunication and

collaborative efforts between bilingual educators and special .

educators is identified as a problem area in providing appropriate

education: typically neither is trained in the other's discipline.

in orlentation are more likely to work toward providing appropriate

education to_exceptional children from minority group backgrounds.

Bilingual special education involves using the home language and home

culture along with English in individualily desfgned educational
programs. The resource room approach is identified as the most
popular program model for bilingiual special education; with some
districts using self-contained and itinerant teacher approaches- The._
importance of a carefully planned; multicultural curriculum as a means
of rectifying negative self-concepts and for ceveloping ethnic pride

is stressed:

The authors suggest that teachers who are culcurally pluraligtic

materials and media for”minority handicapped students. The
Journal of Special Bducationm, 13 (2), 157-167.
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paucity of instructional materials and media. The purpose of the

study was to determine the perceptions of spacial educators as_to the

availability and usability of instructional materials for minority

handicapped children. From I3 regions (selected for their high
minority enrvllments), 270 special educators were polled through
strictured interview questionnzires. The three cultural subgroups

idenitified included Blacks, Hispanics, and Native Americans. Teachers
of Hispanics more than the other two groups rated the materials as
culcurally inappropriate. The authors postulate that the_relative
satisfaction_of the teachers_of Blacks_may have_ resulted from the
zeitgeist created several years ago for commercial publishers to
develop materials relevant to inner-city Black children. . The
respondents tended to feel that the instructional materials/media for
academic siubjects (such as math) which do not draw on linguistic or
cultural experiences were relevant whereas ‘those for academic

skills, and affective or social learning were. quite another story.

The 1atter were viewed as culturally and linguistically loaded against
the user. The respondents expressed a need for information about
materials being developed, a growing concern for the high cost of
commercial products, and dissatisfaction with frequent difficulty in

Bruck M., Rabinovitch M. S., & 6ates, M.5,£l975)., Theaeffectscof

EEéﬁéﬁ_liﬁéiiloﬁfﬁioiiiﬁicoﬁcéﬁildieicuith;laqgggggfdisabi1ities,
A preliminary report. Working papers on bilingualism, No. 5.
Toronitao, - Gitario: Ountario Institite for Studies in Education;

Bilingual Education Project- (ERIC Document Reproduction Service

No. ED 125242)

_This report describes how. Anglophone children with -
language-learning disabilities fare in French immersion programs. The
study was initiated because there was concern that the slow learners
in the French immersion programs were not progressing sufficiently in
reading, writing and speaking their native language (English). Two
opinions_prevailed; neither substantiated with data.,. One positioﬁ

held_that_these children should be switched. to an all Engllsh class to
avoid compounding their problems. The other position recommended
leaving these children in the French immersion class as two languages
would not retard the child and could possibly -aid in acquiring basic
language skills., They argued that. théﬁé children would be having
difficulty in either program and their learning of French could be

politically, economically; and socially benefictal for them in the

long runa

Gpeaking) children in grades K-3 (l) children with diagnosed
language-learning difficulties in French immersion programs (FP), (2)
children with diagnosed. language-learning difficulties in. English
programs (EP), (3) children with no language-learning problems in
French immersion programs (FC); and (4) children with no
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language-learning problems in English programs (EC): The problem
children (FP and EP) were watched to the control children (FC and EC)
on the basis of sex, age, clc-s teacher, and location of home (an
indication of socioeconomic status).

Students were screened for language-learning disabilities and then

assessed annually mid-year for their progress in native language ]
development (English); cogunitive development, school achievement, and
second language skills (French). _Student observations and teacher
interviews were also used in the evaluation of pupil achievement in
reading; writing, math, and second language skills as well as pupil

behavior problems:
The controls tested better thai the problém children, but there
were no significant differences in achievement of problem children in

either the French immerson program (FP) or the English program (EP).
The children (FP) had learned to.read in both English and French,
their school achievement was adequate, and they could understand as
well as_communicate in their second language with some facility.

Their first language acquisition did not appear to have been retarded
by the immersion experience. Therefore; the study indicates that the
French immersion program does not detrimentally affect the azademic

development of children with language-learning problems and,

furthermore; the results show greater proficiency in French than
students in typical French-as-a-second-language programs.

;:7fﬁi£ report was considered preliminary due to the small ﬁﬁiﬁé?wéf
children studied. The lack of empirical evidence of French language
development was cited as another limitation; while all tests were

administered in English, French proficiency was evaluated only through
observation and teacher report. The authors recommended that there be
at least a year's delay in introducing reading in a second langiuage

and stressed the necessity of remedial programs in French instead of
switching to English-only classes when difficulties arise. They noted
that most bilingual students experience a period of difficulty, but if

given assistance they can make normal progress:

Carpenter; L. J. (1983a): Bilingusl special-education: An overview
of issues. Los Alamitos, CA: National Center for Bilingual
Research.

providing special education to bilingual students, the author devotes
considerable attention to auestions of educational programming. The
purposes and objectives of bilingual education and special education
as separate entities are presented, along with legal foundations for
both and a rationale for bilingual instruction of handicapped
students. The authur points out that in California most minority
students are instructed in English only. The author summarizes the
state of the art as one in which we "do not know what kinds of
educational programs will be most beneficial for LEP handicapped
children: We are not sure how to assess these children in ways that
yield maximum information for program planning. We do not know 1f our

(educational) technology is adequate, given appropriately trained
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staff to implement it. And, conversely, we do not know, given such
staff, if our technology is sufficiently adequate to impact on their
educational lives. We do not know if different languages of
lastruction lead to different educational outcomes, and we are not

even sure what the expected outcomes are or should be." (pp. 45-46)

Carpenter;;bgfiii§é3b)§ Communication disorders in limited= and
non-Fngligh proficient children. Los Alamitos, CA: National
Center for Bilingual Research.

In this state study of over 307 California speech-language
clinicians; the author reported that services provided to
commnnicatively handicapped LEP children were the saiie as those

provided to monolingual English apeaking children. These included

diagnostic evaluation, remedial speech and language therapy, ‘and

class was English., Although diatricts reported that they attempted to

have LEP students served by clinictans with non-English ability, none

had specific inf -mation about clinician background other than

clinician self- ¥OTts Host clinicians appeared (self—report) to

Few reported ability in non—English languages other than Spanish.

However; Spanish LEP children had a better chance than non-Spanish LEP

students of receiving services from a clinician not familiar with
their language.

The language used for diagnosis varied depending on the child's
language and the cliniclan's non-English language abilities. ,Therapy
typically was conducted in English. The author_notes thac the
resources and bibliographic references available to speech-language
pathologists typically address diagnostic issues, with few rescurces

or references addressing therapy issues.

Ceéeli&a’ P; T., & Pacheco, R. ’(198’&')'7 Special éciu'cat’o’n curriculum

students Final report. San Diego: San Biego State (niversity.

_This. report describes a study designed to determine the extent to

which nonCOmmerical instructional materials had been locally or

projefts, and -individual professionals were polled. The. study found

only a limited number (24) of locally. developed materials that were

available for use by others; most of these were in the areas of

reading or language development. Further, of 89 commercial materials
that respondents indicated thst they utilized, ouly 5 were listed by
five or more respondents, with 81 materials listed by only one or two

respondents each.

Chan K., & Rueda, R (i§7§) Poverty and culture in education:
Separate but equal. Exceptional Children, 45, 422-428.
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~ In this review article, the authors point out that conflicts arise
wken the learning styles reguired ia the home and comnmunity.

environrent_of the child are not consistent with those required in the

school environment; Sensitivity and flexibility are cited as the most
important teacher characteristics for meeting the needs of culturally
diverse exceptional children.

Chinn, P. (1979). Curriculum development for culturally different

exceptional children. Teacher Education and Special Education, 2
t4), 49-58;

In discussing tne educational plight of the handicapped minority :
child, the authur points to a "double whammy" effect wherein the child
must cope with both linguistic and cultural differences as well as the
limitations of a handicapping condition. He reports that a search of

ERIC; ERCE; and NIMIS data bases produced an. extremely iimfted nomber

of programs_and curricula designed for handicspped minority studcnts.

He suggested that perhaps a8 number of materiala have been developed by

individual teachers for culturally diverse exceptiona? children.
Curricular needs of this population include ethnic stu les,
instruction in how to live within the system (e.g., the identification
and use of resources available fot food assistance and heaxth care,;

career education, and nucrition. Issues relating to the education of

gifted children are also discussed: Cultural and learning style

differences are presented from the literatire on nonhandicapped
children, with the importance of teacher sensitivity to these

differences stressed. The author concludes that special educators

will have to adapt curriculum materials to meet the needs of

The Council for Exceptional Children‘ {1973).7 Minorities position
policy statements. Excepticnal Children, 45, 57-64.

- In its policy statements on cultural diversity and special
education, The Council for Exceptional Children states: ‘An
appropriate public education that meets unique needs of minority
children must include careful consideration of cultural and aethnic
influences which might affect student performances in areas such as
pupil placement, teaching strategies; curriculum adaptation, and
development of instructional materials.' (p. 57)

Cuevas; G. J., & Beech; M: €: (1983). A éécond-language approach to
mathematics skills: Applications for limited-English proficient
students with learning disabilities. Learning Disability

Quarterly, 6 (4), 489-495.

,This article presents a diagnostic-prescriptive approach and

instructional model for teaching mathematics to LEP, learning disabled

students:. The approach emphasizes the needed mathematics language
skills and is purported tov be equally effective with students whose
language difficulties stem from language disabilities or from language
interference. The premise underlying this approach is that
second-language learners do not possess many or all of the language

5254



skills necessary to master the mathematics contént. The approach
coittains two interdependent strands: the content strand and the
language strand.

Cummins, Je. (19555 Bilingualism and special education Program and
pedagogical issues: Lez-ning Disskility Quarterly, & (&),
373-386.

: In this article, Cummins reviews the construct of_ common

uiderlying proficiency (CUP) which holds that knowledge acauired in

one :language promotes the acquisition of a second language. as well as

academic achievement in that language. In other words, CUP ma -5
possible the transfer of cognitive/academic or literacy rslate. skills

across languages. Cummins also reviews the basic principles __

underlying bilingdalism and language acquisition and theu summarizes

LEP handicappEd children. Based on_ these data, Gummins recommends
that eduzational programs for LEP; handicapped students develop .

first-language literacy skills. and de-emphasize early placement in

English-only programs. _Further, care must be taken to ensure that

instruction. is comprehensible rather than presented as isolated

language components. - It would appear that many opportunities to
interact with curricula materials in both languages; to seek S
assistance from bilingual teachers, and to interact with fellow

students are all helpful. Cummins also recommends that parents of LEP

children never_be advised to switch to speaking only English in the

home; this tends to limit the opportunities of children to develop

basic concepts in the language in which they are most proficient.

Duran, E (19°0a) : Readigg urriculum for Beginning,ﬁispanic

bili ggt.s.~hildren based on direct-imstructic-. Las Cruces: New

Mexico State University. (ERIC Document Reproduction Service No.
ED 191623) + +

Addressing the needs of His anic bilingual children with 1earning

problems, the manual is arLanged to help teach beginning students

vowels and t'ie concepts of shapes in a._ step-by-step manner based on
Englemann's principles of direct instruction. Equivalent

Spanish/English chapters are designed to teach pronunciation snd
identification of vowels for reading remediarton and to teach the

concepts of shapes such as the triangle, square; rectangle; and .

circles Vowels and shapes are selacted as the_teaching topics because

they are major areas of -learring difficulties for the. Hispanic child

having special needs. It is stated that once an instructor becomes

familiar with the manual, an easy transfer can be made using the

wmanual's principles to teach other concepts: Revisw and testing

sections are included at the end of each chapter. Results of a field

test with 120 bilingual first graders indicate that the manual's

direct metnod of teaching significantly increases students' learning

of vowels and concepts of shapes as compared to other bitingual

wethods. Appended are the Spanish Reading. Assessment Instrument

(unique in that it utilizes "non-sense" words to assess a child's

regdingiahility tn Spanish), instructions for administering the

instrument, and an answer sheet (which should reveal all the specific



areas where the student has difficulty and which can be used for
diagnostic purposes).

Duran; E. (1980b). _Teaching reading to disadvantiged Hispanic

children-based on direct instruction, Las Cruces: New Mexic
State University. (ERIC Document Reproduction Service No. FD
191624) + +

A contiolled experiment was conducted in 1980 with 117 first
graders in_two Southwestern schoouls near the Mexican bo~der to .
determine the effects of direct inmstruction in teaching bil- zual .

Hispanic children to read. Direct instruction has been defimed as

using modeling, reinforcement; prompting, discrimination learning, and

correction/feedback for positive self-concept development:. Two rural
8chools with high percentages of Chicano students and with established
bilingual education programs were selected for the study; however, .
School A served a poor neighborhood and was judged to be disadvantaged
while School B served a more affluent area. In each aschool 58 first
grade Hispanic bilingual children were randomly selected and randonmly

assigned.to two experimental groups; conditions for which were
identical except that ome group used direct instruction and the other
group used the regular bilingual method: Significant effects resulted
between schools, between groups, and within a group/school
interaction: Tentatively, direct instruction can gignificantly .

improve beginning bilingual children's achievement more than regular
bilingual instruction; bilingual education may be emhanced by
incorporating direct instruction into its teaching method: "School

characteristics" may interact with the effects of any specific
teaching method.

Evans; J: (1974): A-project to develop curriculum for four-year—old

handicapped children. —Final report. Austin, TX: Southwest
Educational Development Lab. (ERIC Document Reproduction Service

No. ED 21046)

_This report describes a project which focused on the
identification of 4-year-old Mexican-American children with learning

disabilties and the development of appropriate curricular materfals
for them. The target population included 29 day-care children, ages 3
to 5, who were identified as having severe learning disabilities.

Uoing a pre-/post-test esearch design; the achievement of this group

was_cowpared with that of two control groups: nonhandicapped

classmates and handicapped children who had not received supplementary

assistance: Project results were (a) significant gains on
criterion-referenced and norm-referenced tests, (b) greater gains for
target children Who received theé siupplementary activities, and (c) in
gsome areas, the experimental group made gains compsrable to those of
the nonhandicapped students. _Described in this zcpert are project _

products, including a screening instrument, observational checklistn
for referrals, a criterion-referenced test, supplemental instructional

activities, arnd a manual for working with parents of handicapped
children.
fradd, é., & éiéméné, L. H. (iééj). iﬁpiiéations of psyCﬁnaogicai
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and educational research for assessment and instruction ofc

cultnrally and lingnistically different students: L,'rning
Diaahilityfenarterly1 6 (4), 468-478,

evaluation criteria to the cultural context and (b) adapting

assessment  instruments. and procedures to minority students. Special
attention is paid to distinguishking between learning disabilities and
linguistic/cultural differences, thereby improving the probability of

appropriate academic placement of students._ _Four_ instructional

techniques for enhancing academic language acquisition. are presented.

These_include: (1) Mathemagenics, a_ process for providing boundary

structures that direct attention to the task or skill to be mastered;
(2) observational learning or modeling, which can include videotaped
performances of students from the target culture; (3) language
exparience approaches which can providefunifying,culturally relevant
themes for language development; and (4) heuristics; or teaching
students to evaluate their own problem solving approaches.

diverse éﬁiiaiéﬁ. Exceptinnallctxildren1 46, 598-605.

children. He polnts out. that, while there is no question that .

discontinuities between home and school learning should be reduced

there is disagreement about the nature of these differences, with
research on cognitive styles inconsistent.ffIhere i8 also little
research baae on the specific effects Jf differential teacher BehaviOr

culturally diverse children.,,Further, efforts to delineate the

influences_of socia‘ization experiences often lead to stereotyping.

The article goes on to explore the research on. locus of - control and
1earned helplessness as a basis for understanding how differences in

development and academic achievement of culturally diverse children.
The-article;- which addresses only research with nonhandicapped
children; acknowledges the need for mure specific research on
reclprocal influences in classrooms:

Jones, R L. (Ed ) (1976) Mﬂiﬂntreaminguandfthe minority child.
Reston, VA: The Council for Exceptional Children.

curriculum and instruction of minority group handicapped children. In

the introductory chapter to this edited text, Jones and Wilderson cite

and teaching o’ ‘ty children.: They state that there is little need

for additional .ings on the inappropriateness of tests for
minorities or to berate teachers for their lack of famfliarity with
diverse cultures. _Instead, there is a need for "conceptualizations,

strategies, and techniques which will be useful to those who assess,
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teach a1d evaluate minortty group cnildren in mainstream settings* (p.
10).

- Pepper, in-her review article "Teaching the American Indian Child
in Mainstream Settings," contrasts the cultural characteristics of

many Indian groups with those of the majority Anglo popuiation.

Conflicts between Indian values and majority -group. values are.
outlined, and difficulties encountered by Indian children in the .
majority educational eystem are discussed. Suggestions are made for
structuringmcurricular content and instructional strategies tc meet
the needs of Indian students. The chapter addresses Indian children
in general, and makes no direct. reference to the unigque needs of

“Curriculum Building and implementation in Mainstream Settinga

Some Concepts and Proposttiona by Dabney providea a general

heredity, positive self-actualization is ptoposed as _the. goal of

curriculum design; to achieve this, personality and cultural. variables

must be considered. Based on the w. « «f various researchers, the
author _proposes that the key faCtOLJ in effective education are

teachers, administrators, and other educational staff.

Castaneda, in a chapter entitled "Cultural Democracy and the

education. Four clusters of Mexican—-American _values are discuased'
(a)_identification with family, community, and ethnic group; (b) -
personalization of interpersonal relationships; (c) status and role
definttion in family and community, and (d) Héxican Catholic ideology.
(a) distance from the Mexican border' (b) length of residence in the,
United States; (c) degree of urbanization; (d) degree of economic and

political strength of Mexican-Americans in the community; (e)

identification with Mexican and/or Mexican-American history; and (f)
the degree of prejudice toward Mexican-Americans. The educational
implications of these factors are outlined for Mexican Américan

"The Becerttfication of Minority Group EMR Students in ualifornia
Stucent Achievement and Adjustment," by Yoshida, MacMillian, and Myers
reports-on the gtatus of gtudents- decertified as EMR. -This -
decertification, occurring grimarily during the 1969 1972 time period
and 14 000 studenta, although the proportions of minority children fn
special classes for the EMR remzinec ~i about the same level as before
decertification. The study found that, when integrated into reguiar
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that were racially similar to the overall school population, in other

words; they were not integrated into classes with disproportlonate

minority enrollments.. The decertified students tended to remain in.

school but were viewed somewhat more negatively by their teachers than
were the regular class students of the same ethnicity. However, there
was considerable overlap, with approximately one-third viewed as equal

to or better than their regular class counterparts. Teachers reported

that; while more time was required to individualize instruction, the

decertified student_did _not_impact negatively on their instructional

programs: A majority of the teachers who received transition aid

(usually paraprofessionals) questioned the usefulness of that aid.

The chapter entitled "Retarded Cbildren Hainstreamed Practices
As They Affect Minority Group Children" by Gottlieb; Agard,; Kaufma:x,
and - Semmel describes the differences in mainstreaming précticés for
children of various racial/ethnic _groups, specifically Anglo, Black
and Chicano. _The study of 43 Texas school districts found that )
Chicanoostudents,tended to receive more of their reading, math, and
academic instruction in regular classrooms than did either Anglo or
Black children; Chicano and Black children were integrated into_
regular classrooms more frequently for nonacademic instruction than
were Anglo students8. The study also found that 1ow-SES children were
more likely to_be integrated than middle-SES children. The authors .

pose the possibility that minority children (who are more likély to be
the low-SES children) may be integrated more frequently due to either
(a) initial inappropriate placement, or (b) pressures to integrate

minority students.

Killian, }:7Ri77§}?z9jih7£g§nitive test. nerformancefof

Spanish—Americancprlmarycschool childrenffAA—loggitudinal study.
Final Report. Kent, OH: Kent State University. (ERIC Document

REproduction Service No. ED 060156)

school children and to help explain their poor school performance,
this study {ocused on _global IQ.acore. differences, bilingualism,
sexual differences; and stability of performance over time.

Eighty-four students were selected on the basis of three variables:
(a) language ability and ethnic group (Anglo—ﬂmerican monoli. fual,
Spanish-American monolingual, Spanish-American bilingual), (b) sex,

and (c) grade (just completed K or lat _grade). Most students were
lower SES, attending public school in a smail (pop. 8,000) rurzal

community.

Subjects were pre- and post- tested (after 26 months) on_the WISC

the ITPA and the Bender Visual-Motor Gestalt Test. After three years

of -schooling; the Spanigh—-American school children continued to have a

WISC Verbal IQ deficit and an_ITPA Languiﬁé ‘deficit, but had gvercome

vere_ found., The . results suggest that Spanish—American school children
do have. cognitive deficits when compared to Anglo children. By the
third grade this deficit was within the domain of verbal
comprehension. Cummins would say this {s due to loss of Ll and its
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replacement by L2: However, it may be that bilingualism is not as
important as ethnic status.

- Specific results of the study revealed the following: (1) after
three years of schooling; Spanish-American children had a verbal
comprebension deficit--this deficit comprises vocabulary,; general
information; verbal analogies, experieénce with a wide range of social
situations and their corresponding rules; verbal classifying

procedures, verbal similarities and differences; and grammatical form;

(2) spanish-American children did not appear to have short-term memory
deficits nor appear to have problems with distractability; (3)
Spanish-American children were not deficient in arithmetic or

o ,Aiéﬁdééﬁ fatlure to match for age and failure to get groups of

boys and girls who were equal on global IQ confounded the effects,; the
study does have implications-for remediation of third and fourth grade

Spanish-American children. There is some support for treating
Spanish-American school children (monolingual and bilingual) as a

single group. If they are to be subdivided, it 18 probably more

important to consider the whole complex of variables making up the

ethnic class, not just bilingualism. Parental aspiration and value
system, poverty level, or restriction of experience might be more
important variables than bilingualism per se.

Kim, E, (1981): Teaching English to the bilingual child in the
classroom. Paper presented at the Council for Exceptional
Children Conference on the Exceptional Bilingual Child, New 7
Orleans, LA. (ERIC Document Reproduction Service No. ED 133335}
+ +

- The paper provides_ classroom teachers with practical suggestions
for teaching English to the bilingual child. Teaching strategies are
discussed under three major subheadings: cognitive domain, affective
domain; and media or instructicnal data. Some suggestions for

classroom activities for auditory training; vocabulary development,
grammar and expressive skills training are included in the discussion
on developing the bilingual child's cognitive abilities. Teachers'
professional competencies and personal qualities are emphasized as
among_the most_important factors for successful teaching of English to
the bilingual child, along with consideration of motivational factors.:
Techniques for improving the child's self-concept are. also offered, as

well as a brief review of the use of instructional media and materials

for teaching the bilingual child.

Kiraithe; J. _(1982): Second language acquisition: Implications for
assessment and placement: - In A. M. Ochoa & J. Hurtado (Eds:),
Special education and the bilingual child (pp: 38~55): _San
Diego: National Origin Desegregation Lau Center, San Diego State

Univérsity.

. This paper, which reviews the similarities and differences between
first language acquisition and second language acquigition; points out

that much research and theory is supportivé of providing academic
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instruction in the primary language of the child.f While there is

insufficient literature on the topic in special education, cognitively
and affectively the bilingual mode of instruction is recommended for

facilitating learning for special education s:udents who are extremely

limited English speakers. The author proposes that special education

approaches that facilitate learning for the English spiaking child

will be effective for Ll remediation, with skills first being

degelgped tn Ll and then becoming an integral part of the underlying
competency for L2. Research needs in the area of bilingual special
education are identified, including (l) the Pinds of concept transfer

disability; (2) the relationship between levei of language proficiency

and type/degree of handicap; and (3) the appropriateness of L1 and L2

instruction for different types of studentss

Liﬁgdon; ﬁ;; & ?arker; ﬁ; 7(1?32); Developing a bilingual indiv uual
education plan for language minority students. In A. Ochoa & J.
Hurtado (Eds.), _Special education for the bilingual child (pp:

56-61) San Diego: National Origin Desegregation Lau Center,

Individual Learning Plan (ILP) required under Californla law for
studesnts with limited English proficiency. They note that, with_

little or-no modification; the IEP can be developed to serve as the
ILP as well.

Lééééizféi; gi??S) Imprcgigg?bilingual instructién and services in
special schoolss Brooklyn: New York City Board-of Education.
(ERIC Document Reproduction Service No. ED 139893) ¥

This evaluation report is description of a Title I program

in both English and Spanish home and community articulation,fand
bilingual guidance services to Spanish surnamed pupils. Participants
were 1, 1&9 pupils from special schools. Children from psychiatric

socially maladjusted and,emotionally ‘disturbed were tncluded.

Additionally,; pupils from schools for the deaf and language and

hearing impaired; and occupational training centers for mentally

retarded adolescents were included. One of the program's selection
criterion was two or more years. retardation in reading English and/or

served by this program, supportive guidance services were_ an . tntegrai

part of -the instructional program.__The_students' achievement was

assessed by appropriate levels of standardized reading tests

aduinistered on a pre- and post-test basis. The report concluded that

the reading grades of bilingual students improved from-pre--to -
post-tests. -Also, the use of bilingual staff and the individualized
instruction in Spanish appeared to have a significant effect _on. the

pupils' ability to learn. An appendix is included which contains
forms used for data collection:
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Lewis; R. B:, & Doorlag, D. (1982). Teaching students with
multicultural ‘heritazas. In R. B. Lewis & D. Doorlag (Eds.),

aching special studénts in the mainstream (pp. 306-319).
Columbus, OH. Charles E. Merrill Publishing Co.

This overview chapter focuses primarily on cultural considerations
in the education of handicapped children from culturally diversge

backgrounds: It introduces multicultural concepts and presents.

demographic information on educational representation of minorities.

The authors discuss cultural and linguistic characteristics of various

ethnic groups, including Asisn; Amertcan Indian,. and Hispanic.f They -
compare aand contrast these with dominant. cultural characteristics and

values and point _to the implications of these differences for

educational achievemext. Suggestions are made for asslsting teachers

in overcoming language and cultural barriers.

ﬂccoﬁﬁéii i. i. (1981)4,,131 (Individuaiized Btitnguailins:;uction),

education. Paper_ presented at The Council for Exceptional

Children Conference on the Exceptional Bilingual Child, New
Orleans. (EXRIC Dcocument Reproduction Service No. ED 133333)

This paper describes a program developed for the childrea of.

migrant farmworkers. The primary_ teaching staff consists of bilingual

adults from these same migrant famiiies: The curriculum used for

academic areas and oral language develooment in Spanish and English is

described, as well as specific adaptatione for low performing -
children. The staff training model is also reviewed along with

which are particularlv geared to the special needs of non-English

speaking children. Test data are presented. on a large nvmber of

children_over _a 7-year period showing the performance gains of high
and low ability Spanish speaking children after periods of 1, 2, or
more years in the IBI program. Gains by high and low ability children
are both educationally and- statistically significant. The author also
outlines resources available for other school districts that might

want to adopt part of the model.

Ortii, A. A. éiééaé) Language and curriculum development for
bilingual children. In P. C Chinn (Ed.), Education of culturally
andelingggfticallz different exceptional children (pp. 77-100).

In this chapter the author reviews. major principies of instruction

for . bilingual special education: She documents.the research

literature that supports native language and bilingual instruction for
children who are not proficient in English. The importance of
utilizing learning experiences that are compatible with the _
contemporary culture of the child; but not_stereotyping, is. stressed.

The documented positive influences of the following effective teaching

strategies were outlined: high academic learning time, mediation of

tnstruction through use of both English and the native language uf the

child, clear teacher communications, organized instructional -
activities,, and communicated task and instruction demands. Internal
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locus of control and high teacher expectations were additional factors
that positively affect instructional efficacy.f The chapter outlines
instrumental enrichment. It also presents educational _ implications of
hemispheric research. Finally, it _outlines key components of various

models of service delivery of bilingual special education studeuts:

Ortiélia:iA. (i9855) : Choosing the language of instruction for
excEptional bilingual children. IEA»HINGAExceptional Childdren,

16 (3), 208-212.

of instruction selected for. individual bilingual children. She notes

common_stereotypes that complicate this process (e.g., the. assumption

that children who are Spanish-dominant are necessarily proficient in
that language) She suggests that minority children who are not

into special education for educators tend to_ eliminate lack of .

English proficiency as a possible cause for learning. difficulties

encountered. She recommends language instructional apprvaches for five

subgroups of minority students with learning handicaps: (1) the
monolingual or English-dominant child may need additional oral
language development experiences; (2) the child who is monolingual or
dominant in a language other than English should receive,instruction

develoment: experiences in the native language as_ indicated (3)
children who are nonverbal or who have delayed language skills will’
require language development in their native language; (4) children

who engage in complex code~switching should be recognized as using a

iegitimste communication system and should be taught in their dominant

and (5) in a similar fashion,; children who use dialects should be

given opportunities to expand that language system in a me mingful

way.__Ortiz reviews additionai factors affecting instruct a_ lanuage

choice such as parental preference, length of time child t : heen in
country, genezal intellectual abilities, specific language ~isude,

materials for 155@6&@6 miﬁorit§ students in. spe ial euuc:tfon. Ta
A: Ochoa & J: Hurtado (Eds.), Special education nnd ths b1 Iugual

child (pp: 83-87). San Diego: National Origin Desegregatlon i- 1
Center, San Diego State University.

This paper addresses factors to be considered in mestiﬁg the
cultural and linguistic needs of handicapped LEP students: ™ &cus«.-i
are criteria for selection of instructional mat*rials, steps Ser task
analyzing cultural and linguistic needs of the student, and

considerations in. determining those needs. Critaeria for curricvlum
development efforts are listed.

Perlman; R.;. Zabel _M.; & §a§ei7§3 (l§52§ 4pecisiieducstion for

ekceptioﬁai,biiingnslistudents. Milwaukee, WI: Midwest National
Origin Desegregation Assistance Center.
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In a ccncluding chapter of this text, the authors describe the IEP

as the vehicle for deciding appropriate program options for the -
exceptional bilingcal student. - As prescribed in PL 94-142, the IEP ,
must include an assessment of the student's. performance level; annual

goals, and short-term objectives. Through the IEP process, which must

include parents,; appropriate placement can be determined:

The design of instructional environments is viewed as the -
responsibility of special educators, while responsibi’ity for the
linguistic needs of language minority handicapped students is the
responsibility of bilingLal educators. _To_effectively offer both _
special education and bilingual education services to these_students
requires cooperative planning. A continuum of. placement options :
ranging from least restrictive to most restrictive is vutlined. They
are: (1) regular classroom placement with special education materials,
equipment and teacher consultants; (2) regular classroom placemeiit
with physical therapy and counseling available for students; (3)
regular classroom placement with part-time placement in a resource

education sel‘-contained classroom that also. proyides bilingual

instruction; (5) a separate special day school (public or private)
that provides bilingual instruction; (6) a public or private
residential school program where the child receives Lilinguel arid

special education.

Three delivery systems proposed by the authors are: (i) the

bilingual support model in which ifnstruction ts provided by a

monolingual special education teacher with a bilingual aide both of

provide instriction; and (3) the Integrated Bilingual Special i
Education Model in which a sole bdilingual/special educator provides

instruction.

The authors provide a model for the development of bilingual
special education. programs that begins with a needs assessment in -
which data are collected ou studeits, staff, procedurts for screening,
referral and assessment; curriculum and instruction; z-.? parental
involvement. Then_the program is forr. lated in terms of delivery

system, staffing, and curricular offer:ags: = final feature is

student and program evaluation.

Plata, M. (i§éi)’ Asseésnentgiacement. and piogs aming of bilingual
exceptional pupils ‘A practical app:-ach, Peston, VA: ERIC
Clearinghouse on Handicapped and Gifted Chilaren.

In the third chapter of this monogr pl. ihz 4 i discuives

considerations in the classification ai: pl ref s, of LEP 8t cents
into special education clasges. The varioLd i 4~ . % pptions and
combinations of options for special educativi/.viva? 1 educatiun

placement are outlined. The differences hsetu:en i:a.':rs who_ are _

bilingual and those tratned in bilingual o ncanior «rrir esented' also

streesed is the importance of understanding an? r:vp2:t ¢3 the part of
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the teacher for the cultural background of the child. Specific
recommendations are made for the preparation and instruction of

bilingual lessons by teachers not proficient in the primary language
of the child.

?rgjéct iﬁiib; Bilingﬁal understand*ngﬁincorporates learnfgg

disabilities. (1980). New York, NY: Community-School District
4, (ERIC Document Reﬁroduction Service No. ED 199371)

legrning disabilities.f7Childrenfin gradeg one through six received
individualized and small group educational and _therapeutic_ treatment

outside of their regular classrooms. Additicnal program components

were c.rriculam development, staff development, and parent involvement

and education. Students were taught in their dowmfnant language and
the importance of their dominant language development was central to
the project's goals. Students received 45 minutes of daily
instruction individually or in small groups in the resource room. .
Additioral program components_ included identification and selection of
bilingual children with learning disabilities, diagnostic evaluation

of psycho-educational functioning of selected children, curriculum and
material regource development  to support the activities, staff

development, and parent education and involvement.

questionnaires compieted by teachers and parents.  The program 8

reading objectives in English and Spanish were attained and other
program components were well implemented. Surveys of staff and
parents showed student progress in behavior, participation, and

self-esteem.

_Several limitatlons were noted: (1) a dearth of information

identifying important components of a btlingual special education

program; (2) difficulties in differentiating students who were
learning disabled from low achievers diue tuv sociocecoriomic or emotional
ot uther factors; and (3) lack of evaluation data From other programs.
The small sample at each grade level for the reading evaluation does

not allow for meaningful generalization. _Furthermore, the preeent.

design (Bond and Tinker method) is not very effective in separating
the impact of Project BUILD from the {impact of the regular classroom.

Rodriguez, R., Cole, J., Stile, S., & Gallegos, R. (19/9)
Bilingualism and biculturalism for the special education

classroom. Teacher Education and Special Education, 2 (&), 69=74.,

culture into the curriculum presented minority handfcappad children:
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This_curriculum structure includes the identification. of thrée

competency-areas, with content outlines and procedural suggestions for
implementation: - The Hispanic culturé competencies for special
bilingual~bicultural curricula for special education classrooms. For
the third competency, the authors recommend a number of strategias
that can be used by r:n-Spanish-speaking teachers. These include the
incorporation. of arcistic and wusical wotrk-into class activities; the
preparation of cultiurally associated food distes, the use of stuple
Spanish language arts exercises fword games, rhymes; etc:); and the
inclusion of key Spanish words and phrases that facilitate question
asking and direction giving. The authors suggest that these - - -
approaches may reduce the discontinuity between home and school, with
the incorporation of culture ard languagé into the curriculum laading
to tmproved educational programming for the Hispanic exceptional
child.
Rueda, R. (1984). Cognitive development and learning in mildly
handicapped bilingual children. In P. €. Chinn (Ed.), Education

of culturally different exceptional children (pp. 63-76). Reston,
VA: The Council for Exceptional Children.

Drawing from both theoretical viewpoints and empirical studies,
the author examines the relationship between language and cognition in
bilingual handicapped children as well ap the interactional factors
that relate to the acquisition of literacy:. He reviews research data
indicating that the same cognitive advar -es which accrue to
proficient bilinguals will also be evidc _.n bilinguals who are
mentally retarded. Further, greater interactional learning has been
shown to have promise in the development of effective instructional
options for:this group of students. .Specifically, Rueda disusses data

from a "whole language" approach to reading and writing that involves
the use of journal writing to establish authentic inteiaction through
the written medfum: The teachler doves not correct writing mechanics,
but provides written responses to student writing each day; in_this.
way providing a model of approprate writing conventions. Evaiuation
data indicated that students not only improved their writing and
reading skills, but zlso acquired writing skills which had never been
formally instructed, only modeled by the teacher's written responses
to student wark.
Sanua, V. (1975).. _Bilingual program for physically handfcapped o
children. Brooklyn: Board of Education of the City of New York.
(ERIC Document Reproduction Service No. ED 137488)

_ In t'is Title VII funded program, 130 Limited English Proficient
(LEP) students (grade 1-6 and 7-9) in Health Conservation classes were

offered instruction in Spanish, their primary language. Emphasis was
placed on the development of the primary language though English as a

second language was emphasized as well. Other objectives called for
the development of what the author terims self-understanding and
positive self-image: These vbjectives were achieved by demonstrating
the value of the primary language through its acceptanceé and use as an

6” ;’i;
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iﬁét%ﬁééiéééiifséi.;7$é;f*underatanding and self-image were enhanced

also through fnstruction in Hispanic history and culture.

Evaluation data gathered through s*andardized and nonstandardized

tests revealed a 78% irprovement in reading; 85X improvement in.

Kdowledge of Hispanic culture; and_a_742_improvement in self-image

among students sampled. _The author recommends the continuation of the

bilingual handicapped program based on these significant

pre~/post-test results.

se&o; M. A. (1978); Special education for the Hispanic child: A ten
point action-plan.- In-P. Landurand, M. Wislon-Portuondo; P. L.
Finan, & R. D. Buchbinder (Eds.) Diagnosis and intervention in
bilingual special education: Searchigg for new alternatives.
Boston, MA: State Department of Education. (ERIC Document
Reproduction Service No. ED 202265)

Following a discussion of Hispanic LEP studggts in_ tbe Boston
schiools, with particular emphasis on_ Puerto Rican children, the author

(himself a diagnostician) calls on special educators to develop new

Programs and approaches for new groups of immigrant children who-

present new problems: Speciffcally, the author outlines a 10-point

action plan, beginning with early childhood and preschoul programs,
and 1nclud1ng family inVolvement in instruction, the creation and/or
uge of problem solving curricula, the development of extracurricular

enrichment programs, a strong focus on reading curriculum and._
instruction; training for transfer of skills; and finally, the

development of new competencies in teachers: These vecommendations

are designed to deal with the unique problems of urbai Hispanic

pophlations who have limited backgrounds or expérience prior to
earolling in mainland schools.
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PARENT INVOLVEMENT

Bergin, V. (1980). Special education needs in bilingual programs.
Ariington; VA: National Clearinghouse for Bmﬁgaat Education.

In this overview of a variety of issues relating to special
education/biliugual education needs, the chapter on parent and

importance of parental involvement in. bilinguai special education

programs. The chapter reviews several materials and programs designed

to develop that involvement. Among the programs reviewed are the
Houston Child Developmenf Center training orogram for parents of

parent education program, the Houston Operation Fail= Safe .
parent-as-tutor program; the Olive View Community Health Center (Los

Angeles) cooperative training. programs. for school staff, parents and

students; and the Oakland schools' Reading and Language Clinic which

operates a two-part awareness/skill development parent training
program:

Lynch, E., & Lewis, R. B. (1982). Multicultural considerations in
asseasment and treatment of learning disabilities. Learning
Disabilities; 1 (8); 93-103.

Issues in the assessment and identificstion of culturally diverse
learning disabled children are. discussed. Problems of communicsting
witn families of handicapped children from linguistically diverse
bacRgrounds are reviewed and interview data from 106 families of .
special_education students with handicapping conditions are_ presented.

These familfes were selected from schools in 2ow income areas with

high percentsages of Black, Hispanic, and Indochinese families. They
were interviewed in thefir preferred language by trained
paraprofessional interviower: who were also parents of exceptional
children. The study found few signiticant differences in the
participation of low income Anglo and other—ethnicity parents;

althoughk the latter tended to participate less in activities that

require seif-inttiation (e:g.:, speaking out in IEP meetings). This

could be due to perceptions of being unwelcome in the schogls,

objectives. Small,numbers, unequal,ethnic diutributions, and the

restricted geographic areas are sampling variables that may have

masked significant differences between Anglo and other—-ethnicity

parents.;

Lynch, E. W., & Stein, R. (1982). Perspectives on parent
participation in spetial edication. Excéptional Edication
Quarterly,; 3 (2); 6:15-822

This srticie reports on a study designed to investigate the
opinions, preferences, and understanding of parents of special
education students from three cultural/ethnic,groups Anglos, Blacks,
and Hispanics. Data from structured in-home intaririews with 434
families of special education students were collected using
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interviewers who were. bofh pqients of handicapped children and of the
same cultural/Iinguistic backgrounds as the interviewees. The study
reports on parent perceptfans of special education personnel,
programs, and services.

Lynch, E. W., & Stein, R. (1983)., Cultural diversity and P.L. 94-142:
A comparative study of parent participation across Hispamic,
Black; and Anglo families: San Diego: San Diego State

University.

Native Spanish—speakirg trained interviewers, who were also parents of

concerning their attitudes toward special education personnel and ]
processes,ftheir participation in the IEP process; their participation
in their child's education program, and the barriers encountered in
attempts to participate in the schools. 1In comparing data from this
study to those from earlier ones, the authors found that (1) Hispanic

parents did not participate as extensively im their child's special
education program as did parents of Black and Anglo children; (2)
Hispanics were more likely to rate professionals as effective or very
effective than were Blacks, (3) Hispanics were more positiVé than

children's needs; and (4) Hispanics and Blacks offered fewer
suggestions at IEP meetings than did Anglos and knew less about what

service: their children were to recefve: Overall, Hispanic parents

appeared to be well sstiafiad with their children‘s special
educational programs, althcugh some changes that would facilitate
parental involvment did emcrge. The data suggested._ that there may be

to fani}iéé of . differe.. cultural]itnguistic backgrounds, perhaps due

to their lack of understanding and exper’ence in the educational

system and/or with the English language.

Marion, R. (1980). Communicating with parents of culturally diverse
exceptional children. Exceptional Children, 46, 616-623.

reiationshtp between the parents of culturally diverse handicapped and
gifted students and school professionals. The author asserts that
minority parents had been angry and distrusting of schools which were
incapable of accotitodating their children's cultural differences and
thus arbitrarily deposited them in special education classes. He
notes that minority parents continue to be concerned that schools

percelve their family structures as questionable, that IQ tests are

used to disproportionately categorize their children as handicapped,
and that teachers are given the authority to identify exceptionalities
in their children. Communication can be facilitated when minority
parents are (1) continudally provided with information in their own
language; (2) made tu feel they belong; and (3) treazed wich dignity
and respect.
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Martinez, J. (1981). Parent involvement: "The key to quality

education." Paper presented at the Council fir Exceptional

Children Conference on the Exceptional Bilingual Child, New
Orleans: (%RIC Reproduction Service No. ED 133335) + +

The paper briefly describes Project PADRES (Parent and Auxiliary
Development Resoiurces in Edication Services); a program designed to

create a partnership between parents. and school representatives in

order to improve educational services to limited Znglish proficient

students_and discusses parent involvement with the school. To create
the partnership between the school and the community, both must be
willing to plan and implement an effective coumunication system. To
provide bilingual students with meaningful =ducational programs, the
school and the community must make a commitment to the goals and
priorities mutually set by the school, commuaity, and the parents.
Implementation of activities is the final ingredient for meeting the

r2eds of the bilingual child.

Perlman; R, Zabel, M. K., & Zabel R. (198%:. Spec!.l sducation for

exceptional_ bilinggalestudents. _M!llwauk«ze. Wi' Mldwest National
Origin Desegregation Assistance Ceuter.

In this booklet the writers stress thet perevtal involvement in

the referral, assessment, and placement of -»: children is legis’are?
through PL 94-142. Fosteting active parent pariicipativs requires
that school districts provide informatio~ in the primsry language of
the parents and educate parents régarding thelr cue process riches and

about ways in whic :hey can participatc in the. education of children.

Other strategies that will fostetiga"ent invclvensnt are: increasing

the number of bilingual school personnel; providing all school )
services bilingually; allowing parents to determine the nature and

extent of their participation.

Smith, U. S., & uthers. (19¢i). Working with parents ofiﬂispantc
severely handicapped praschool children. Peper presented at the
Council for Exceptional Children Confarence za the Exceptional
Bilingual Child, New Orleans. (ERIC Dociment Reproduction Service
Wo: ED 133330) + +

The Camden (NJ) P.ogram for Severely qandicapped Preschooi

Children reflects the needs and characteristics of the population it

serves (mainly Rlack and Hispanic with a large number below poverty

level income), _The staff of the preschool program works to establish

trust within the Hispanic community and to provide information
concerning the value of early intervention. Program activities

include hiring a bilingual parent for the program; hiring several

bilingual staff members to interact with Hispanic parents, and

conducting cultural awareness activities led by staff or outside
consultants. Stressed is the need to consider values and attitudes of

the Hispanic culture such as the strong sense of family and the

nvoiiance of eye contact to show resgpect.
Stein, R. C. (1983). ﬁiﬁpéﬁié ﬁ&feﬁte perspecttves and
participation in their children's special education program:
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Comparisons by program and race: Learning Disability Quarterly;
6 (4); 342-439.

 This study investigated attitudes, satisfaction and participation
of Hispanic background parents in their children's special education
program. { oarisons were made among the various ggcggafgggigﬂispanic

parents of learning disabled and Hispanic parents of all other

categories) of special education programs as well as among racial

groups (Hispanic, Black, White). While no significant differences
were found among the program categories, there were several

differc“cea among the racial groups.i Hispanic parents were less aware

process. Further, it appeared that while Hispanic parents tended to

be satisfied with their level of participation; this participation

was, in fact, less active than that of other groups of parents and

less active than may have been intended by the state and f-ieral

~gulations regarding purent participation. Based on thi. nclusion,
Lhe author recommends ways in_which schools can promofe more active
participation on the part of Hispanic parents.
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__ Phase Four
ANALYSIS AND SUMMARY

In the first three phases of this study, information on

reported. Included we: > categories of promising practices,,

descriptions of program: :onsidered to be promising, statistical

information on educational services for this population in California,
and an extensive review of the 1iterature oa bilingual special

education. és a result \f thése activities, the original ‘nine

statewide survey; hefnominatious[dgscriptions of promising practices,
and the review cf literature for each of these catagories. Where

appropriate, litervature on bilingual education theories and practices
is incorpevatad *nto these discussions.

CATEGORY CNE: FIRST AND SECOND LANGUAG® DEVELOPMENT

_The bilingual special education 1iterature revieaed in Phase
Three tends to support biling-ral instruction for LEP, handicapped
students. Of the 12 articies aud ERIC entries annotated, bilingual

instructional approaches we' . ©é ..mmeuded by seven; these,
recomiiendations were-based primaviiv on si-te~of-the-art literature
reviéws (Gonzales; 1974; Greeanl.: 1980, iV31; Kiraithe; 1982; Langdon

& Parker; 1982; Luetke-Stahiman,;. .980; Tempes, 1982). Kiraithe (1982)

incorporated personil observativn with her review of research. The

reraining five articles and reports ﬂrovided comparative résearch and
program evaluation data in support of bilingual approaches to .
educating LEZP; handicapped children. Of these, two involved data_ from
preventive early childhou:d education programs (4skins et al., 1978;

Weiss; 1981) and cne reported on a study of language interference with
preschool children (Evars, 19 ). Evaluation data from school-based

educational pruograms for LEP, hani!capped students, one serving
mentally retarded students (Sirota, 1976) and one serving physically
handicapped students (Sanua, 1975), weére also reported.

The responses to. the statewide questionnatre survey study

widespread in California. The IEPe of students typically do not

includ~ primary language development goais and only rarely is special
education instruction delivered in a Iamguage other than English. In
the nomination/description of. promising practices phase of the study,

only one of 19 responses indicated that the development of primary
1anguage skills was a major program area of promising practice. Where
the progrem descriptions mentioned the language of instruction,

grasping the English-lanzuage {nstruction. In addition to the_ one.

program described as bilingual, two others offered some (partial day

or two hours per week) remedial instruction in the primary language of
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the child. Involvtng either resource speciaiist assistance or

designated instructional services, these programs offered bilingual
instruction as a transitional necessity, not as a developmental
advantage. The single program that did specify the development of the
primary language as a program strength, nonétheless had as its goal
the transition into English-language communication and academic
learning.

In contradiction to these reported practices, the prevailing

btlingual education theor; is supportiVe of primary 1anwnage
development of the child, continui ng after acquisition of English
langiage proficiency. The rationale is based on the Common Underlying
Proficiency theory of Cummina (1981) which holds that concepts
developed in either language promote overall cognitive development and
linguistic competence. Therefore; continued development of the .

primary 1anguage not only promotes academic 1earning in that language,
but it facilitates later linguistic and academic proficiency in the
second language.

A number of school districts in California have begun to proviaé

insofar as initiai development of ;. and academic instrnction in, the

primary language is concerned (Tempes, 1984). These districts are
demonstrating thst Svanish-speaking children who receive initfial
academic instruction in the primary language demonstrate grade—level
dacadeixic schievement in Engli;h by the middle elementary grades.
Benefits Fuvr initial pri®sry language development and instruction may
also aceruz fur hansdiicapped siudente. Bilingual instruction has been
reported e+ at least equally effeci’ve as instruction delivered only

in the prizary lzuguage with low-If; g:i:idents (Genessee, 1976) and with
leirning dis,L ed students (Bruck, 197<) in the Canadian
French-immersics prograwms. Similar hea-fits have been reported for
opanish-sr taking nandicannnd childrén ?rovidedfbilingual education
programs at elements . icbosi levele Y ianua; 1975; Sirota; 1976) and.

in preschool programs (Askins et al.; 1978; Evanc, 1974; Weiss, 1981).

To date, reports/opinions relative to the benefits of bilingual
education programs for handicapped Btudents have been limited to the
‘der levels of intellectually handicapping conditions.

In addition to the possible cognitive/academic benefits of

btttngnai education; there is8 an additional consideration that may be

particularly relevant to instruction of students: A major criticism
of transition programs as opposed to programs that eaphasize
maintenance of the primary language is that the academic and cognitive
developuent of students may be curtailed by switching too soon into
instruction in the second language. Cummins (1981) differentiates
between the basic interpersonal communication (BIC) skills raguired
for normal conversation, where there are many context cluee (e g.*

level of language proficiency required for academic learning of
literacy skills. The latter c. ~1itive academic learning prof‘:ienrcy
(CALP) represents the higher le.:l of proficiency required for :iae
context-reduced, more abstract, language assoclated with subicct

matter learning. It appears that special educators may not alway. be
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aware of such a differentiation when they provide the majority of
instruction in English only, or in Engligh with some transiation
support.

Many bilingual thesrists and fésééiéﬁéfé moaini ir that there ara

inherent advantages to bilingualism ttself. Thes- irclude a more
analytic orientation to lingutstic input, greater sensitivity to.
linguistic feedback cues, enhanced ability to analyze ambiguities, and
greater cognitive and verbal flexibility and originality (Ben-Zeev,

1977; Cummins & Gulutsan, 1974; Cummins & Mulchay, 1978; Feldman &
Shen, 1971). Although spec.al education progrzams providing for
continued L1 development after L2 acquisition were identified, it is
interesting to speculate whether similar advantages might occur £.r
handicapped learners-

- Some authorities have stressed the affective benefits of LI
instiuction for LEF students. Such benefits; they believe, will lead
to better academic achievemen.. With nonhandicapoed students,
benefits have been reported in regard to low anxiety (Stevick, 1976),
positive motivation (Gardner & Lambert, 1972), and self-confidence
(Krashen, 1981; Wong-Fillmore, 1979). It has been suggested that
8imilar results might accrue for handicapped studénts (Kiraithe, 1982;

In summary, it appears that special education practice frequently

may be at odds with the prevailing theories, research, and
recommeridations of bilingual education: This suggests a need by
epecial educators for additional information on first and second
language development and acuisition. In addition, there is a need

for a greater number of special education teachers who are both
bilingual and trained in bilingual educations Without sufficient
numbers of qualitative bilingucl special education progrzss from which
to obtain evaluative data relative to the cognitive, acadeénic, and
affective developmen: of LEP children, it is not poussiblé to make
definitive programmatic recommendations relative to the variable of

first and second language development for handicapped students.

CATEGORY TWG: CULTURAL CONSIDERATIONS

There iz .oneiderable attention in the jrofessional litefature Eo

the relevance of various cultural characteristics to educaticnal
practice. Cultural characteristics fraquently mentioned for the

Hispanic population inclide a preference for cooperative rather than

competitive activities, focus un current rather than future tasks, and
the existence of close family ties and strong family loyalties
(Aragon; 1973; Condon; Peters, & Sueirvo-Ross, 1979; Knight & Kagen,
1977; Rodriguez; Cole, Stile, & Gallegos, 1979; Sierra, 1973).

- Among Amerivan Indian children; a éé§§§iiéi$é learning approach

that eschews in:ividual recognition has been reported (Avellar &
Kagan, 1976; Pepper; 1976; Sando, 1973; Sierra, 1973). Further,
Indian children may be less likely to engage in open group discussions
(Kitano, 1973): For some ethnic groups, variations in maternal
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teaching strategies have been. reported (Feshbach 1973; Laosa, 1978;
Stcward & Steward, 1973): The role of negative reinforcement and
persornal shazs in many Asfan cultures has been described by Chinn
(1973). Mirority and poor children have also been characterized as
1aving a more external locus of control, differentiated from the
internal locus of control assoclated with high academic achievement

(tienderson & Bergan, 1976).

) HenderSon (1980) has pointed out that this literdture is not
always consistent; with dtsagreement on the nature of differences and

their distribution within various groups:. Firther, the axact

relattonship between Culturally associated characteristics and school
achievement is uncle.~ (Riueda & Priets, 1979) and there is little data
on how to adapt the learning environment to deal with these

differences (Henderson, 1980) This inclusiveness is magnified when

handicapped students. Varying parental percantions of handicapping

conditions have been reported and the importance of recogr .lng and

adapting for cultural variation has been stressed ir. the literature.

categories of cultural considerations, parental and community

involvement; and teacher competencies and staff development.
Typlcally, the focus has been on the importance of becoming aware of

cultural differences. With the exception of some of the. parent

involvement literature,,which documented differences relative to

parental participation in the identification and assessment of LEP,
handicapped children (Lynch & Lewis; 1982; Lynch & Stein, 198?), the
characteristics specified were drawn from lttereture and studies

focusing on nonhandicapped populations: FKueda and Prieto (1979) have
pointed out that much of the research has been done only with

nonhandicapped populations and is unvalidated for exceptional

populations.

In the promising practices nomination/description phase of the

study, cultural considerations were specified as a major designation

by one respondent and a minor designation by one respondent. A8 with

the 1iterature annotations the progra.; descriptions stressed _the

importance of being aware of cu]tural differences without becoming

very specific ar identifying characteristics that are unique to,ror
have béen varifted with, exceptional children from these cultural

backgrounda.

In summary, there 1s widespread agreement--based prinarily on

ektrapolattons from reports with nonexceptional populations--that
cultural sensitivity, both affectively and instructionally, is an

important attribute of -educational programs for handicapped LEP

students. It 1s viewed as a significant variable relative to primary

language development, second 1anguage development, teacher tnd scaff

development, assessment, curriculum and instruction, avd parent

participation and involveme -t.
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CATEGORY THREE: TEACHER COMPETENCIES AND STAFF DEVELOPMENT

There appears to be widespread agreement, both within the .
literature and between the litevature and field practice; regarding
competencies needed by teachers of LEP; handicapped children.  These

tnclude cultural knowledge and sensttivity, familtarity with legal

mandates for educational programs, understanding of educational
biases, nonbiased agsgeadsment, adapting/utilizing instructional
strategies and curricula; accommodating div2rse learner
characteristics; knowledge of language de - lopment and second 1anguage
acquisition; the understanding of diffeir. ..2s in family structures;
advocacy/pubzic retations, and the ability to work with parents from

diverse backgrounds.

Much of ¢' ‘s literature (Bessant-Byrd, 1981; Chinn & Kamp, 1382;
Decano, 1979; Fuchigami, 1980; Rodriguez et al., 1979; Smith, 1979)
has limited its focus to multicultural coansiderations; sidestéepping
the 1issue of teacherg themselves being bilingual. Other articles
allude to the desirability of teachers having some knowledge of :he
language(s) of the students, but stop short of calling for bilingual

fluency on the part of special education teachers: Ramirez and .
Tippeconnic (1979) recommended "Indian cultures and languages' as a
personnel preparation area and Gonzales (1979) identified a need for
teachers ramiliar with the language of the students. Plata (1979)
suggested that special education classroom teachers be versed in
Engligh-as-a-ceccond~language techniques: The desirability of having

special education teachers who are not only bilingual but trained in
second 1anguage acquisition approaches was mentioned. by Ba a and Chinn
(1982), who then went on to recommend as a step in the right
who are not,bilingual. Rodriguez, Cole; Stile, and Gallegos (1979)
acknowledged the advantages of bilingual-bicultural education for
Hispanic LEP, handicapped students, but listed competencies designed
to improve the instructional capabilities of monolingual
English-speaking teachers, one competency included the rudimentary
development of some Spanish vocabulary for use with LhP gtudents.
Only Bergin {1980) and Baca (1980) specified fliient bilingualism as a
necessary skill for special education teachers of LEP children.
Prieto, Rueda, and Rodriguez (1981), as well as Salernd, Michael
and Taylor {1984), reported that special education teachers failed to
rate 1anguage familiarity as a critical competency for teaching

regpondents were themselves Anglos. Carpenter (1983), reporting on a

survey of speech-language pathologists serving LEP students in

Caltfornia, found that the majorxty of her sampie were not biltngual.
The fact that few existing special education teachers (or teacher

designate these skills as,requisite competencies, foCusing instead on
general cross—-cultural understanding.

on current special educationat practices in California.i It appears
that neither bilingualism nor bilingual education training are

This focus was reflected in. the descriptive information obtained
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priority competencies. The language of instruction for most programs
is English and cuiy a limited number of special education tezchers are
bilingual. While stressing a need for bilingual assessment personnel,

few districts focused on the need for bilingual spectal education

teachers; only three mentioned having such teachers a~ a program
strength.

Other staff development fieeds included more information _on

inatructional strategies/curriculum and knowledge about language

acquisition processes. _There also appeared to be some need for better

dissemination of taformatton on the duatl applicability of bilingual

educatton and special education mandates to LEP, handicapped students.

Two areas that received considerable attevtion in the literature but
were somewhat neglected by the field practitioners were cultural

categories of practice as either less significant or less critical
than others:

The category receiving the most attention wis assessment, which
emerged as a program need and/or focus in all phaééé of the study--the

practices. Deapite the attentlon. that this area hae received over the

past few years; apparently much of the field continues to lack

adequate information on instrumente and procedurea for asseaaing LEP

to Je on eligibility ceriterns, not programmatic onea.,,Tue area,of,”,
cufriculum and instruction has just begun to receive attention In the

literature, with both the literature and fteld practitioners stressing
it less than other areas:

Few apecial education teachers currently have bilingual skilla, a

The iterature is coneistent in - acknowledging the desirability of
these skills; but only a limited number of writers has designated them

as egsential. It would appear that this may be a function of

pragmatism on the part of leaderahip peraonnel who recognize the wide

diveraity of languages represented in special education “opulations as
well &z the limited numbers of bllingual personnel from 1ich special
educar o teachers can be recruited. Within the field of bilingual
educat .on, issues relating to language of instruction and first/second
langiiage development are parsaount. It would seem that a

comprehensive program of theiretical review and syatematic research is

education of LEP handicapped students.

CATEGORY FOUR: ADMINISTRATIVZ INTERFACE AND COLLABORATION

It was hypothesized that one aLtribut that might characterize
qualitative programming would be a plained, apelled-out irierface
between various deparcments and programs at the district or county
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level. Such an iaterface might ensure open lines .  comaunicat:on
between program areas and enhance quality of asscéssment and
programming practices. Thére appears to be i z=nera' sense (2
need for articulation between bilingual educacion acd epecis.:
education; one of the side benefits proposed ror. the ?Hase One st

was_ that bilingual education and special education prugram directo.
might work together in fiiling out the questionnzire.

Neither the literature review nor L € p.ograw

particularly important. Although a number of articles and refcrqnces

nade minor-references to the need for. interdepartment/program

communication, only a small numher described cooperative

administrative structures or lin.:.:zs. Of the three articles

annotated; one described a state: ievcl cooperative structure )
(Landurand, 1980) and two focused primarily on ways in which funding
from Bilingual and special education could be merged. The major
designations of promising practices included the description of an

integrated referral procedure (and two) that described programs

administered by special education and designed to maintain contact

with bilingual education: In summary, it would appear that the

deveiopment of articulated adminiutretive structures has not been a
priority in the design and delivery of educational programs for LEP,

handicapped students.

CATEGORY FIVE: NONBIASED ASSESSMENT

. The single category of practice receiving the greatest attent Lon
in a11 phases of this study was nonbiased assessment. Assessment wcs

major desigratisas and 2 minor cnes. It was the most frequently cited

staff devel nent need, with particular focus on the need for more

trained bilingual personnel to administer assessments. Scores of

articles and reports on assessuent-related issues were identified

including discussions of the mrny relevant court decisions, reviewing
and evaluating verious instruments and procedures, proposing

processes. Twenty-three of these were selected as both relevant to

educational practices and representative of the literature overall;

these were annotated in Phase Three:

While the eiimination of assessiment bias is the focus of many of
these articles, th~ exact nature of test bias is debated., Lambert
(1981) challenged the court determination (Larry Ps v. Wilson Riles)

that IQ tests were biased; charging instead ttat the SOMPA ir racist
and stereotyping. Other writers (Baca & Chinn, 1982) proposec using
the SOMPA to avoid bias. Eleven districts in the atatewide survey

listed the SOMPA i8 an {insttrumént they used, with two mentioning the
AAMD Adaptive Behavior Scale.

The ‘use_of nonverbal and. non-normacive assessment procedures

(direct obgservation, ecological assessment, parent interview, and

criterion-referenced measures) are endorsed in much of the literature,



with”some of these procedures more apparent in field practice than

others: Several reported either using nonverbal medsures exclosively
or weighting them more hedvily, as well as using information from

consideration. Two respondents also listed the trying out of various

program options before assessment, with diagnostic teaching being

designated as a promising assessment practice in two of the program

nominations/descriptions.

~ Criterion referenced assessment does not appear to be a
significant field practice. A wide variety of Spanish-language
assessmen: instruments were listed by respondents; but only two .
received multiple mentions, suggesting little consistency across

districts for this practice. The most typical practice reported in

both the state status study and the promising practices study involves
the oral translation of tests, the adaptive assessment procedure most
frequently criticized in the literatiire.

In summary, field assessment practices (with a couple of notable

exceptions) do not appear to be highly congruent with those

recommended in the literature. California school districts appear to

neglect criterion referenced testirg, an articulated décision-making
process, ecological inventories, and diagnostic Leaching as procedures
for assessment. While there is an articulated neeu for greater

and/or concern over the drawbacks, emphasized in the 1iterature, ot

widespread awareness of the nieed to avoid biased asscssment than of

procedures for doing so.

CATEGORY SIX: EDUCATIONAL PLACEMENT AND PROGRAMMING

The bilingual soecial education literature is consistent in its

support of the efficaci of combining bilingual education methodology
with special education methodology (Cummins, 1983 Ortiz, 1984).

bilingual,approach to,teaching presrhool,children (Evans, 1974”777
Killian, 1979) as well as_ éze;éhtaf;7§§§§ai Chiidren (ﬁruéi 1978;

Project Build 1983 _Ssnua, 1975). Boch Carpenter g study (19830) and

the state status study (reporred in Phasc Two of this report) have

approaches, as opposed to. simply special education teachers who are
bilingual; has been siressed (Baca & Chinn, 1982; Plata, 1982).

Reasons for this are ‘e need to be informed about language

denelopment and acquisifion as well as cultural differenres in values,

Castaneda, 1976; Chan & Rueda, 19 9; Henderson 1980 Lynch & Lewis,
1982).

- —
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1982; Plata, 1982) Speciai education instructional strategies are

genarally endorsed as appropriate for bilingual special edication
(Kiraithe, 1982). There appear to be few curriculum materials
available specifically designed to wmeet the needs of _LEP,; handicapped
children (Bland, Sabatino, Sedlak, & Sternberg, 1979; Cegelka &

Pacneco, 1984 Chinn, 1979a) Stepa for seiecting and adapting

instructional approaches designed specifically for working with

bilingual (Spanish/English) handicapped students have been developed

(Cuevas & Beech, 1983; Duran, 1980a, 1980b; Fradd & Clemens, 1983;
McConnell 19 81, and Rueda, 198&). More general ‘approaches._that

described (Kim 1981; Rodriguez, Cole, Stile, & Gallegos, 1979).

.. The analyses of the state survey study as well as the promising

practices nominations suggest that many of the current practices in

California are at variance with those recommended by the literature.
Both sets of information indicate that very little of the_special .
education instruction is delivered in a language other than English;.

further, while the lack of bilingual speciai education teachers may be

a: contributing factor; it did not appear that school districta viewed

the absence of primary (non-English) language instruccion in special

education as a particular problem. Districts did indicate a need for
additional bilirgual assessment personnel. Information on
instructional strategie and curricula for this. population was also

designated as a need. District reports of thefr approaches to serving

development and instruction supported by theory and program evaluation
data:

CATEGORY SEVEN: FPARENT PARTICIPATION

The importance of 1nVo1ving the parents and other community

memhers in_bilinguel special education is consistently endorsed, both

in the iiterature reviewed under this category, as well as in mv i of
the zmsessment literature. The extent to which this participation may
differ as a function of ethnic or cultural groups has been
systematically investigated (Lynch & Lewis, 1:82; Lynch & Stein, 1982,
1983; -Stein; 1983)., The success of parent invelvement programs has
neen documerted (Franklin, 1978; Smith et al., 1981;) and model

programs described (Bergin, 1980; Martinez, 1981).

The limited information obtained on this variable through the

state survey and_the promising. prac;ices phases of this oroject ]

suggests that for most school districts in California attention to

parental involvement is typically limited tov two areas. First,
several distriLts (14) reported the use of parent interviews as an_

of functioning. Second, several districts also take care to ensure

that parents understand the proceedings of IET meetings; this is

accomplished most frequently by providing for translators at those
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meet1ngs, althdhgh,ébﬁe districts =lso develap print materials in the

language of the parent:. It did not appear that parents were typically
actively fnvolved in the development of the IEPs of their handicapped

children, however.

SUMMARY

It is apparent that special education services to handicapped LEP

students have recetved tncreasing atteﬁtion over the past several
years. Most of this attention has focused on 18sues of proport ,nal
representation and related identification/assessment issues. This was

the case for both of the studies reported here as well as in the

literature identified aid reviewed in Phase Three of this report. It
would appear that despite the . profesaional preoccupation with

a ESEd,f95,§§d§§i°“al attention to this program featuré. The most

commmon assessment practicee currently in uge involve procedures
criticized in the literature as being invalid and unreliable.
Further, this is the area most frequently identified by field
practitioners as being one in which additional training is needed.

_This notwithqtanding, it is now time for the field to focus a

greater portior of its attention on more qualitative queetiona of

program placement and educatiovnal delivery. Curriculum materials and

appoaches ‘esigned to meet the specialized cognitive, cultural, aud
linguistic needs of students who are both handicapped and limited

“nglish profi-~ient must be developed and vaiidated:. The relative
arits Jf various placement configuratione for differing levela of

isabilicy and language proficiency also must be systematically
expluored. Validated models for differential bilingual special
education services are needed: At the present time; instrvctional

delivery approaches for culturally/l nguietically diverse -'*eptional

children are eaaentially without either a weill-articulatec coretical
base or a convincing data base. One researcher has summari.ed the

situation as one in which we

do not know whar kinds of educatio-al programs will be

most beneficial for LEP handicapped children. We .are

y1eld maximum information For program planning. We do

not know 1f our (educational) technology 1s adequate,

given appropriately trained staff to implement 1it.
And, converqely, we do not know, given such staff, if
our technology 1s sufficiently adequate to impact on

their educational 1ives. We do not know 1if different

languages of instruction lead to different outcomes,

and we are not even gure what the expected outcomes are

or should be. (Carpenter, 1983, pp. 45-46)

Finally, as a field we must determine the meaning of parental
involvement: At present, with parents of limited English proficient
children, involvement appears to ° 1ted primarily o informed
corngent. If their input and ps: ' 1in the identification and



prougram plangtngﬁggd deiivery phaﬁeg of special educaLion is the ggéi,
however, approaches consistent with the cultural backgrounds and 11fe
circumstances of the minority group parer. must be developed to

facilitate this more meaningful level of involvement.

ﬁbr eéch of the . :ven areas of program quality *eviewed 11 thts

report; it 18 slear that srrvice delivery typically fails far short of
practices recoumended by both theory and research data. 4Additional

attention must be given to qualitative corncerns if cruly appropriate

educational services are to be provided handicapped LEP sgtudents.
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Aprendix A

. ."GORIES OF PROMISING FRACTICES

PR-MiSING PRACTICE 1. PRIMARY LANGUAGE DEVELOPMENT

a. A continuum of skills for primary oral language and literacy
development is specified.

b. Instruction to promote both oral language and literacy development
is offered on a regulzr basis in the primary language.

¢. Nonacademtc as well as academic cehuol activities are conducted in
Ll periodically.

d. Teaching staff are knowl+4geable anauiit major méthodologies for
primary language liters-— " -“siruzcriun.

e. & variety of read ng materrais approprtate to age, grade, and

skfll levels of student are available in the pricary language of
the student.

PROMISING PRACTICE 2: SECOND LANGUAGE ACQUISITION

3. ’eaching staff are knowledgeable about the distinction betuaen
second language learning and secund language acquisitior

b. Studenta are provided adequate exposuré to comprehensiiie
gsecund-language input under optimal conditions.

c. TInstruction. is provtded on a regular and systemattc basts for
English language acquisition.

d. Teaeh:ng staffrdistinguiéh betueen communicative computence and
acadéiaic iearning competénce i~ second language-

PROMISING PRACTTCE 3: CULTURAL RELEVANCY

a. Information on p 1mary cultures is 1ntegrated throt,hout the
curriculum; not treated as a separate lessc e,
b. Cultural relevancy {3 reidenced ¢n both priL - :-ondary

language, in r=sd‘ng and in corvent ares fnsi: .. ¢

c. Teachers are famii.ar wi..i soclocultural atiributes such as
communication, Cognltion and laarning styles of handtcapped LEP

students.
d. Educational staff can lazntify culturally appropriate adaptive
behavior.
93
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Teachers understand the influence of sociocultural variables on
learning and achtevement of hiandicapped LEP students.:
Teachers are able to use these culturally influenced variables to
enhancé learning of handicapped LEP studénts.

PROMISING PRACTICE 4: ADMINISTRATIVE INTERFACE/STRUCTURE

PRO

a.

Administrative structure ensuras open lines of communication
between bilingual education and special education programs.

Bilingual and special education progra» <:-ectors and teachers
curriculum.

Referral and identification procedures are articulated between the
two prograws.

igaerviCe training and staff dévéiopmént combineés teaciers and
aides from the two programs.

Site visits to other programs are facllitated for staff by
district administration.

Community advisUry coun~ils from thé two proZrams are articulated.

MISING PRACTICE 5: STAFFING AND STAFF DEVELOPMENT

Staff members are proficient in the primary language(s) of the
students.

Staff are fuii? cértifiéa in apbropriaté areas and trained in both
M lingual education and special education.

Staff development efforts are based cn the assesced needs of the
rtaff.

Bilingual teachers are provided special aducation training and
special education teache's are provided training in educational

cirriculuis -pproaches, asséssment procedires, IEP development, and
apr topriate sgtrategles for working with parents,
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PROMISING PRACTICE 6: CONTINUUM OF SERVICES

e

Pistrict has appropriate distribution of bilingual, bilingual

Spectat _educatica options for LEP students are offered through

comprehenzive, district-wide programs that span X-12.

Bilingual education options for LEP students are cEfered through
comprehensive,; district-wide programs that span K=12.

All appropriate combinations of services (self-contaired, resource
room, pull-out, et::;) are available for alil ctudents.

There is an articulated plaa for individual student movement
through the continuum of services.

PROMISING PRACTICE 7: NONBIASED ASSESSMENT

Assessment materials .nd procedures are nondiscriminatory.

Asseéssment tram Lncludes personnel who are appropriately trained
to 2dminister and to interpret the results of a variety of
assessment instruments.

Whenever possible, assessors are bilingual and bicultural; when
not, the next most appropriate assessment procedurés aré utilized.

The multidisciplinary team includes representation from the

student's family, bilingual education, special education, the
bilingual/bicultural assessment team, and the administrative
staff; where appropriate, the team includés the studént and a
community representative.

The muitidisciplinary team is structured to provide optimal input
from all constituents.

Assessment measures are appropriately adapted to the LEP
population.

ﬁb,§{n§ié ééééééhént;ptbceduté or inétruméht is used as tﬁé only
criterion for determining placement.

ﬁeéuits are comﬁunicatéd to §éréﬁt§ in a CQmprehensibie mannervr,
with parental perspéctives and input sought.



PROMISING PRACTICE 8: CURRICULUM AND INSTRUCTION

a. Appropriate primary. 1anguage development and Engitsh Ianguage

development gcals are incorporated into IEPs; IEP goals and
bilingual individual learning plan goals (where appropriate) are
integrated.

b. Native ciltural maintenarnce goals are incorporated Into IEPs as
appropriate.

C. Approprtate academic assessment instruments and procedures are

available for purpuses uf program planning and evaluation.

d. Students are provided apprupriate first and second language
instriction based on assessment information.

é. Teachers accept regional and nonstandard varietias of Ll.
f. Teachers use a consistent language of instructiom.

g+ Instructional strategies are appropriate to both the abilities and
cultural backgrounds of the students.

h. Instruction is managed thrungh the use of nonbiased curricular

matertals.

1. Prugrams pruvide for disseminatiun of materials drsigned fur
instruction of special education/LEP students.

j. Evaluation measures are estabiished and in place to monitor
program quality.

k. Optimal amounts of academic learning time are provided.

PROMISING PRACTICE 9: PARENT AND COMMUNITY INVOLVEMENT

a. A btlingual special educatton prugram atientatton document,
written in both English and other primary languages, is
disseminated to the school community.

b. School staff are knowledgeable about the cultural influences that

may affect parent interactions with the school.

c. Parents are notified in their primary language of due process
rights to participate actively in IEP meetinga.

d. An interpreter or other person fluent in the language of the
parent is available for both home visits and school-based
meetings.

e. IEP forms are available ia tbe primaty language of the parent and
as necessary, the IEP itself is developed in that language.
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Outreach mechanisms encuurage parent/school contacts

The school promotes home activities condiicted in the primary
language that are designed to promote school achievement.
convenient to the pareat:

Parant education programs deal with topilcs of referral, -
assessment, placement, aud programming of handicapped LEP
scudents.
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PROMISING PRACTICES
DESCRIFTION FORM

ssr:-- Zajon Valley Unicn School District , | o

O
poe
in

ot

Person _ Anne Gupta B

cti.

c

Address 139 Roanoke Road . bhone 588-3020

0
o
31
rt
i

El Cajon, Ca .

Area(s) Specified Administrative interface/structure I

- In an attemt to improve services to limited English Proficient Students
in Special Education, the Cajon Valley Union School District has assigned a

part-time resource specialist to:
1) Serve as a liaison between the ESOL and Special Education Programs;

2) Maintain a roster of all LEP/SE students, including services being
provided;

3) Review all student referrals;

4) Coordinate Child Study Teams at school sites to include ESOL Program

Coordinator and Resource Specialist for LEP/SE;

5) Monitor St§§éﬁ§7fééﬁéifié&Eiéﬁ/Assessmént Procedures and Instructional
Planning for LEP Students;

5) Consult with classroom teachers, resource specialists, speech

and language specialists and ESOL instructional aides working with
LEP/SE students; and,

7' Coordinate resource and instructicnal materials
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PROMISING £RACT: -=-

DESCRIZT:I:.

“crtact Person Dorothy Wippern and pamels Viie. -

Adiress 1818 W. Ashlan o Phore 2092222-6573

_Fresns, CA 93705

irsa(s) Specified ﬁéﬁbiggédﬂQSSeééﬁéﬁE/Biléngga;ggSSes§ﬁéh§,_447

_The Diagnostic School provides as essment services for students, ages -

'3 to 21 referrea uy school districts for transdisciplinary diagnosis of multi-
faceted learning problems. After a child is assessed, a continuation of services

1s offered to district persomnel to provide ongoing support for further
diagnosis or remediation_in the district classroam. Workshops in many. areas, .

including diagnosis, behavioral interventions, second language development, and

the language base of learning problems are provided for district persennel,

An additional feature of the diagnostic process addresses the 1imited

English proficient student (LEP); Within this geographical area, the primary

minority group speaks Spanjish: therefore, much of the testing is performed
in Spanish: The Diagnostic School has several members certified in Spanish

proficiency throuch the State of California, who are qualified to assess the
limited English proficient students.

__The staff is familiar with and experienced in the administration and

interpretation of a variety of nonbiased assesEment meacaamr oL assess
the students' potential in the cognitive, language; and academic areas. Both .

normed tests in the students’ native languace; and developmental scales, which

are nonblased for any linguistic or cultural minority, are incorporated into the
test battery.

g, Jalified tean members analyze the students' native language and English
proficiency for developmental levels, interference from One language to another,
as well as the guality, use and foundation for academic performance. This

information is integrated and specific individualized teacting strategies are

Jderived and presented to the student's district teacher.
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PROMISING PRACTICES
DESCRIPTION [ORM

District __El Centro School District L

Contact Person Elinor Tennev

Address 1256 Rroadway, P.O. Box 647 Phone  619-352-5712

El Centro, CA 93343 o .

Area(s) Specified _Cultural considerztions/consonance-dissonance/Nonbiased

7 jasises:sriiéiitz,bﬂiﬁgﬁéi,assessnentkwf .

_The majority of tihe students who live in Imperial Vallay along the Mexican
Sorder retain their: language and cheir sultur:: 5 serve these children this
assessment program is based on_the philasophy: _...children can not be

separated fram their cultural background or language, and a honest psychologist
assessing linmited and non-English speaking children must be camitted to extensivve

preparation in Spanish and in the Mex:can culture.
—._-Studying in local Spanish counses was not enough. When thé State Department
funded the BABEL (Bay Area Bilingual Education League) Spanish language - :
acquision and assessment program in 1980, the concept developed. Psycho—education
evaluation now includes: (1)psychologicil intluerice fram the various cultures .
within Mexico or the border Mexicans. (2) knowledge of border language expressions,

patterns and “"Spanlish". (3) the affect of environmental factors such as econamic
status and parental educational backgrourds and:attitudes. (4) skillful use of

all the zppropriate psychological, develogmental, perceptual and ilanguage
proficiency assessment tools for Mexicsr-Anericans. ,
Further study in Guadalajara and Cuernavaca in 1981 and 1982 followed.

In the Mexicali Workshop for Assessment Personnel in 1983, key psychologists

and special educators fram the major cities in Baja California shared their
Piagetian theories, tests.and methods. The Mexican WISC-R training was included.
Even though California experts helped guide and research the WISC-R in Mexico,

recent government controls had made it difficult to obtain. Discretion and
adaptation are needed with the border bilingual influences.

Results of all these efforts on thé program mean: Our Exs':péﬁxéé ﬁéiié -

fairly accurate and appropriate assessment. The schoo ols set up._conferences for

the psychologist to converse with the parents. Some field workers are contacted in
their homes, when work hours prohibit school visits: Translators are trained in
case tne psychologist can't interview the parents.
211 sssessment tools have been translated accurately, weighing appropriate
[ i

-

I E— a2 m—-

ish forms are very cammonly used and IEP. (Individual Educztizn

iteme, Snanig ,
Flan: team meetings are conducted in Spanish. Throuch experience, personnel
W

ave ceccme sophisticated in counseling and guiding non-English speaking

-

~arentz it anderstand their rights and the process of Special Education.

~ L= S
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PROMISING PRACTICES

DESCRIPTION FORM

Distiict _Frerc-- ~icn High School District. . -

Contact Persor _ & .ren Holies o

Address 539 w. Fremwt Ave.

Area(s; Specified _Administrative interfac

instruckien : I o

_ A piiot program was established in the district to provide services

for the Limited English Speaking student with learning handicaps: Included in
this population were students with very limited English skills who were

exhibiting extreme difficulty with instructional content in ESL classes;
and those students who had gained same proficiency in oral language skills
but had_limited reading and writing skills: The district elected to provide

for a special program separate from the regular special education classes, in

order to adequately address not only the problems associated with learning

disabilities, but also the problems associated with comunication in the English
language. The i‘&ti&j&i’.gi for a separate Cmgt@7@7¢9m§ of attention
given to language learning of the 1imited English speaking student would

Mvaimepooequate in the regular special education classroon. The program was

available to students ane to two periods a day under the auspices of the Resouice
Specialist Program. The language used for instruction was English; with the ,
services of bilingual aides only to aid in transiation wher needed. The student-
instructor/aide ratio was three to one. The students were grouped into class

sections according to levels of ability in order fo facilitate infersive
instruction in specific skill areas. Six countries and nine. lan _and.

jialects were reoresented. The program incorporated the instructional design of
the camponants of a special education program to a program for the LES/LH

ieaene:,2nd provides for 2 curriculum content sensitive to the learning styles,
life styles, and educational systems of the students native countries.

he program, so far, has been highly usccessfii and will be continued for the
nsuing year.
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PROMISING ERACTICES
DESCRIPTION FORM

District _Livingstcn Un..n Elementary -—

Contact Perscn Paula Tucker . B
Address 714 Prusso Stroet Phone 209=394-7953
Livingston, C3 95334

Area(s) Specified Nonbiased assessment/bilingual assessment

- The purpose of this program i to piovide cost-effective nonbiased
issessment which considers theé process of second larguage acquisition to LEP

children. Our approach was developed by considering current research and

recommendations for non-biased assessment along with the research of Krashen,
Asher, Terrell and Cummins on second language acquisition.

: Our approach_is primarily a decision-making process which has been develcped
into a "flow chart”. It is based on the conicept of "least intervention”. Inform-
ation regarding the child's educational and family history is gathered and then
used; along with the current research on second language acquisition, to guide
the assessors toward the most camplete evaluation possible: This involves using

already-existing information, plus direct assessment of the child in beth

languages  (where appropriate) by at least three eval tors in less than three
hours. Factors considered are all those currently. recamended, including: 000
1) . Assessment of appropriateness of current and past instruction; 2) Educatiocnal
history; 3) Evaluation of psychosocial factors; 4)  Health history; 5) Evalua-
tion of sociocultural factors; 6) Evaluation of primary and English language
develooment; 7) Evaluation of intelligence in orimary language, and 8) Evalua-
tion of achievement in appropriate language.

 Pssessment cf this type is appropriate both for newly-arrived children
and for those who have been in school. This model is available in both chart
and workshop form. Data has also been gathered campar ing-performances on the

WISC-RM (normed in Mexico City) to the Leiter and the WISC-R.
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PROMISING PRACTICES

DESCRIPTION FORM

- Los angeles Unified School District -
District East Fducational Serui

Hilda Carder, Ph.D. —

Contact Person

555 < Street - Room 30 Phone  213-525-6171
_Los angeles; Ca 90033

Ares(s) Specified Nombiased assessment/bilingual

Address

‘Because of the density of our Hispanic population, it is very difficult to
provide quality assessment to limited English students with the number of
bilingual psychologists on our staff. We have devised a system of inservice
develooment and bilingual psychological consultation. A general on—going
inservice program is p-ovided for all of our psychologists cencerning all
aspects_of bilingual/nonbiased assessment. This includes aspects such as
data gathering; local school screening; language screening; appropriate
and/or alternative assessment in cognitive development; learning proficiency:
social-cultural observations; and adaptive behavior skilis:

. The reqular psychologist will work with a student until the cognitive and
language areas need to be assessed. At that point; a bilingual psychologist

consultant ( one of several assigned to our Central office) #ill assist with

the evaluation, The regular psychologist works along -with the consultant

district and state second language acguisition programs. We try to continue

to inservice our monolingual psychologists by upgrading their skills. We

continue to field test new instruments and technicues in bilingual assessment.
We have devised a camprehensive assessment system which consits of supple-

mentary and/or alternative assessment techniques,. bilingual measures; use .
of translators and use of auxiliary personnel such as bilingual coordinators;
ESL teachers, etc. The plan has worked well for our Region and we believe it
has encouraged cuality assessment for our students.
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JmIrc PRACTICES

Discrict Micrant Child Education = Fe. ~~ II )

Contict Person JOrge Gaj I

Aaaress Siiéoiiéqé ét. - Pilone' 916"666—19;77

_Woodland, CA 95695

. Migrant Child Education - Region II's Psychological Services provides
airect and contractual psycho-educational services to handicapped children who
are limited English proficient. Other tasks include parent inservices, consul-
tation to county and district staff;, and participation in staff develcpment.

One of the contractual psycho-educzational services is to provide assistance

to school districts in the individual assessment of students. Such assessment.
includes: assessment materials and procedures which are not racially, culturally,
or sexually discriminatory. All assessments for limited English Speaking pupils
are administered in the pupil's primary language or other mode of cammunicaton,
and are conducted by approoriately licensed or credentialed persons who are
campetent in both oral and written skills of the pupil's primary  ianguage and

have knowledce and understanding of the individual's cultural and historical
heritage:

__.-Other services include consultations with school administrators, teachers,

school psychologists and appropriate specialists including migrant resource
specialists and agencies regarding migrant student psychological evaluations

and classroom implementation of proposeéd corrective measures.

. Working with migrant parents is an important camponent of Psychological
Services. Responsibilities include conferinc with migrant parents (both within
tie school setting and in the home) regarding migrant children with learning and

behavioral difficulties; providing consultation time to the Parent Advisory
Committee, and establishing parent groups.
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PROMISING PRACTICES
DESCRIPTION FORM

District __ Morgan Hill Unified 3chool District S

Contact Person Henrietie Lanciza, Ed.b., C.C.C. i
Fhone 408-779-5291

’ddress P.0. Box 977 -
_Morgan Hill, CA 95037 o

Area(s) -

- Students whose primary language is Spanish who are suspected of_having a
learnirig/language difficulty are referred by the child study team, parent, or
teacher working with that student for a screening or camplete language assessment.
The student is given a battery of tests which includes assessment of canprehsnsion
and expression of language utilizihg,éﬁfmejcially available materials and a. languace
samle by the bilingual speech/languace specialist. when appiicaple, the student
is also assessed by the speech/language specialist and resource specialist or
psychologist_in English. A report is written by the bilingual speech and languacs
specialist camparing the student's performance in each language. It also includes
information provided by the parent regarding the child's health, development
and his perception of the child's language ad performance at hame. At the IEP
meeting all information is translated for the P ‘ent. An interventien program
which may or may not include bilinqual instruct ° (depending on the student's
needs) is devised.
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PROMISING PRACTICES
DESCRIPTION FORM

Distr::c Qaklend Unified o o

Contact Person Jennifer Chop )
Address _ 1025 Second Avenue, P.15 _____ Phone _113-336-8222
Qakland, CA 94606

Area(s) Specified _Second language development,/Nonbiases assessment/bilingual

assessment = - - -

___In providing service for LEP chilren at Lineoln school, emphasis has been cn
nonbiases/bilingual assessment as well as secand language develcopment (English).
The ultimate gcal in providing service in educating LEP handicapped children is

helping them became functicnal persons in the U.S. English, therefore, it is
emphasized (though, not exclusively) because 1) we lack bilingual/bicultural
qualified personnel to serve the LEP handicapped children and 2)the majority

of the LEP children's education will be in the U.S:

The population at Lincoln school is 43% LEP Asian children (Vietnamese,

Cantonese, Korean, Mandrian, Japanese; and Cambodian). LEP children are referred

for special education when they stand cut among their peers. The majority of

these children ahve shared the same experiences (e.g., no previous schcoling in
their country; about people, similar living conditions, etc.) _Therefore, when
a_teacher refers a LEP child because the child does not fit the teacher's norms

based on extensive experience with LEP children, their referral is considered
ligitimate, the child's difficulty is not dué to English acquisition or cultural

dissonance. A non-biased/bilingual approach is therefore essential in identifying
handicapoed LEP childron.

A LEP child is assessed_ in both the native ianguage (an interpreter might
be_necessary) and English (with appropriate amissions and modification of
culturally biased items, e.g. pictures of football, bonnets etc.) to Find cut

what language skills have been acquired for functioning in school. Assessment in

vocabulary (or lack of), cognitive function, language processing (camprehension,
memory, Syntax etc.). Diagnostic teaching occurs.in the native language for concepts
or structures that appear lacking in the native language. Information thus
aquired allows the assor to know whethier the child ecan easily learn as well

as which teaching or theraputic method(s) work best. Remediation is done
primarily in English.

both languages allows the assor to know whether the difficulties might be due to
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PROMISING Fiei::_. .-
. DESCRIPTION FORH
Cistrict Oakland Unified School District I
Contact Person _ Jave Havs and [ois Secal-iheaton o

Address __1025 Second Avenue, Portable 16 Phone _415-836-8528
—Oakland, CA 94606
Aféa(é) éPéleléé S . o d mstruct::if e ;1 B areas relaéeé.

.~ Lazear School has a strong bilingual/special educaticn program because
the site principal and resource specialist have made this a top priority. The
staff_is involved in.a child study team which meets to discuss students w:th
educationzl and emotional problems: All of the IEP process paper work has cesn

translated into Spanish. Meetings are held with parents, psychologist, nurse,

speech therapist and reqular classroom teacher in Spanish: Assessment is

conducted in Spanish and English. We are in theé process of searching for

appropriate Spanish language assessment material.
e ke, instructional projran is English basad; however, there is a ot of
conversation, explanation, and cultural enrichment which is Spanish language
based.

__ Two additicnal components have enhariced the program. One is a mainstreamed/
integrated program about disabilities-—visual, hearing, physical -and mental
retardaticn. This has been conducted in English and Spanish, Students have
had a chance to learn simple Sign language, use braile writers, wheelchairs,
walkers and crutches. The accessibility of classroom, bathrooms and drinking

fountains has been investigated by students.

e 2.8 oL tser cutdoo shcation progean b been g o £ e pacs
years (including s@é,g,v,a,c,atlm) where lééfﬁiﬁg:§i§§b;gd and regular education
Students have been taken one day and overnicht nature study/recreational

trips. These are also conduciad. in Spanish and Egnlish, with special ébﬁ;é;@féf:iéﬁ

for the needs of the learning disabled students. These trips use public trans-
Mortation so that low income families in_the community can; - 1) _attend these

trips and _2) make use of the East Bay Parks facilities on -their own. In tais
way we_have involved parents and the comuni Y. Issues of disability awareness

that have been raised on these trips include, 1) How could a person in s
wheelchair work in the garden of the farm we are visiting? and 2) Could we

take this person hiking and camping with us?.
AN educaticnal program inside and outside the classroom with a lot of

hands-on experiences, sensitivity to people who are different, and awareness

this a successful program.

of different learning styles and languages have made :
A beautiful example of this was cne day when a kl:rg varan was 1i§téh,ih”g’ to the

interpreter for a deaf man. The deaf man wag showing the Slind woman how to___
sign, moving her hands. The instructional assistant fcr we second grade class
participating in the program was transtating intc Spinish and a learning disabled
fourth grader was explaining how it felt to be bra.isn Saaged.
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PROMISING PRACTICES
DESCRIPTION FORM

District »2zriier Unified School District S

Contact Person _Tempa Riley e

Address 900 Newmark Avenue ______ phone _646-2731

Parlier, CA 93548
Area(s) Specified __Second language development/Staffing, staff develogment/

Parent and canmun l]; ty ]:n' VO, 1vemen

__The strength of the program in Parlier to deliver educaticnal services £5

handicapped children who are limited English proficient lies in its staff of _
trained dedicated educators. The psychologist provides and exhibits leadership

1r the area of pupil personnel and special education. She assists school staff

to widerstand children's behavior and the unigue needs and unigue strengths. Time

1s spent in encouraging all to seek the very best in young people and to maintain

a positive approach to all students. The resource specialists; special day class
teachers; speech therapists, and nurses are team members who work together with

the psychologist and school administrators and regular classroam teachers to

carry out an individual educational program that will assist the student to
develop to potential. Doing the best_cne can is not good enough if the job of
educating students is not accomplished. The team must go in the right direction;
doing the right thing, using the aporopriate materials, and making the right contacts,
and generating interest in learning. Parents are a vital part of the educational
process. They expect the school to assume leadership. to advise, and to carry out
and educational program that is excellent. The team does not feel intimidated nor
does it attempt to set the children apart, rather it accepts that the children

in special education, in most cases, ar# considered to be regular students
receiving all serviges they are entitléed tc. Then, over _and. above that, if they

are _learning handicapzed they are entitled to receive services of a highly trained

professional to remediatéiamEIiOrété;thé,iéaiﬁigg handicap or to learn to
by-pass the learning disability. Children who are learning handicapped who are
limited English proficient are encouraged to learn and use English. Parents

are given the option of bi-lingual education, but with the learning handicapped

child the staff encourages the use of English as much as possible, especially those
students who have an auditory deficit: The worth of the individual student is

emphasized. Hopefully, parents and students receive this message and work with
the staff to bring out the very best_and to develop to full ability. The psycholo-
gist who ¢irects the special education and the other team members have spent
many years in the district. The director has been in the Parlier Unified School

District for eighteen years and knows the families, which adds to the confidence

the comunity has in the program.
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PROMISING PRACTICES
DESCRIETION FORM

District Riverside Unified School District S

Contact Perscn _. Z:. Heélen Jepson .

Address 3380 14th Street __._ Phone 714-733-7142

Riverside, TA 92591

Area(s) Specified Sééffiﬁ@+4sta£frdeVéiopmént/édntinuuﬁ of _

_services _ _ S - ,

__Riverside Unified School District's Special Education Departiment has

3é6§16§é8,éﬁﬁ§6§oing program of staf development in the area of delivery of

stai. developnent program began with a task force established to examinz the
needs of the district and to develcp plans for inservice to all the schools
within the district.

educational services to children who are limited English proficient (LE?). The

B Operating under a PL 94-142 Mini Grant, the district contracted with
tiiree outside consultants to assist in providing support to the task force
in designing and presenting a district-wide irservice and information hand-
book to Riverside staff members. Follow-up staff development and training

sessions are taking place on a regular basis.

Staffing changes include reallocation of staff time of a school psychologist

and two.language speech and hearing specialists to provide assessment services
to LEP students. In addition, one language speech and hearing specialists has
been reassigned two days per week to provide designated instructionzl services
in both language and academics for special education students whose primary

language is Spanish. Specific areas of responsibility include:

A. Provide specific téﬁé&ié; iﬁgﬁiﬁéiidﬁ,in,the primary lariguage
(approximately 30 minutes/twice a week) to special education
students:

B: Prepare remedial materials in the primary language.

C. Consu.t with both special and regular teacher in planning language
remediation within the total education procram.

D. Coordinate and monitor the work of bilingual volunteers or tutors
along with classroom teacher:

E. Attend IEPT meetings as necessary.

F. DiaghoStic assessment and monitoring of cugil rrograss.

G. lhsékViée;iééﬁiéiiéﬁéﬁ§§ééiai,éducation staff in scréening and
remedial technigques and procedures.

H. Establish and maintain working relationships with nilingual
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PROMISING PRACTICES

DESCRIPTION FORM

District San Bern:rdino County Scheols Office

Contact Person Dolores Lenz
North E Street Phone ____ 38322179

Address 201

'San Bernardino; CA 92415

Area(s) Specified Nonbiases assessment/bilingual assessment

_ The ééﬁﬁééiﬁéidino County Schools Offiéé,éféviéééliﬁe services

§f1§;§§sgggic,psychologist totally fluent in Spanish and English to
perform the psycholojical testing necessary before placement of

Limited English Proficient students in special classes. Non-biased

assessment is the goal. This is done on a minimal cost basis for
big districts and at a no cost to direct service districts.
_Follow-up with parents in the placement process is part of the

service. This aliows for total interaction, parertal understanding,
and parental approval before placerent is done.
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PROMISING PRACTICES
DESCRIPTION FORM

District —San_Disgn Unifisd School Ristrict —

Contact Person _paga Carritte o -

Address 4190 Norzal Street = 3336 Phone 379. 023

’s - E" ERN _ 7:’E7 S o

The San Diego Unified School District's Severe Disorders of Language (SDL)
program provides intensive services in English to students who have been deter-
mined to have normal intelligence with a significant delay in oral lanquage
abilities. In order to qualify for the SDL program, LEP students must demonstrate
a significant delay in their primary language. A servere disorder in English is

4lso evidenced.

. -Assessment of primary language skills is conducted by a certificated
speech pathologist. Assessment includes interviews with parents, school Staff
and other appropriate persons as well as formal testing. When appropriately-
normed tests are available, as in the case of same tests in Spani~h, these are
administered. Otherwise, direct testing is conducted through a strictured -
incerview format wherc universal aspects of lanquage are cbserved and tested:
Frequently the evaluating speech pathologist is not bilinguai. In this instance.
tests are administered by a trained interpreter under the supervision of the

certificated speech pathologist.

~- Once a student has been assessed and is found to. meet the criteria for an
SDL special day class, an appropriate placement. is made. All instruction is in
English: Often there is assistance from a bilingual aide. Frequent contact is
made with parents and regular IEP meetings. are held annually with an interpreter.
Success is very high in the program after one year. Pre and post standardized
testing in English in receptive ar.i expressive language and academice have shown
marked improvement. Research which indicates that remediation in one language
facilitates improvement ir the other language, is reinforced in this program.
Parents are reporting thei- children are demonstrating petter articulation and
more and better language in their primary language.
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N SSACTICES
DESC:I:. ... TORM

District San Joacuin County Schools; S--.:z1 Bducaticn Local Plan Area

Contact Person Rebecca R. Sapien R

Address 3701 South Jack Tone Rd. Phone 209-466-5471

Stockton, CA 95205

Area(s) Specified Primary language development/Curriculum and instruction

Tvpe of Class:  Camunicatively Handicapped/Bilingual = Holt School
;:;:::iéaélﬁﬁééaé,éédreSSéd:

__-_This class is designed to meet the needs of cammunicatively handicapped

§é§oqdrlanguage learners who are Spanish~dcominant: The primary focus of the

class is to provide a developmentally sound second-language acquisition program

which will ensure a Successful transition to a regular communicatively handi-
capped class. , R
The mission and goals of the class are as follows:

1. Byual educational opportunity shall be provided to comminicatively

handicapped individuals who are Spanish-daminant, second-language
learners (primary level emphasis).
2. Special education with bilingual instruction shall be provided
to any student within the San Joaquin County Consortium who
has that need.
3. Students with bilingual education needs who are enrolled in a

San Joaquin County Special Education Program will be provided
with intensive instruction; designed to buila skills necessary
for successful transition to hame district based programs
(primary level).

Current age lével of children: 6 - 12 years old

Tvpes of materials used:
Curriculum seleccion is based on the degree to which the materials
address: . 1) the special cammunicaticn needs of the students and, 2) the

ransitional focus of the class. Curriculum materials selected for the cizss

- -

will enhance the practice of state—of-the-art teaching strategies in zr:mar,
ard secondary language develooment and English language development materialis
which are designed to meet specific Individualized Education Program otiectives.

__ _fre-Readiness Level - Bilirgual Early Childhood Program is being utilizad
tc enhance development of primary language skills in Spanish and acguisition of

Englici as a second language.

Reading - Open Court Bilingual Founnation Program is being used: This

program is amulti-sensory Spanish and Englisk first-year language arts and
reading program. iis .
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Communicatively Handicapped,Bilingual - Holt School Face 2

) Language Arts - There is a lang:ice arts program for fhe native Spanisn
languzge speaker.

English-as-a-Second-Language = c.ick Start to English is the adoptéd
currléui:lﬁzfﬁ . - oLl S : -
.. Mathematics - The Silver-Burdet: Mathematics Program is being used. it
uses cartoons and graghics -to introduce new concepts. This snzbles the -
communicatively handicapped learner to acquire those concepts without the use

of verbose instructions. Reciprocal programs in Spanish and English are nced.

Eow these materials differ from recular classroam:

'All curriculum programs used include bilingual flexibility. The Open

Court Spanish Language Program provides a transition fram Spanish to learning
to read in English: The Silver-Burdett Mathematics Program is a streng language
development program presented in both Spanish and English.

Types of teaching mthots cbserves
Classroam teaching methods have been adapted to meet the specific instruc-

ticnat needs. of the conmunicatively handicapped/bilingual stucsnt. The clas

uses the alternate-day approach to bilingual inziruction. Every other day
axl classroam activities except academic instruction are carried out in either

Spanish or English.
Hov thess differ from reqular classroom:

~ _The class utilizes a bilingual language mode for one-to-one correspondence
and for small group instruction in all academic areas. English-as-a-second-
language is an integral part of the curriculum. Articulation therapy is offerad
in the daminant lanquage. Bilingual/bicultural activities are presented to
develop self-concept and enhance cultural pride.

Classroom Teacher:  Charlon Lewis
Teacher Aide: Glenda Esquival

Program Specialist: Rebecca R: Sapien

Director, Special Education Frograms: Jacki Cottingim

Location: Holg 55165 Elementary School District
Holt Union Elementary School - o o
1545 South Holt Road, Stocktcn 95206 - Telephcne: 463-2590
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PROMISING BPRACTICES
DESCRIPTION FORM

Distr:c- San Jose Unified School District S

Contact Person Barbara Ellincson o
| 403-998-5196

Address _ 1305 Park Avenue _ phone

~ San Jose, CA 95125-2196 o

>_interface/structure/Continuum of gervices/

Area(s) épécifiéd

Nonbiased assessment/bilingual assessment B

__We at San Jose Unified School District are very proud of our Special
Education program for Limited English Proficient students (SPEDLEP).

ve are rortunate to have a coordinator for the program whose responsibility
it is to perform many functions. Aside from Supervising and resourcing_the_
teachers; I place a high priority on articulating Special Education and.the
district's Bilirgual Education program. This involves membership in_district
Bilingual Education comnittees and welccning Bilingual Education representation
on SPEDLEP committees. We hold monthly SPEDLEP Support Camnittee meetings.
Membership is open to all who are interested in Special Education and
Bilingual Education. We have all benefited from this ooportunity to -share
information and to explore ideas.

Another advantage of having a person to coordinate the program is seen in
my availabiiity to share the details of SPEDLEP and consult with others
interested in the administrative aspects of such & program. It is a very positive
display of district support to see an administrative-level employee in an )
advecate position for special needs students who are limited Engiish-proficient:

",eﬁi,ééﬁéiﬁﬁﬁhréf services presently éncaﬁpééSés;p§é§é§§§17gprpgghﬁath grade:

It covers the spectrum of the Resource Specialist Program and Special Day
Class. We have four Special Day Classes and three Resource Specialist Programs

at six school sites. We intend to add a bilingual speech pathologist for school

year 1983-84. The languages of instruction presently are English and Spanish. In
addition, Portuguese, Chinese and Vietnamese language services are offered to

a more limited degree. We are fertunate to have school personnel, resource
specialists, and psychologists who are able to assess in English, Spanish and
Portuguese.
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PROMISING sz:o=- -

DESCRisTICN L. -

District San vsidro School District S o

Corntact Person Sandra Bineda . .

Address _ 4350 Otav Mess Road . Phone 5193284475
San ¥sidro, CA 92073
Area(s) Specified Nonbiased assessment/bilingual assessment/CUrriculum and

instruction/Parent and commnity involvement D -

San Ysidro School District is the southernmost California city, bordering en

the U.S. /Mexico International border. Approximately 83% of the parents in San 7
Y¥sidro were born in Mexico: Often medical services and other related activities
involve the other side of the border.

Ite San Ysidro School district serves a 96s minority group comminity which is

Spanish speaking. Students entering the San ¥sidro schools, Separated from their

fzmilies for the first time, are also Faced with the additional trauma of
adapting to a new culture and learning a new language. This has resulted in an
intensification of the problem well above the national survey which indicates
about 30% of all American children experience moderate to severe school adjustment
problems. '
, A significant finding of the district's icngitudinal study (nine years) shows
a very high rate of family mobility. The distrist loses approximately 20% of its
population during the first year of enrollment, approimately 60% after three
years, and approximately 79% by the end of seven years.

San Diegc County unemployment statistics reveai that San Ysidro has almost

twice the county average of unemployed comunity members.

Due to the district's camposition, San Ysidro has focused on_the special
considerations of the LEP student with exceptional needs. In San Ysidro each
school has a process for taking referrals when students are experiencing school
problems. This process is conducted through the Guidance Cammittee which has been
in operation for over five vears: This camittee is responsible for all rererrals,
compreher:sive assessment planning and assessment with the ability to use a vast
bilingual rescurce to foster assessment without bias.

to identifying both emotional and academic problems in the youncer child in

school; the Guidance Committee is able to provide services for ali students,
as well as curriculum follow-up support +o mainstreaming teachers.

- The majority of the staff at each Guidar.ce committee are fully bilingual,
allowing the IEP team meeting to be tctally conducted in Sranish if the parent
is unable to speak Eng.ish. there are many more exerplar - cractices in San Ysidro,
but the Guidance Committee function and parent particizz-:on 2t team meetings

are the most notable.
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PROMISING PRACTICES
DESCRIPTION FORM

District _ Tulare City School District .

Contact Person Joan Wooters _

Address 909 E. Cedar, Suite B Dhone 209-588-2892

Tulare, C5 93274
Area(s) Specified _ Second language develooment/Curriculum and instruction

Oral ranguage Development is the basic structure enabling children to learn

to listen; to speak, to read and to write. tanguage accuisition is developmental
and is necessary for all children. The Tulare Follow Through Oral Language
Development component is SyStématic and scheduled teaching of English using
clearly defined technigues and strategies.

.. .. anguage Jevelopment is an integral part of cognitive development. Cognitive
development and language develcpment are interdependent and mutuaily supoortive;
each reguires the other to integrate the stimuli of the five senses. Children need
language to gain and to verbalize their understandings.

Children who enter school with a coiplex language structure based on rich
experiences have "readiness” for learning. Children require “readiness" for
learning if they enter school with a less adequate experimential background that
was not accampanied by appropriate language models:

QOALS The goals of the Tulare Follow Through Oral Language Develuument Canponent are:
To provide the child with the opportunity to acquire Standard English®,
defined as the Language which the child will encounter in school through

listening, speaking, reading and writing activities.
To enable the child to verbalize concepts.
To enable the child to cammnicate with adults and peers.

To provide cpportunities for the child to enhance his self-concept because
of increased campetency in the use of standard English.

" To provide the teacher with the techniques and strategies to teach oral
language and to apply these teaching techniques to other areas of the
curriculum:

g‘:;:&:{:hsh the primary goal of a’e\ié;ﬁ?piﬁé @é,d}’ild 's oral language
competenc;, specific oral language techniques and oral langusge management

strategies are employed oy the teacher:

* "Stang:i:d English = the English that with respect to spelling, gramnar, oronunciation
and vecarilary 1S substantially uniform though not devoid of regional d:fferences,

that is well established by usage in the formal and inforfial spiech and writing of

the educii=d zrd that is widely recognized as acceptable wherever English is spoken

and uncersooa =" e .

ebster ‘s New Collegiate Dictionary, 1977 ed.
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PROMISING PRACTICES
DESCRIPTION FORM

District Ventura Un;fleagéﬁﬁbbigﬁisiiiéé, L
Contact Person Noel  :zayo __ . o
Address 120 E. Santa Clara S¢t. Phene 805-628-5391

Ventura, CA 93001

Area(s) Specified Administrative interface/structure/Nonbiased

-assessment/bilingual assessment B

__ The departments of Special Education/Speech tierapy/Migrant
Education and Bilingual Education are interfaced: Whenever a child

is referred because of educational matters and that child is
Bilingual, the referred immediate'y goes to the Bilingual Specialist:
If that person sees any problem; then the psychologist and speech

therapist are brought into the case:. We have a Bilingual person
(Spanish) in each department. This cuts down on referrals that are
made merely because of a Spanish suriiame. If the child is referred
a second vear in a row, then the psychologist is brought in
directly to deal with the child and bccomes the case manader at
that time. This makes sure that no one slips through and will not
receive the help that they need.

The question of tests are always an issue. We have had our

staff go through extensive summer inservices given by the State
Department of Education: We try and use the latest available measures.

I sat in on the original committee which formed the guidelines for

the State Department in this area. Once testing is accomplished, we
meet with the School Appraisal Team to determine the least restrictive
environment possible.
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AUTHOR IIMEX

PHASE THREE

Phase Three literature is annotated under the following seven categories:
1. First and Second Language Development
2. Cultural Comsiderations
3. Teacher Competencies and étaff Development
4. Administrative Interface and Collaboration
5. Nonbiased Assessment
6. Educational Placement and Programming

7. Parent Involvement




This alphabetical 1tst11g tndtrateq Lhe number(s) of the caregories under which
wurk{s) of the authors are aannotated.

Abbott, R: 5 Gutkin, B. 5 Omark,; D. 5
Algozzine, B. 5 Harbin, G.L. 5 Crtiz, A.A. 6
Alley, G, 5 Harris; J. 3 Oortiz, €.D. 2
Almenza, H. 6 Hastings, L.:0. 5 ﬁrt{z, S. 6
Almanza, H.P. ¢ Heller, B. 5 Pachecu, R. 6
Askins, B. 1 Henderson, R.W. 6 Parker, D. 1,6
Baca, L. 2,;3,5,6 Hilllard, A.G. 2 Pepper; F.C., 2
Bailey, D.B. 5 Hughes, V. 3 Perlman; R. 56,7
Beech, M.C.f 6 ) Jones, A. 6 Peterson; P.J. 5
Bessant-Bryd, H. 3 Jones; R,L. 6 Plata, M. 3,5,6
Bergin; V. 3,7 Kamp, S:H:. 3,5 Preston, D. 3
Bernal,; E.M, 3,5 Killian, L.R. 6 Prieto, A.G. 3
Blana, E. © Kim E. 6 ) Rabinouvitch; M. &
Bransford, L:A. 2 Kiraithe, J. 1,6 Ramirez; B.A. 3
Bruck, M. 6 Lambert; N. 5 Reynolds; R: 5
Carpenter, L. 3,6 Lambert; N.M. 5 Rodriguez, F. 3
Carpenter, L.J. 5,6 Landurand, P. 4 Rodriguez, R. 3,6
Cagtaneda; A. 2 Landarand, P.M. 5 Rodriguez, R.C. 3
Cegelka, P.T. 6 Lare, K. 72 ) Rodriguez, R.F. 3
Chan, K. 6. Langdon, H. 6 Rueda, R. 3,6
Chinn, P. 6 o Langdon, H.S. 1 Sabatino; D.A:. 6
Chinn, P.C. 2,3,5,6 Lazarue, P. 2 Salend; £:J. 3
Clemens, L.H. 6 Lempe,; F. 1 Salvia, J. 5
gole,,J.f 3,6 Lesser; S: 6 Sanua, V. 1,6
Council for Exceptional Lewis; R.B. 6,7 Sedlak, R. 6

Children 6 Luchigame, R. 3 ] Sedo, M.A. &
Critchlow, W. 3 Luetke-Stahlman, B. 1 Sirota, N. 1
Cuevas, G.J. 6 Lynch, E. 7 Smith;, J. 2
Cumming, J. 6 Lynch, E.W. 7 Smith, U.S. 7
Dade County Public Marion, R. 7 Stein, R. 7

Schools 5 Martinez, 1. 4 Stein, R.C. 7
Decano; P. 3 Martinez J. 7 Sternberg, L. 6
Doorlag, D. 6 Martinez, 0. 4 Stile, S. 3,6
Duffey, J.B. 5 Mahsady, L. 5 . Taylor; M. 3
Duran, E. 6 McConnell, B.B, 6 Tempes, Fi 1
Erb, K.S. 3 Mercer; J. 5 Thibadeau, S. 3 ,
Evahéi J._ 6 Meyen; E: 3 Tippeconnic, J.W. 3
Evans; J.S. 1 Meyerson, M.D. 5 Town, R. - 5
Foley, P: 4. Michael, R.J- 3 Tucker; J. 5
Foster; €: 5 Ming, J. S5 Tucker, J.A. 5
Fradd, S. 6 i Mosley; WJ. 6 Vasquez, M. 4
Fuchigami R.Y. 3 Mowder, BiA: 5 : Watson, D: 5
Gallegos, R. 1,3,6 Neison-Burges, S.A. 5 Wweis, RiS. 1
Gerken; K.C. 5 New York, NY: Community Ysseldyke; J. 5
Goldman, P. 5  School District 3 Yuen; P. 3
Gollinick, D.M. 2 Northwest Regional ) Zabel; M: 5,6
Gonzales, E. 3 Resource Center 5 Zabel; M:K. 7
Gorizales, G. 1 Nuttall; E.V. 5 Zabel, 5,6,7
Grant, G.E. 3 Oakland, T. 5 Zavala, J. 5
Greenlee; M. 1 Oates, M. 6

Greenwood; C.R. 3
Gronell, S. 5
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