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Preface

This book is about « 13-vear experiment in refugee education. From
1980 to 1993, the U.S. Department of State funded an intensive Eng-
lish lunguage and cultural orientation program that prepared refugees
living in caomps in Southeast Asia for life in the United States. The
suceess of this program led to the creation of smaller-scale ¢fforts in

other parts of the wora, and today. pre-resettlement programs take
plece in Kenva and Croatic for U.S.-bound African and Bosnian refu-
gees. This book focuses on the program in Southeust Asic beeause it
was by fur the largest of the overseas programs. Over the course of 13
vears, about 300,900 Vietnamese, Laotian, and Cambodian refugees
studied in camps in Hong Kong, Thailund. Indonesia. and
the Philippines.

The oversceas progrcan represents « unique experiment in American
history, and information about the program should be of interest to «
wide range of readers. The book’s primary audience, howezver, will be
educators. The overseus program was a place wwhere some of the
newest ideas in anguage and cross-cultura education were proposed.
debated. and tested. The principad purpose of this book is to document
some of the program’s best wwork and to share it with other
refugee edueators.

Those who want to lecan more about the overseas program can find
many of its reports, instructiona materiads, and student work in an
archival collection housed at the Center for Applied Linguistics in
Washingron, DC and at World Learning in Braetleboro, Vernmont

Doncdd A. Ranard and Margo Plleger, Editors
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Balancing the Ideal
and the Pragmatic

Reflections on the Overseas
Refugee Program

Ann Morgan
U.S. Department of State

Since 1980, the Department of State has funded pre-entry train-
ing for refugees accepted for vesettlement in the United States.
‘The training programs have varied in size, location, focus, dura-
tion, and purposes; the student populations have also changed
over time, The 15-year effort is unprecedented in the history of
refugee migrations into the United States: For the first time, the
U.S. government has provided refugees with skills needed for
rescttiement hefore they enter the United States.

Vietnamese boat-people, hilltribe people from Laos, Amerasians
from Vietam, Cambodians flecing from the Khmer Rouge, Ethio-
pians and Eastern Europeans escaping repressive regimes, Bosnians
persecuted alter Yugoslavia broke apart—these and others have
participated in programs designed to mect their special needs.
Nearly o million refugees have benefited: hundreds of organiza-
tions have played a role; dozens of governments have
been involved.

Over the years, training programs were implemented in 15 coun-
tries where refugees sought protection while they applied for re-
scttlement in the United States and other countries. By far the
largest of these programs operated in Southeast Asia in refugee
processing centers established in Indonesia, Thailand, and the
Philippines. Because of their size and longevity, this book focuses
on the programs in Thailand and the Philippines, which flowr-
ished for almost 13 vears.
iz
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Responding to the Crisis

Q

ERIC

PAFullToxt Provided by ERIC

After the 1975 fall of the U.S.-supported governments in Vietnam,
Laos, and Camibodia, it was inevitable that the United States would
admii large numbers of refugees fleeing Southeast Asia. Closely
associated with the United States, many could lay claim 1o a legit-
mate fear of persecution by new and repressive regimes. They
would come and bring their velatives.

America saw and remer. ered the poignant pictures of terrified
Viemanese lelt behind when it closed its embassy in saigon in
1975, Four years fater, America saw and responded generously to
media coverage of boat people fleeing Vietsam and of sick and
starving Cambodians, victims of the genocidal Khmer Rouge, strug-
ghing into Thailand. "The United States opened its doors wide.

Although public policy was generous in its response to the retugee
crisis, there was concern that the entiy of thousands of Southeast
Astan refugees without Epglish and basic ortentation to American
fife mught wigger a backlash. "There was reason for concern. Al-
most overnight the refugee influx had altered the complexion of
communities around the United States. Racial and ethnic balances
were distrbed. Cultural dashes were commonplace. Disputes over
fishing rights between Texas shrimpers and refugee fishermen
from Vietmam were front-page news.

Stories of problems wising from culuwal misunderstandings circu-
lated i the resettfement community. Refugees were jatled for
homtimg without licenses—a restriction unheard of in their coun-
tries of origing Pavents were accusetd of child abuse when they lefi
voung children to supervise vounger siblings—a common practice
s Asian countries. One refugee lost a hand 10 a garbage
disposal he did not know how to use. Another died from drinking
poison {rom a boule labeled i English—a-language she couldn’t
read. s these incidents grew in number, so did concern about
how to prepare the refugees and to minimize public disapproval
by providing refugees with basic mformation wbout life in the
U nited States.

13
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[S.-bound
refugees spent an
average of siv
monihs al a
reressing cender.
such ax this one in

the Phadippines.

—_— :
The Need for Processing Centers

No serious thought was ever given to establishing large-scale train-
ing programs in the United States. Among a host of other prob-
lems, they were simply too expensive. A residential program in
the United States comparable in content and duration to an over-
scas program would cost approximately five times as much.

The answer to the question of how to prepare thousands of Asian
refugees lor transition to America was to establish refugee process-
g and training centers in Southeast Asia. These centers had the
capacity to address a number of problems. They provided a safe
haven for refugees in danger ol being pushed away from countries
where thev first landed after leaving their homes. They served as a
safety valve for these countries of asylum. which had domestic
problems with admitting—even temporarily—large numbers of
refugees. Governments of countries providing tempovary safe ha-
ven needed a place to send refugees when the population grew
tao large and they risked public opposition from their own citi-
sens. Morcover, the United States and other countries of resettle-
ment neecded a place and time to process refugees in an orderly
fashion. A facility was also needed where relugees could receive
training while they waited for assurances of sponsorship from

14
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resettlement agencies in the United States. In response to these
problems and needs, the processing centers in Southeast. Asia came
to be. g '

Thailand, the Philippines, Indonesia, and Malaysia allowed pro-
cessing centers to be built within their borders. Thailand and
Malaysia restricted access to refugees who crossed into those cotin-
tries on their own; Indonesia and the Philippines allowed the
international community to send refugees to their countries from
other countries of first asylum. (See Chapter 2 for additional infor-
mation on the Southeast Asia refugee crisis and the U.S. response.)

I
Securing Funding: Convinceing Critics

Once the centers were in place, the next hurdle was to find a way
to use them for training purposes. The vehicle chosen for funding
was one of the many unusual aspects of this program. The agency
charged with responsibility for implementation of training was the
Department of State. Why? Such a task is not a common compo-
nent of a foreign affairs portfolio. Why not the Department of
Education or the Department of Health and Human Services?
Both agencies funded and monitored training programs; the De-
partment of State did not. The Department of State did, however,
have long experience operating overseas and dealing with foreign
governments. Any training undertaken in a foreign counuy would
mvolve negotiations with other governments and would have to he
tied closely to U.S. refugee admissions policy. For these reasons,
the Refugee Act of 1980 gave the Department of State authority to
undertake refugee training overseas and assigned responsibility
for refugee training in the United States to the Department of
Health and Human Services. With this authority granted by the
Refugee Act, the Department of State could and did seek money
for overseas training and, through the United Nations High Com-
missioner for Refugees, selected private. nongovernmental orga-
nizations to implement the programs in Southeast Asia.

g
15
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Was it a good idea to provide training overseas? There are ditter-
ent views on this subject. One school of thought maintains that the
“sink or swim™ approach emploved in earlier periods of heavy
immigration into the United States should have been good enough.
“My grandfather made out just fine without help from the govern-
ment, so why shouldn't the same be true for refugees from South-
east Asia?” Advocates of this approach forget that many entrants
into the United States between 1880 and 1920 were not refugecs,
but immigrants. They made a conscious choice to leave their coun-
tries—unlike refugees, who came because they had to. That is an
important distinction when one thinks about preparation for
change. The other contrast is that earlier waves of both refugees
and immigrants cntered a country where the skills they brought
with them were easily transferrable, and daily lite was not o
different with respect to technology. Farmers and coal miners,
blacksmiths and tailors could find comparable work in the Amevica
of vesterday. It was not so easy tor the rice fumers or tricvle
drivers from Cambodia and Taos to transfer their skills into pro-
ductive emplovment in the America of todav. Overseas training
would give U.S.-bound refugees some orientation to a new life and
minimize the anticipated backlash against them. Advocates of over-
seas training also made the case that it was cost-ettective in the
fong 1un to case new refugees’ integration into American society
and certainly more responsible in the short run to prepare them
for the trauma of relocation.

With centers in place and with the authority and funds tor train-
ing, the Department of State faced the challenge of how to do
something that had never been done before. Although educators
and other U.S. service providers had learned a great deal about
how to help newly arrived refugees adjust to their new communi-
ties, no one had devised a training program for refugees before
they entered the United States. There was widespread disagree-
ment about the appropriate focus and content of training, with as
many ideas about content as there were people involved in the
relugee rescttlement cffort. there were two basic questions: What

16
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do refugees need to know before entering the United States?; and
How much of it could be taught eflectively in a transit sitwation m
another country by non-American teachers?

The resulting debates were many. Perhaps the most important
was the question of how much weight to assign to early employ-
ment. From the outset, refugee training both in the United States
and overseas was justified by studies concluding that proficiency im
English enhanced a refugee’s emplovment potential and hastened
self-sutficiency (Caplan, Whitmore, & Bui, 1985: Opportunity Sys-
terus, Inc., 1979: US. Department of Health and Human Serviees,
1982). While this may scem self-evident, there were those who
avgued that English proficiency was irrelevant because the United
States made public assistance too attractive 10 pass up—particu-
larly i welfare-gencrous states such as California and Minnesota,
Why should refugees take entry-level jobs that usually paid no
benefits when public assistance provided more money, and health
coverage, as well? Refugees are not irrational people. They are
likely to act in their own best interests, imvespective of the pesky,
broader questions of how to keep America’s gates open; provide
newly arrived refugees with a safety net, and maintain public sup-
port in the face of growing opposition to a large influx of non-
European newcomers.

In any event, it was clear that a justification for pre-entiy training
in the carly 1980s required the argument that learing English
made it casier to find and keep @ job in America. Most of us who
were engaged in pre-entiy training accepted this argument. Al-
though we knew that most refugees would take advantage of pub-
lic assistance for some period of time, we also believed that in the
long run, refugees would need less assistance if they knew English
and had some kuowledge ol the new culture. "This cannot be
proven. and this book will make no cffort to do so. What we can
say is that if states with extremely attractive welfare benefits are
exempted from the equation, most refugees used public assistance
for a refatively short pertod of time and for its intended purpose.
The arux of the matter was our conviction that English proficiency

) 1 7 Ann Morgan




would help refugees become self-sufticient over time, thus improv-
ing their standard of living, and that langvage skills would ease
their transition into a new culture. There has been no consistent
government position respecting this issue. In the carly 1980s, when
money was available for language training, it was viewed as impor-
tant. When funds became scarce, it wasn't. As in many other in-
stances, the availability of resources strongly influenced public policy
respecting language education.

——
Educational Goals

The role of English in achieving self=sufficiency. although of prac-
tical importance in securing funding for the program. was not the
only area of interest to us in our role as educators. We saw our
prinary task as one of developing an appropriate course of in-
struction that addressed the needs of the refugee as a whole person.

Although English instruction oceupied a central place in the cur-
riculum, there were many other elements of equal importance. in
cultural ovientation classes, the goal was o balance information-
giving with experiential involvement in understanding diflerences

without judging. At the same time. we thought it was important
for students 1o know that certain traditional practices could not he
continued in the United States without censure and negative con-

sequences. A particulavly dramatic example is the Hmong custom
of a voung man abducting the 13- or H-vear-old girl he intends
(o marty.

We wanted students to undevstand the multivacial. muhtiethnic
nature of American society. Since: many refugee students came
from relatively homogencous societies, they had little experience
with racial. ethnic, or religious differences. We wanted them to be
prepared for the new experience of living and working in har-
mony with people very different from themsehves.

We came to see retention of the native language as an important
clement of cultural identity and consequently made a place for

. . - . - v -y
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Educating refugee
children is
considered
miportant becauese
they repiresent the
future of their
families,

native language literacy in the program in Thailand. This aspect
of the program is treated separately in Chapter 5 of this book, but
is mentioned here as an example of the importance placed on
retaining pride in one's native culture and heritage,

One constraint with which we wrestled was the imtial imperative to

focus on the adult within the refugee family who was most likely to

be emploved in the United States. There was not enough class-

room space in the camps in the beginning to teach evervone in

the family. As a result, one potential wage earner, usually a man,
- was selected from each household to participate.

Fortunately, from our perspective, this was a short phase. The
student caseload soon became sufficiently manageable to include
all adults over the age of sixteen. But. for us as educators, this was
still not satisfactory. We saw refugee children and adolescents as
equally important—il not more important—candidates for instruc-
tion, since thev, after all. represented the future of their families
and their communities. At the first opportunity, the student popu-
lation was expanded 1o include refugees of high school age and,

- shortly thereafter. elementary school children in programs de-
signed to mirror U.S. schools. In Thailand. preschoolers partici-
pated in programs patterned on Project Head Start.

19

Ann Morgan

PAFulToxt Provided by ERIC




To meet the sodest
range of needs. the
{raining progran
developed leaming
cenlers, libraries,
and other outsicle-
the-classroom

resauIces.

Over tme, we were able o tailor the adult program to the particu-
lar needs of different groups. Young adults, whose futures in their
new country were uncertain, participated in a program based on
the exploration of choices. Mothers likely to be homebound
attended special classes that recognized the reality of iheir
rescttlement experiences. Deaf students were taught sign langnage,
and classes were established for refugees of all ages whe had learn-
ing problems. Special needs were met not only m the classroom,
but also in learning centers established to provide more individu-
alized support.

In the final vears of the program, we focused on intergenerational
and family issues. We wanted students to anticipate how tradi-
tional voles might change and think ahead about ways of retainng
their own cultural identity within the crucible of clashing values
that is America. Refugees needed 1o be prepared for changes that
would take place within the family as new cconomic pressures,
new cularal influences, and different levels of Enghish proficiency
affected traditional roles within the family unit. Older children,
for example, might acquire English faster than their parents, and
would therefore play new and more assertive roles as intermediar-
ies with landlords, physicians, service providers, and others. Women
might be employved outside the home for the first time, thus chang-
ing dramatically their traditional roles.

8
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L
Measuring Success

Were we successful in achievinig all the objectives we set for our-
selves? We think so. Some objectives are mcasurable. We know
from the results of an intensive testing program that refugees
made impressive strides in English proficiency during their course
of studv (Center for Applied Linguistics, 1988). We know from
longttudinal studies done in the United States that secondary stu-
dents who completed the program were viewed by their teachers
as better prepared in all respects for the U.S. school experience
than their retugee peers who did not participate (Pleger & Yang,
1987). Based on this kind of objective measurement, we believe we
can sav with confidence that English instruction was a success.

But what about the other objectives considered importantz How
does one measure the acquisiton of self=confidence? An increase
in self-esteem? Attitudinal change? There might have been psy-
chometric instruments that could have vieided quantifiable data
about these elements of training, but we were unable to find prac-
tical measurement tools that could be applicd in a program of
such magnitude. After subjective observation, staft would say that
results were positive in most cases, but it is not easv to measunre
intangibles. We can say only that we made a good-faith effort to
provide information that would help refugees understand the new
culture in which they would soon live and work.

In the final analvsis, we must look o the refugees themselves for
answers to the questions of whether the prograniworked or whether
it was worth the extraordinary effort it required. In polling a
sample of resettled refugees in America, almost 90% said that pre-
entiy training was useful and that they would recommend it to
relatives who might join them in America—even il participation
delfaved their arrival in the conntry (RMC Research Corporation,
1984). Theirs are the most important of all voices. There are

~many who claim o speak for refugees, and many tools that can be

cniploved to measure achicvement, but onlv the refugees them-
selves can assess the value of the program in their own lives. This
is the onlv vardstick that tuly counts.
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Intergenerational
and family issues
bhecame an
important
Jrogram focus in
the 1990s.
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.
Post Script: Lessons for Management

One of the unique aspects of the program was the nature of the
partership it created between government and private agencics.
At its height, overseas training spanned four continents, operated
i 15 sites, and involved 11 nongovernmental organizations. More
than 2,000 nationals of host countries were employed by the imple-
menting agencies as teachers, supervisors, and support statl,

From the beginning, the agencies implementing the program were
an integral part of the planning, policymaking, and curriculum
development. Over the years, the relationship between the De-
partment of State and its implementing partners in refugee edu-
cation became increasingly svimbiotic, cach element depending for
its success on the cooperation and support of the other. ‘The les-
sons learned during the evolution of this partnership are not revo-
hutionary in the field of management, but they may be instructive
and relevant to anv endeavor requiring a productive relationship
between government and private organizations. These lessons are
discussed heve in the context of delivering educational services
overseas, but the principles involved are applicable to any partner-
ship between the public and private sectors,

1. Work Cooperatively to Establish Objcctives.

ERIC
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As the funding source. the Department of State established a pro-
gram framework at the onset to estimate and contain costs. That
[ramework was skeletal but defining. It set forth the broad goals of
providing English and cultural orientation to U.S.-bound refugees
within a given number of weeks, required that teachers be nation-
als of the host country, and stipulated that all teachers receive 10
hours of teacher training per week. It included guidelines respect-
ing ratios of stuclents to teachers and of teachers to supervisors. It
required testing and evaluation and promoted common content

within (llﬂcwm programs in a.réegion. All _programs, irrespective

of site, were lt'quncd to tollow these omdclmc
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For curriculum content, the Department of State looked 10 a wide
range of people. Refugees, program managers. resettlement work-
ers, educators, psych()l()gisls, social workers, government officials—
all had roles to play in deciding the content and objectives of the
programs. Their expertise was needed repeatedly as the nature of
the refugee student population changed. For example, special
attention was given to hilltribe students, young adult refugees,
pregnant women and women with young children, and children
headed for U.S. elementary and secondary schools.

Involvement took many forms, and many different approaches to
reaching consensus were emploved. Workshops attended by edu-
cators and other service providers were held both in the United
States and in Southeast Asia, Regional meetings involving stafl’
from all overseas training sites were held on a regular basis. Sites
frequently exchanged staft: Supervisors and teachers from the Phil-
ippines went to Thailand and vice versa. Program-produced news-
letters and journals shared ideas and information among overscas
staff and service providers in the United States. Resettlement work-
ers, including resctded refugees, were invited to visit the overseas
programs. At the same time, meetings among heads ot imple-
menting agencies and government officials in the United States
contimied to shape program direction.

2. Let Managers Manage.

This precept is axiomatic in business. Tplicit in this statement is
the expectation that staft hired to perform tasks that cannot be
done by the funding source are competent and should be permit-
ted to function without undue mterference, In supporting over-
scas training. the Department of State was operating outside its
traditional mandate. Faced with the task ol developing instruc-
tional guidetines or addressing curriculum issues such as adult
literacy or competency-based instruction, the Departiment of State
had 10 look outside itself” for expertise and rely heavily on-the
collective judgment of implementing agencies. This encouraged
active cooperation and collaboration.
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While the guidelines established by the Department of State were
respected, as were collective decisions about content, cach ageney
was given a great deal of freedom in choice of methodology. This
led to much experimentation, encouraged creativity and innova-
tion, and resulted in healthy competition among agencies. Dupli-
cation of effort was avoided by instititionalized information shar-
ing and exchanges of staft in the field.

‘This is not to say that management was abways smooth or that the
implementation of a program ot this magnitwde was without its
problems. It was not. Not evervone, for example, agreed with the
notion of regional standards or testing. Nor was evervone com-
fortable, especially in the beginning, with such close cooperation
with other agencies usually seen as competitors, Over time, how-
ever, institntional competition diminished as people came to trust
one another and to appreciate the value of pooling their strengths.

Most important, program directors in the field had authority 1o
manage their operations as they saw fit within the guidelines agrecd
upon, The Department of State and the home ofhices of the imple-
menting ageticies made every effort to avoid micromanagement.

3. Expcet to Pay to Be the Best.

Funding entities must be willing to pay for what they demand.
"This often means picking up the wab for some portion of the costs
for home office operations of private agencies. It also means that
government must be prepared to pay a competitive rate for the
services of competent individuals. Nonprofit organizations employ
professionals who desarve compensation for what they do. "The
crroneous notion has crept into the minds of some government
managers that nongovernmental stafl are somehow entitled to less
than one woudd pav others whose world view does not value ser-
vice to others. It is the same mind set that keeps the compensation
of teachers i many of our public schools at low levels and results
in the exploitation of dedicated people in manv service occupations.
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It is also important not to underestimate the importance of staft
traming. One often hears organizations say they can aftord nei-
ther the time nor the money for staft raining. On the contrary, an
organization that ¢x Xpects o e tlize its full potential cannot afford
not 1o provide stall waining in a regular and organized fashion.

4. Build a Partncership.
The “enabling instruments,” which define the refationship be-
tween government and private cooperating partners, should be as
“simple and flexible as possible. ‘There are many difterent types of
cnabling instraments. Thev all codify the rules governing resources
and ensure that proper accounting takes place. The one most
commonly used by government is the contract, in which the fund-
ing entity spells out in detail what it wants and expects. A less
common—but, in my view, more effective-—enabling instument is
the cooperative agreement. Unlike the contract, the cooperative
agreement incorporates the principles of partnership between the
funding entity and the implementing organization. At the same
time, n clearly defines the roles of cach partner. It allows for
flexibility and can casily be amended if tasks are revised or re-
sponsibilities change.

The cooperative agreement also permits the funding entity o
requiest reports tailored to the needs of the program. While it is
important to monitor carefully the expenditure of funds and to
ensure that reports provide enough information to do so, paper-
work can be reduced to a minimmuan.

5. Make Bvaluation a Priority.

Whatever vehicle is used to establish the rules, there must be clear
and objective standards against which success can be measured,
and partners should have a role in developing those standards. In
the overseas program, partners outlined goals and objectives in an
anmual management plan. These plans, written by the private
agencies with overall divection from the Department of State, weve
used to monitor progress.

<
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6. Build In the Capacity for Change.

PAFullToxt Provided by ERIC

In any good social service program, there must be a capacity to
change quickly. In the overseas program, change was one of the
few constants. Fach new refugee population brought new chal-
lenges requiring adjustments in approach or cnriculum. To make
these adjusiments it was often necessary to bring in consultants or
to convene large meetings quickly. It is extremely diflicult to do
this within government, so it is essential to have an umbrella

organization that is not involved directly in managing a training
program but that can function as an extension of the funding

source. Responding to public inquiries, developing specialized
materials, providing technical assistance, supervising testing and
evaluation, distributing materials, convening special meetings and
evenis—all these functions are important but are difficult to man-
age within a bureaucracy that is not established to handle them.
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Responding to the
Crisis

Creation of the Overseas Refugee
Program

Roger K. [HHarmon
Intcernational Organization for Migration
Bangkold, Thailand

Meany belicee that the flighe [of refugees from Vietnam., Laos and Cam-
hodlic] has only hegun, and thae at lease T million (and perhaps 2-3
million) more people mav be fleeing from their homes in the coming
months and vewrs. The world is wnprepared in every way for this
centuedity. .

Indoching Refugee Action Conter. Ivie Paper: Synopsis of
Curvent Tudochinese Refugee Sttuation, 19749

Though the world was unprepared for the Southeast Asia refugee
challenge, an intensive effort was inttiated i 1979 1o meet it This
chapter discusses a part ol that cffort, the creation of” intensive
overscas traming for refugees resettling in the United States, fo-
cusing particutarh on events and conditions in Southeast st anc
in the United States tha led 1o the startup of the progran.

From 1950 to 1930, refigees bound for the United States received
fitke or no coltural orientation or anguage training prior to their
departure. Rather, orientation and fanguage training were offered
in the United States by the sponsors, agencies. and schools i the
conmunity of resettlement. An exeeption o this pattern of local
services was the training offered to Flungarians in the 1950 and
to first-wave Indochinese i 1975, Upon avvival in the United
States, these two groups were housed brieflv in U.S. military bases,
where thev were offered optional cabtwral orientation and English
language classes until sponsorship in an American conimunity
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could be arranged. Other groups arriving during the period 1976
to 1979—Cubans, Haitians, Soviet Jews, and the Indochinese—
went directly to U.S. communities without benefit of training.

Why, then, in the absence of any precedent, was an overseas train-
g program for Southeast Asian refugees established in 19807 To
answer this question, we need to took at the realities in Southeast
Asia and the United States at that time.

S :
Realities in Southcast Asia and the
United States
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The first groups of Indochinese retugees fled their countries in
the spring of 1975, shorthy after the fall of U.S=supported govern-
ments i Vietnam, Laos, and Cambodia. These firstawave refugees
were mostly Viethamese and incuded many members of the former
government. Nearly 130,000 resettled in the United States.

In the late 19705, war. persecution, and poverty in Indochina
unleashed a second exodus, by land and sea, of hundreds of thou-
sands of people. Refugee camps sprung up across Southeast Asia
to provide safe haven to the flecing families. By mid-1979, while
more than 400,000 Indechinese had heen vesettled in Western
countries, nearly 400,000 remained in vefugee camps. Thailand
bore the greatest brunt of the influx. As of July 1979, the refugee
camp poputation in first-asylum countries was as follows (Indochina
Refugee Action Centes, 1979, p. -4):

Thailand ....ocveeeennn 176.651
Hong Kong/Macau........ 69917
Malaysiateoeviccnnnnn. 61.559
Indonesia.......cocorveeeneee. 55000 {est.)
Philippines oovoevenne o 5,794
OWthEr v, 2,650

This second wave of refugees was different i+ several ways from
the first, 'The most dramatic difference between the two was size,
but there were other ditferences as well, In contrast to the fust. the
second wave included Targe wnnbers of retugees from Laos and
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¢ Bejore arriving in
the processing

cenlers, many

refugee families

spent months—and
sontelimes years—

in furst-aslunm

camips.

Cambodia, The second wave also included ethnic minorities. Many
| ol the boat people fleeing Vietnam were in fact ethnic Chinese,

and the flow of refugees from Cambodia included Chinese, Viet-

namese, and Chams, a Muslim minority. The ethnic diversity of
' the refugee population from Laos was greatest. In addition to the
majority Lao, the refugee population from that country included
the Hmong, Mien, and Thai Dam, cach with a disunctive lan-
guage and culture.

Another difference between the tvo groups was i levels of educa-
tion and famitiarity with whan life. The second wave included
many more refugees from rural arcas who had. on the whole, less
formal education and less previous contact with Westerners and
modern technology (Caplin, Whitiore, & Choy, 1989; Rumbaut,
1985: U.S. Department of Health and Human Services. 1983).
This was particularhy the case with the Hmong and the Mien. the
great majority of whom were nonliterate.

‘The two groups also differed in the amount ol hardship they had
suflered. Unlike those who had fled Indochina on US. planes and
ships in 1975, second-wave refugees experienced the hardship of
fife under the new regimes (some as political prisoners) and sul-
feved harrowing escapes by sea and Tand. No group sullered more

than the Cambodian refugees, swvivor  of cvil war, genocide,
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famine, and brutal conditions in .he Thai-Cambodian border camps
(Hamilion, 1982).

The continuing flow of large numbers of refugees led Southeast
Astan first-asyium: countries to reassess their willingness o help,
and to call for greater support from the rest of the world. In 1979,
international organizations and concerned governments stepped
up cfforts to alleviate the situation. The immediate challenge was
to ensure the survival of refugees flecing by sea and by land. The
media reported countless stories of boats of Viemamese refugees
being pushed away as they attempted o land on the shores of
ncighboring countries. As carly as 1979, estimates of the mmmber
of Vietamese lost at sea ranged from thousands to hundreds of
thousands (Indochina Refugee Action Center, 1979). Some refu-
gees flecing overland into "Thailand—mosdy from Laos and Cam-
bodia, but a small number from Vietnam, as well—were pushed
back at the Thai border.

Viewing Incochinese refugees as a potential threat to the region's
econontic and political stability, Southeast Asian countries would
not allow asvlum: seckers to settle permanently. Loescher and
Scanlan (1986) explain Thai and Malavsian attitudes toward the
refugee mflux.

Thai «uhoritics, pardicudearly the militcoy, sace the refugee influx as

giving immense potentia for disruption and as an inereased security

threar. .. .. Vadeesia wwas coneerned that the flowe of Viemeanese boat
people, who weere primerily ethnic Chinese. coudd upset the delicate
domestic racial and politicad badance, particularly sinee they landed
on the cast coust of Malayvsia, where the population was overwhen-
gl rural Mdav, decotedly Islaonic. and poor. The refugees wwere
pictured as « subte incasion force from Vieneaon and as « potentiad

Sifth coliamn for « renewed Commuanist inswrgencey. (p. 125)

*Vhile Southeast Asian countries would not provide permanent
asvlum to refugees, they were willing to provide temporary sale
haven in refugee camps funded and adninistered by the United
Nations High Commissioner for Refugees (UNHCR). By 1980,
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Compuareed tor the
refitgees whu fled
ther homelands in
Sontheast Isia in
1975 later grougn
{ended to be more
viral aned less

vducated.

there were more than tweny of these first-asvhum camps in Thai-
lanel, Malavsia, Indonesia, the Philippines, and Hong Kong (LS.
Department of State, 1981). Conditions in these camps were gen-
crally primitive, in part because there was concern that to provide
more than basic services was 1o risk attracting more refugees.
Humanitarian organizations attemping to improve the qualiy of
camip life by offering refugees more than basic services often met
with vesistance from the UNHCR and host-counntiy governments,
which were sensitive to anv action that might inercase the flow of
refugees. For this veason, educational services in first-asvlunm camps
were limited, though modest efforts to teach English did - exist,
organized cither by refugee velief agencies or by the rvefugees
themselves.

As @ quid pro quo for providing asylum o the arge numbers of
vefugees continuing to flow out of Indochina, Southeast Astan
countries wanted (o see overall refugee numbers m their countries
decline—or at least not dramatically increase. Sinee refugees could
not remain in first-asvium countries nov safel vetum to their own,
resettlement in third countiies became the primary solution for
Indlochinese refugees through the 19705 and 1980s.
The United States” response to the international erisis was a com-
- mitment to resettle large numbers of these vefugees. The Carter
administration pledged to double the munber of Indochinese refu-

G
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gees the United States would accept, fiom 7,000 per month o
114,000 (1 vescher & Scanlan, 1986). Betveen 1979 and 1980, over
240,000 refugees were admitted to the United States divectly from
first-asvlum camps.

In resettling larger numbers of Indochinese, the United States
achieved its objectives of maimaining first asvlum in Southeast
Asia and honoring its commitment to its tormer allies in Vietnam,
Laos, and Cambodia. The sheer size of the flow, however, threat-
ened to exceed US. resettlement capacity. Overseas, the process-
ing of refugees required a hiereulean effort in registering asvlum
seekers, determining who was eligible for refugee status and
processsing applications for resettlement. In the United States,
there were growing concerns about finding sponsors and about
the capacity of commumities to absorh large numbers of refugees
in such a short period of time.

The solution to this dilemma was the creation of what became
known as processing centers: transit camps for refugees from first-
asylum camps who had heen aceepted for admission to the United
States and other coantries of resettlement. Created in 1980, these
centers served two major purposes: Thev kept the population of
first-asvium camps at lower tevels, and they allowed for the possi-
bilitv of an orderly, manageable flow of refugecs into the United
States. ‘Three centers were established: one on the Bataan penin-
sula in the Philippines, one on the island of Galang in Indonesia,
and one near Phanat Nikhom, Thailand, a small town southeast
of Bangkok.

For the fist time since the displaced persons camps after World
War I, large numbaers of refugees would be spending extended
periods of time—more thata vear, 1y some cases—in ansit camps:
“a strange nethenworld of nationalmternational jurisdiction™ re-
quiring “some special kind of management™ (D, Haines, personal
communication, December 1994). Populated largely with refugees
bound for the United States, processing centers offered an ideal
opportunity for a pre-resettlement education progrant.
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Refugees voer the
age of 16 allended
classes i English
as a second
langnage and
cultural

oricntation.

Certainly there was mounting evidence that recently arrived refu-
aces could use some kind of preparvation. Having shifted at jet
speed from first-asylum refugec camps to cities and suburbs across
the United States, many second-wave refugees found themselves
in linguistic and cross-cultural confusion. Many refugees. particu-
Larly those front the rural areas of Southeast Asia, were for the st
time confronting life in a technological, wrban society; many had
never applicd for a job hefore, operated modern appliances, or
wsed Western medicine. Some could not read warning and <langer
signs and had no idea what to do in case o a houschold emer-
geney. There were reports of widespread and serious mental health
problems, particularly dcprbssi(m among refugees (Cohon, T930;
United Commumity Planning Corporation, 19820 Westermeyer,
1985). Tn one widely reported incident, a Hmong mian able to
understand shat was happening to him and fearing that he had
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failedt his wife and children, organized the mass suicide of his
famils (rillin, 19805

With fitde English or knowledge of the US. workplace, refugees

hadl scant hope of finding jobs quickly. While many refugees went
to work within the first fow weeks of wriving in the United States,
an increasing number turned to public assistance while they stud-
e English in special programs. Refugees were cligible for cash
and medical assistance during their first months in United States,
but such assistance was intended to he used as a last resort. By
FY79. concern was growing over the perceived trend of refugees
heing referred 1o local welfare agencies for pnblic assistance as
part of their nitial seiling-in- process. Policemakers and seivice
providers questioned whether it was possible to sustain support for
continuing Indochinese refugee admissions if entering vefugees
chose welfare over work. A Department of State report noted that
while refugees unquestionably needed some support,

It is equadly importane thate [refugees| be, and be seen as. actively
incoleed in developing their funae. It is wnhelpfid if they are seen as
receiting special henefits, not accorded others in the society, wnless
this can be clecrly associated seith emporary refugee needs leading e,
ceoly inwegration and: self-sufficiency for most. (U.S. Department of
State. 1979. . 12)

In some parts of the United States, the perception that Large
numbers of refugees were receiving special benefits contributed to
tensions between new arrivals and local residents. s refugees com-
peted with local residents for social services. low-income housing,
jobs, and diminishing resources, resentment was voiced. Occasion-
allv, this resentment resulted inviotence.

These community conflicts and other problems aroused growing
concern about the effectiveness of the resettlement system
(Indochina Refugee Action Center, 1980a). A patchwork of pro-
viders, both public and private. attempted 1o meet the resettle-
ment needs of the newecomers. Serving as the primiy sponsor of
cach refugee and funded by the federal government, national
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voluntary agencics, known as “volags,” were responsible for refu-
gees hasic needs during their inital months in the United States.
During the fust few vears of the Indochinese resettteraent pro-
gram, volags had used churches and synagogues, community or-
ganizations, and American families as secondary sponsors to take
care of newly arrived refugees” day-to-day needs. "The effort had
been characterized by an extraordinary degree of volunteerism,
but by the late 1970s the volume began to overwhelm the ability of
the system to respond. Not enough sponsors were available, and
volags tuned o other sponsorship models.

By 1979, three additional methods ol sponsorship were being
atilized more frequently. One was the anchor relative maodel, in
which a previously resettled velative assumed resettlement vespon-
sibilities. Another was the Indochinese group sponsorship, inwhich
an Indochinese temple, church, or vefugee self-help group pro-
vided initial services. Most common was the direct placement or
casework model, in which local volag staff’ took over resettlement
responsibilities (Indochina Refugee Action Center, 1980b). While
this model had the potential to provide professional services o
refugees, caseworkers found it difficult to meet the many needs of
their large caseloads. The casework model was being used at a
time when the network of supperters in the commuanity needed to
be broadenced. not narrowed to a handful of professionals. Instead
of being sponsored into an extended network of a church, syna-
gogue, civie group, or family, more and more refugees were linked
to their new communities through an ageney caseworker, a re-
centhy resettled refative, or other members of their ethnic group—
people whose ties to the: community were ofien limited. The case-
work madel did ittle 1o encourage the refugee to build a network
of connections and support outside theiv own ethnic comniunity.

In addition to the volag services, refugees received a wide arvay of
federally funded social, medical, and educational services, vet in-
creasingly there was concern that the range of services was inad-
cquate to meet the pressing needs of the newcomers. State and
focal governments felt they should not be required o expend
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their resources on a “problem” rooted in federal policy and pro-

grams, and by the end of 1979, the federal government was being
called upon to shoulder more of the burden.

Questions were raised about the LS. capability to provide eflec-
tive resettement. Even the Indochinese resettled in 1975, consicl-
ered by some 1o be a model group, were not adjusting so well,
some observers noted. Hung (1985) cites a core difficulty. “Behind
an appearance of economic success, Vietamese refugees, espe-
cially the older ones. have not done equally well in social and
psychological adjustment. Most have not made a conscious effort
to integrate themselves into American society™ (p. 203),

Federal, state, and local government officials, social service pro-
viders, voluntary agency officials, refugee self-help groups, and
ditizens joined the clamor over refugee issues. Initiatives funded
by the federal government at the end of 1979 and early 1980
centered on collecting basic data on the resettlement sitwation and
on soliciting views on how to strengthen rescttlement. The newly
created Office of the U.S. Coordinator for Refugee Affairs at the
LS. Department of State set up a series of work groups composed
of representatives of governmental and nongovernmental organi-
ations concerned with refugee resettlement. These efforts vielded
recominendations that for the most part supported the hasic ve-
settlement system: but called for additional federally funded ser-
vices. Part of the call was for better preparation of refugees hefore
they arnived in U.S. communitics.

Roger E. Harmon
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Overscas Refugee Training: Part of the

Solution
Several proposals for orientation and language training in South-
cast Asian camps were made by governmental and nongovern-
mental agencies hetween November 1979 and April 1980, Two
Ford Foundation studies found littde or no kinguage and caltural
orientation training in the Thai camps—a sitation that existed in
camps in other countries as well (szullding et al., 1979; Webb,
Barnes, Buranasivi. & Grifling 1980). ‘The studies recommended
strengthening existing efforts by providing materials and teacher
training to the camps through a refugee service center in Bangkok.
One of the proposals called tor a T2-week program that would
give the student command ol at least “enough simple phrases to
enter a thivd country and not be at a total linguistic loss™ (Spaulding
ctal., 1979, p. 23)

Support for the notion of overseas training also came from the
Work Group on Orientation, a task force set up by the Office of
the U.S. Coordinator for Refugee Aflairs. Concerned about the
amount of tinie relugees might spend in the processing centers,
the work group echoed the need expressed in the Ford Founda-
ton studices for English linguage training and orvientation “to ensure
that the time spent waiting in such camps is used productively.”
The report suggested a two- to four-month sivival English and
orientation progran.

The work group further recommended that specifications for an
overseas program be drafted by March 1980, and the Indochina
Relugee Action Center (IRAC) was designated to convene a task
force to produce such a plan, IRAC—which Tater changed its name
to southeast Asia Resource Action Center (SEARAC)—is an um-
brella organization for refugee selt=help groups. The TIRAC task
force was made up of representatives from agencies conducting
simall-scale Tanguage and orientation programs in the camps as
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well as representatives from national and local resettlement agen-
cies. Indochinese leaders also took part in the discussions.

Guided by the Department of State, the most likely funder of an
overseas program, the IRAC task force developed specifications
for a thres-month training program to be offered immediately
prion 1o the refugee’s departure for the United States. "The pro-
posed program was for 15 1o 20 hours of English as a second
langnage (ESL) study and 6 to 8 hours of caltural orientation
instruction per week, plas self=study. For ESL, priotity would be
given 1o all “potential wage-camers, including both men and
women,” age 16 and above, The TRAC task force suggested that,
optimally, evervone over the age of 10 would receive caltural oni-
entaton. ‘The tsk force made recommendations for both ESI.
andl orientation programs regarding goals, content, methodology.,
materials, evaluaton, and stafl. The task Torce voiced concerns
about the special needs of refugees with low levels ol English
proficiency. recommending native language literacy instruction for
nonliterate students. The task force also recommended that the
program take into account the needs of women and other special-
needs groups. In addition, it proposed a regional service center in
Southeast Asia to provide support to the camp programs and
inkage with service providers in the United States (Indochina
Refugee Action Center, 1980c).

The Refugee Act of 1980 had designated the Department of State
as the lead U.S, government ageney vesponsible for overseas vefu-
gee aftamrs, including traiming. The Depariment ot State had been
a principal participant in the IRAC mectings, and it acted quickly.
I June 1980, the State Department funded UNHCR 1o establish
mtensive ESL and enltoval orientation classes in refugee camps
and processing centers inThailand. Indonesia, the Philippines,
and Hong Kong, and by that fall, the programs were operational,
The programs in Thailand were operated by Pragmatics. Inc. and
the Consortium, mace up of the Experiment in International Liv-
ing (now renancd World Learning). Save the Children, and World
Fducation. The Experiment in International Living and Save the

o 40 _

Roger E, Harmon




Children jointlv operated the program in Indonesia, while Fatheran
Inmigration and Refugee Service and American Council tor
Nationalities Service (now renamed Immigraton and Refugee
Services of America) operated the Hong Kong program. Interna-
tional Catholic Migration Commission managed the program in
the Philippines. and the Center for Applied Linguistics provided
support to the program sites through an office in Bangkok, later
moved (o Manila. In 1986, World Relief Corporation began oper-
ating a school tor refugee children in the Philippine progrant. In
the mid-1980s, as the number of refugees decreased, the overscas
program consolidated training into two sites: Phanat Nikhom,
Thaikind, and the Philippine Refugee Processing Center. "This
hook focuses on the educational programs at these two sites,

In ity educational objectves, the overseas program hegan some-
what modestly, focusing on the basic English and cultural orienta-
tion refugees needed during their first few months in the United
States. But over the vears, the program grew in scope and sophis-
ticition, as we shall see in the foltowing chapters.
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Redefining Survival

Practices, Trends, and Issues in
the Overseas Refugee Program

Donald A. Ranard and Margo Pficger
Center for Applicd Linguistics

Launched in 1980 in vesponse to the Southeast Astan retugee
crisis, the overseas program began with a limited objective: 1o
provide adult refugees from Vietnam, Laos. and Cambodia with
the basic language skills and knowledge of American life they
needed daring thetr first few months in the United States. At
refugee camps and processing centers in Hong Kong, Indonesia,
Thailand. and the Philippines. the program operated in makeshift
schoolhouses “vith litde more than chalkboards and chairs. Chi-
nese. Indonestan, Thai, and Filipino teachers tanght ESL and
cultural orientation classes emphasizing language-related lifeskills
and information about resettlement. Refugees studied -+ hours a
dav for 12 weeks. in morning or afternoon sessions, attending to
children and chores during the other half of the day. Few learning
opportunities existed outside the classrooms.

By late 1994, as the fast groups of refugees studied in the overscas
program. almost everv aspect of the program had changed. Tue
program’s six sites had been consolidated into two—the Philip-
pine Refugee Processing Center and Phanat Nikhom Refugee
Camp in Thailand. From primitive camps that met only the most
basic needs, both had evolved into full-fledged communities that
mcluded open-air markets. temples and churches, hospitals, men-
tal health clinics, childcare facilities, soccer fields. restaurants, and
outdoor cafes. The educational facilities had expanded, integrat-
ing the once-simple ckssrooms into a community of learning,
complete with fibraries, listening labs, multimedia learming cen-
ters, and recreational facitities. Instruction also had kept pace with
changes in the dvnamic field of refugee education: By 1994, a

.
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program that had focused on survival English and cultral orien-
tation for acdutt heads of household was providing fumily members
ol all ages, from tots to seniors, a full range of educational and
social services, both inside and outside the dassroom.

R
Educating Adult Refugees

Initially, the program limited services to adult refugees, 16 to 55
vears of age: those considered maost responsible for their famities’
cconomic futures. During a hall=day of instruction, refugees stud-
ied English and learned about American life in cultural orienta-
tion classes taught in the native language.

ESL students were placed into one of five proficienay levels. A
throngh &, with the A level for students not literate inany lan-
ouage. Class size was Iimited o 20, with A-level classes ofien smaller,
Cultural orientation classes, grouped by learners” language back-
grounds, were generally Targer. A small wmmber of English-
proficient refugees placed out of the ESL instruction. These refu-
gees served as classroom aides or performed other educational roles.

In 1983, two vears after the program had begun, @ third compo-
nent, work ovientation, was added, extending training to 20 weeks,
Taught in English, work orientation classes grouped stndents by
ESL proficiency.

In designing the initial program. stafl built npon small-scale 1ng-
lish Lnguage and cultaral orientation eflorts abveady underway in
the camps and incorporated new developments from the emerg-
g ficld of refugee education.

English as a Scecond Language

PAFullToxt Provided by ERIC

In designing the FSLoocurriculum, stafl’ drew on the
competeney-based movement that was gaining popularity among
US. refugee educators in the Tate 19705, Teaching English within
the context of Tifeskills, competenev-based ESL marked a depar-
e trom the grammar-based approach that had dominated the
ficld in the 1960s and carly 1970s. Teaching kinguage in the
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context of real-life tasks—requesting medical help. reading want
ads, filling out forms—competencv-hased language instruction con-
nected the classroom to the community. For overseas staff, the
approach had immediate appeal: It was practical. it gave teachers
and students a clear sense of purpose and direction, and it put
into practice some of the latest theories about ceffective,
learner-centered language education.

Two early decisions strongly influenced the ESIL curriculum devel-
opment process in the overseas program. First, anrviculum: con-
tent would be limited to those competencies that refugees would
need during their fiest few months in the United States (Corey,
1986). The second decision was o focus on listening and speak-
ing. limiting reading and writing instruction to a small number of
specific literacy tasks, such as reading important sight words, fill-
ing out a simple job application form, and finding a name and
number in a telephone directory. The decision to Timit literacy
instruction was based in part on the belief that in the first months
of resettlement. it was more important for refugees to understand
and speak English than 1o read and write it. The decision also
reflected the notion, held over from audiolingualism, that stu-
dents needed 1o gain oral proficieney in a langnage before learn-
g to read and write it
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The curriculunm indicated course content but not how the content
would be tanght. Turning competencies into hively, effective lan-
guage lessons absorbed the energy and imagination of stafl’ over
the next few vears. Two principles of language learning emerged:
Learners learn best when they are actively engaged and when they
use language for real-ife purposes. Using realia to provide con-
text, students conducted mock mterviews with employers and re-
ported emergencies over the telephone. Working m small groups,
they planned household budgets and debated the pros and cons
of public assistance. In Targe-scale clinic simutations, they filled out
a medical historv form, described their ailments to a nurse. lis-
tened to a doctor's treatment plan, and showed that they under-
stood directions on o medicine bottle (Wheeler, 1986). A basic
principle of instruction was to mtroduce the unknown by way of
the known (Hiponia & Walker. 1983). A Tesson on housing, for
example, moved from a discussion of housing in the native coun-
v, to housing in the camp, to housing in the United States. This
approach encouraged students to bring personal and community
issues into the classroom, and through problem-posing, teachers
integrated community concerns into their teaching (Waller-
stein, 1983).

This kind of process-oriented. experiential approach was often at
odds with the demands of the curriculum, however. as teachers
discovered that there was simply not enough time to teach the way
they were being trained to teach and cover all the material i the
aunricahin, too. There was also concern that the number of com-
petencies did not allow enongh time for overall language develop-
ment (Kharde & Corev, 1986). Stafl” feared that without more
attention to kanguage development, competenev-hased instiuction
could become a phrase-book approach to language leaming
(Ranard & Plicger, 1991, These concerns led FSE stafl, working
together with US, educators, to sort through the competencies,
dropping those that were not eritical or weve better taught by US.
programs. By 1981 these elforts had reduced the number of
conmpetencies by one third,
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ESL Topies and Competencies in the
Overscas Program

The overseas proram’s ESL competency-based  carviculum: organized
language-related lifeskills by topic arceas. Over the history of the program,
thie topics and competencies were changed in response to new refugee popu-
lations, new information about refugee resettlement. and new instructiornal
approaches. As an example of this type of curviculim lramework, the following
is an edited list of intermediate-level competencies from the 1985 carricnhuny:

HEALTH

o Ask doctormnurse about own physical condition or treatment plan using
simple Tanguage.

o Deseribe svmptoms assoctated with common illiess. x.
e Read an appoinment card, including time. date, and name o docior a
nurse.

o Read signs for N-RAY, FAB PHARMACY . ind DRUGS TORE.

» Read and follow directions on medicine Lanels, including instructions and
abbreviaions. Read names of cominon nonprescription niedicines.

HOUSING
o Ak for information about housing. including rent. deposit, loction, and
utilities.

o Arrange atime with landlordssuperintendent to make household repairs.

EMPLOYMENT: FINDING A JOB

* Inquire about job openings and artange for an interview in person.

o Ask and wmswer basie questions aboat pay, work weailabilite, iours, work
shifts, starting date, pavday, and medical benefits,

o Amswer hasic questions about educational background. including dates and
locations.,

* Deseribe previous work experience. job skills. qualifications, and training,
inchuding some degree of ability.

With fewer competencies to cover, teachers paid more attention o
learners’ general language development, in particular 1o their
literacy skills. While ESE educators once believed that students
needed o develop oral proficieney before learning to read and
write, now ESILL educators argued that students could and should
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learn o read and write the new language at the same time they
were learning to speak it the fowr skills of listening, speaking,
reading, and writing interacted in a supportive way, reinforcing
one another, educators believed (Larsen-Freeman, 1980). More-
over, there was growing appreciation for literacy as an important
source of information and as a tool for hfelong learning.

Among refugee educators overseas and in the United States, LSI.
literacy instruction became an area of hvely debate and discussion,
as programs dealt for the first tume with large numbers of
nonliterate learners. Overseas statl began experimenting with ap-
proaches to teaching literacy that tied instruction to students” hives.
Coming from war-torn homelands, stviving dangerous escapes,
and having speirt months or vears inisolated refugee camps, refu-
gees brought to the dassroom a rich variety of experiences, and
increasingly teachers used these experiences as a basis for instruc-
tion. One stafl member collected her students” stories nto a book,
The New Arrival, that became a popular reading text both in the
overseas program and in U.S. programs (Kuntz, 1982). "The refu-
gee experience i America also enriched classroom instruction
when stafl collected letters from resettled refugees into texts (Riddle,
1985; Twrmer, Ligon, DiGregorio, LaMare, & Hicks, 1989). At one
site, a shortage of beginning-level, high-interest commercial read-
ing material led teachers and students 1o write, illustrate, and
publish more than 50 short books, drawing on native folktales,
refugee experiences, and aspects of American life that interested
students (Aguilar, Blackstock, Mauricio, Snvder, & Walsh, 1988).
In multimedia resource centers, students honed their emerging
literacy skills as they read along with taped stories, wrote about
films they had viewed, and composed conclusions to open-ended
stories posted on bulletin boards on the walls.

Reading and writing abso received more attention in upper-level

ESL classes. A collection of anthentic texts—niaps, health history
forms, car insurance information, lease agreements—provided stu-
dents with the kinds of reading material and writing tasks they
would encounter in the Uniied States. In addition to these compe-
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tenev-oriented materials, students read magazine and newspaper
articles on social topics of interest, such as AIDS testing, handgun
control, and the English-only movement (Algaier, 1988). Reading
for all relugees was given a boost when the program opened
community libraries stocked with books on a wide range of subjects.

Cultural Orientation

While ESI helped refugees learn the language they would need in
their new communities, culturat orientation provided stud - <s with
a basic mtroduction to life and community services in the United
States: o sponsorship and resettlement, consumerism, employ-
ment, health, and education. Taught primarily in the native Tan-
cuage, with the assistance of bilingual refugee aides, caltural ori-
entation classes were also places where students could rvaise ques-
tions and express their concerns.

From U.S. service providers, staft learned what refugees needed o
know about life in the United States, and the refugees themselves
were full of questions. How the material should be presented was
less clear, however, When the cularal ortentation curriculum was
designed in 1981, there was no extensive field of hterature or
corps of trained professionals to guide overseas stafl. LS. resettle-
ment communities were providing orientation to refugees. but
these sessions were frequently little more than lectures conducted
bv vesettlement workers rather than educators. More imnovative
pedagogicatly was the field of intercultural education, but this
refatively new discipline had concerned itself with multinational
corporate managers, Peace Corps volunteers, foreign students,
and other people whose hackgrounds and needs were very differ-
ent from those of Southeast Asian refugees. Refugee tamilies were
going to the United States not 1o study or visit or to have an
interesting cross-cultnral experience, but to five and to work, per-
haps for the rest of their lives, More so than foreign visitors or
students, refugees would need to deal with issues of identity, cul-
taral preservation, and change.
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Pocms from a Refugee Processing Center

Halfivay between their past THE LAST \SPRI’NG

and future lives. the refugee |
processing centers were places /N My HOMELA[\/D
where refugees
remembered their
homeclands... THE SPRING CAME N MY HOMELAND
AlLL THE FLOWERS BLOOMED
BENEATH THE SUNUGHT -
BUT I FEELL VERY GLoomMY.
BECAUSE THIS IS MY LAST SPRING .
THE LAST SPRING ON MY HOMELAND
TOMORROW T HAVE TO LFAVE .
Looking tor . NOW . HAVING ONLY A rEw MINUTES

Freo.c{om‘ OPEN MY HEART TO HOMEIAND -

TEAN QUANG PHUC

Seeking FREEDOM.

T\'\em. I Cleq‘“\ ond Suruve.

\:\QQJ('\V\S on 'H\Q SQot.

D“’{'\g Sixteen da\/s.

A\\VQ_ PEN SQ\(J(;M .

DQ‘I“\ s ‘NOr"‘L-
Where freedom s told of their escapes...

T\w’ dm/ of  seventemil.
Coming  Freadom.

Wheen, 1y Sreadom?

Baing cavgt by Hhe police
puting n prlson.

(r\/ir'.t_} ¥ None  reason.

Owl My %\u‘\ ' Haen m't:,eralb\e T !
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and anticipated their futures....

HELD FAPPINESS

Mw m tere.
Whal cw T TMGins
THE ArfIANE LAND AT THE AIFOT.
WHo I Guie To kiss insT 1
h' THerele MY broers

' My MsG My remve

MNE Years Har o

YU A& Growing So il
Sulwiss AVD Suwsst

Swigtly 1y THE Years

oh: You GsT T be A bsadly.
MD Growivé olpss- .

BYE bys SADNESS
Hello HAPPINESS

oh! well be reuniow.
Hello HarPivess. ..
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In the carly planning for the cultural ortentation component, two
approaches emerged. One emphasized basic information about
lite in the United States. Information, after all. was what refugees
said they wanted. Thev wanted to know how much things cost,
what kind of jobs thev could get, where they could study English,
and where their children would go to school. Information was also
what resettlement agencies said that the refugees needed.

A second approach focused on having students examine differ-
ences in values and attitudes and develop coping skills. With this
approach, students compared and contrasted their own vatues and
attitudes with those of the culture they were about to enter. Before
learning about U.S. health care, for example. students discussed
health care and medical practices in thei own countries. This
approach also emphasized cross-cultural coping skills; students
learned to observe and imitate, notice and understand culiural
differences, as well as (o solve problems, make decisions, and use
resources in their communities (Redding, 1983),

The cffort to find a balance between these two approaches ab-
sorhed the encrgy of cultural ovientation stadfl in u.e carly years of
the program. The informational approach could not account for
the variety of life in the United States. What was true in Houston
was often not true in San Diego. Jobs, cost of iving, welfare rates,
transportation systems—all varied from place to place. Moreover,
the informational approach tended to make the teacher the sole
source of knowledge, a role that was meonsistent with Tearner-
centered trends in adult education. Nevertheless, refugees wanted
mformation, and no approach could ignove this basic desive. “We
tried to meet felt needs for information as well as o develop
anahvtical and observation skills,” noted one cultural orientation
specialist (Ranard & Plleger, 1994).

In dealing with the many changes in their lives, students brought
to the dassroom a rich repertoire of coping strategies. In the
camps and processing centers, they had adapted to new housing,
new miles and regulatons, and new neighbors. Families had their

[ 4 :
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own adjustments to make. as men took on houschold responsibili-
ties so that their wives courd attend classes. Women became liter-
ate and children learned at a faster rate than their parents, upset-
ting traditional familv roles. Through discussion, problem posing,
and cooperative learning activities, teachers helped students ex-
amine the impact of change on their lives and share suategies for
coping with these changes. Over time, the role of the cultural
orientation teacher became one of helping learners connect their
past and present expericnces to their futures. “If the purpose of
cutumal ovientation is to enable the student o adapt o a new set
of crcumstances,” one cultural orientation educator noted, “the
cducator i a refugee camp has a well-supplied laboratory at his
disposal™ (Meerstman, 1983, p. 13).

Work Oricntation

Added to the program in 1983, the work orientation component
cmphasized the language, caltural knowledge, and basic skills refu-
geas needed to get and keep jobs. Emploviment had abvavs been

an important topic in ESL and cultural orientation classes, but by

F983. there was growing concern that refugees were not adequately
prepared for the U.S. workplace. While refugees were generally
pereeived to be consdientious and productive workers, many lacked
suflicient Fnglish or knowledge of the U.S. workplace to get. keep.
and advance on the job, cmplovers reported (hnmigrant and Refu-
gee Phuming Center, undated; Latkiewicz, 1981 Literacy 85, 1983).

When work orientation stafl fivst met to design a new curriculum,
the fickd of vocational ESL (VESL) was in an carly stage of devel-
opment. The vend toward teaching lTanguage for specific pur-
poses. coupled with growing numbers of newcomers seeking bet-
ter jobs, had given rise to VESL. This new field comprised two
distindt areas: occupation-specific ESL, focusing on the fanguage
needed for specitic occupations, such as welding and food prepa-
ration, and prevocational ESL, emphasizing the general Tanguage
skills needed for any job (Center for Applied Linguistics, 1983).
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The overseas program was in no position to attempt occupation-
specific language raining during refugees’ brief stay in the pro-
cessing centers. ‘The training period was too short, and refugees’
destinations were often not known until a few wecke before their
departure. Moreover, job markets in the United States were un-
predictable and variable from place to place. For these reasons,
work orientation in the overseas program focused on
prevocational training.

Work orientation diftered from most VESL programs in the United
States in that it taught not only ESL but work-related cultural
orientation and basic skills, as well. ESL stressed work-related com-
munication, with students learning to use English to ask for clarifi-
cation, follow and give instructions, obtain more information, and
converse socially with co-workers. Culural orientation provided
students with a basic knowledge of the U.S. workplace and an
opportunity to compare and contrast Southeast Asian and U.S.
workplace customs and practices. Students learned about work-
place health and safety, workers’ responsibilities and rights, ben-
cfits and pav, and opportunities for advancement and further
education (International Catholic Migration Commission, 1987).
Basic skills focused on job skills such as using diagrams and pat-
terns, computing, and working as part of'a team. The importance
of this aspect of work orientation training varied with different
refugee groups. For refugees from rural backgrounds with little or
no formal education, basic skills assumed more importance than it
diel with those who were better educated.

The three aspects of work orientation—ESL, calumral ovientation,
and basic skills—were practiced through task-hased activities in
workplace simulations. At the site in ‘Thailand, silk screening, wood
working, clectronics, and restaurant activities provided contexts
for learning. Students applied their new work orientation skills as
they used time cards, gave instructions to a co-worker, practiced
workplace safetv, and mixed and measured ingredients (Willianss,
19%6).
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Native Language Literacy

Though not a core part of the program, native language literacy
instruction gradually ook hold in “Thailand, where large numbers
ol nonliterate refugees studied. A largely volunteer effort taking
place in the evemng, the program tanght native anguage literacy,
developed reading materials, and ultimately established a resource
library. Taught by refugees, the casses served evervone in the
familv, with women being the predominant population served.

Although in the carly vears many stafl in the overseas program
did not understand the relevance of native language literacy to a
program preparing refugees for the United States, over thme it
gained full support. Staft could see for themselves that newly liter-
ate vefugees faced their futures with more confidence. By the time
the Southeast Asia program ends in 1995, more than 30,000 refu-
gees from Vietnam, Laos, and Cambodia will have achieved at
least basic Titeracy. (See Chapter 5 for a deseription of the native
language literacy program.)

i
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I
Reaching Out to Other Groups

Once a program for adults was solidly in place, stall trned their
attention 1o adults with special needs and l().g_{mu])s who had not
been eligible o participate in the program. By 1987, a program
that had once limited participation o heads of houschold was
offering special classes to children, mothers, voung adults. and
refugees with physical or mental disabilities.

Programs for Children
The Tist magjor change in the overseas program was the decdsion
to cducate refugee children. By 1983, growing numbers of
nonliterate Cambodian and Hmong children in the processing
centers made stall acutely aware of the special needs of
underschooled children.

Reports from US. schools contributed to the growimg belief that
something needed to be done for refugee youth. Entering the
United States with litde or no previous schooling, many refugee
vouth were having sevious difliculties i their schools and comm-
nities. The situation at the seconday Tevel was especially akoming.
While clementary school teachers were accustomed to- teaching
children with no prior cassroom experience, secondary school
teachers were not; lew had been vrained in hteraey development.
Some schools offered intensive ESL. programs, but most provided
just one or two hours a day of general ESL. During the vest of the
dayv, in their math, history, sockal studies, and science classes,
students would “sink or swim.” Many sank (Chung, n.d). The
stercotvpe of the overachieving Asian valedictorian was being
replaced by naw stereotypes: the dropout, the gang member. and
the teenage mother onwellare.

By fate 1984, program planners began the task of recreating in
far-ofl refugee camps the American high school experience. Al-
though the Prepavation for Anierican Secondary School (PASS)
program began as a simulation of w high school, “anyone walking
onto the PASS campus in Bataan would say that, for all practical
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purposes, it & an American high school.” reported the first PASS
principal in the program in the Philippines.

On what was nothing more than o flae, empey expanse of land . ..

there are now nine classroom budldings. an administration hwddding, o
libreay “audio-visud building, and an qetivities budlding. There are
locker rooms «and shower fucilities and « sports field for basebdl,
haskethedl. soceer, track and ficld—ezen bleachers, There is an assem-
bly hadl tor graduations, school plavs. and other programs. We haee
over 100 staff members, including teachers, education specidists, coun-
selors, curriculian writers, adminisorative and support staff. . . . During
the school day (sixy H0-minuee periods), bells ring betweeen classes,
and students moze to different classrooms for their various subjeets.
... Thevy get report cards. use hadl passes, and get tardy slips from

the office. . . . When they act up. they may be sent to the office. where «
counselor adeises or reprimands them. (Starker. 1986, p. 16)

In determining the structional content and teaching methodol-
ogv, PASS planners drew from the growing body of research in
bilingual education and sccond language acquisition. The notion

at children acquire a second language throngh natural interac-
that children acquin nd language through natural intera
tions rather than through formal study (Dulay, Burt, & Krashen,
982) argued for a lainguage program rich in natural, authentic
1982) argued languag gramm rich in natural, authent
language with a focus on communicating real messages for
real purposes.

At the same time, students needed help i leaming the specal
kind of English needed to succeed in school. Researchers were
making a distinction between two tvpes of language proficiency
(Cummims, 1981, One kind, social language

the language of
face-to-face communication—was acquired in a velatively short

period of time through social interaction. Academic language
the more formal, decontextualized fanguage of textbooks and the
classroom—took much longer to learn. Stdents would need to
develop both tvpes of proficiency.

These and other developments profoundly aflected the PASS cur-
riculum. An English-rich environment would promote acquisition.

———— o oo
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At the same time, students” limited prior schooling meant that
they also needed exposure to basic information and concepts in
traditional school subjects. What emerged was a PASS curriculum
comprising three components: English language arts, which de-
veloped both oral skills and reading and writing: sodial studies,
focusing on history and geography; and basic science and math.
with an emphasis on discové]y and problem solving. Refugee
teacher aides provided bilingual support.

Manv of the PASS students came to school with little confidence in
their ability to learn and with little experience interacting with
their peers in a classroom setting. To help students gain confi-
dence and develop interpersonal skills, PASS initiated an activity-
based counseling program in which students worked as a group to
perform physically and mentally challenging tasks. 'To meet stu-
dents’ individual needs, bilingual counselors, many of them former
refugees, helped students sort out problems at school and at home.

Extending educational opportunities to children of” elementary
school age followed naturally on the heels of PASS. By 1987,
primary-school children were included in a program called PREP,
Preparing Refugees for Elementary Programs. Although vounger
children were notas seriously at visk in ULS. schools as their older
counterparts, a head start in English Tanguage and literacy devel-
opment helped them enter elementary school with basic compre-
hension skills and subject matter knowledge,

In PREP, English was taught through content arcas such as read-
ing, writing, math, science, art, and drania Students were allowed
to progress natrally through the stages of language acquisition,
using nonverbal responses and unconventional spelling in the
beginning, and fater, developing fluency through langnage expe-
rience activities and cooperative learning tasks (Hovt, 1993).

Because program designers believed that children develop fluency
most readily when they have a need to express themselves (Corey,
[amavan, & Plleger, 1987), teachers linked language to real ex-
perience. Students made animal habitats, acted out folktales, and
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conducted science experiments. New vocabulary and structures
were introduced in the context of the activity, and students began
using the target language before they had fully mastered its form
(Hovt, 1993).

Literacy instruction in PREP was simultancous with oral language
development. “Through whole language approaches such as lan-
guage experience stories, shared reading with big books, dictated
stories, and dialogue journals, children read and wrote about fa-
milin themes and topics. Students were encouraged to use their
native language and personal histories to connect what they knew
with what they were learning (Hoyt, 1993).

As staff became more familiar with their students” personal histo-
res—through student writings as well as through visits to students’
homes—they became aware of the contributions that families could
make to their children’s education. Through homework assign-
ments that involved the whole family and through parent partici-
pation in the classroom, teachers built a partnership between the
school and home. (See Chapter 6 for a description of this aspect
of PREP.)

Fyven preschoolers were part of the overseas training program.
Modeled on Project Head Start. a childeare program in Thailand
provided voung children with good nutrition and activities that
stimutlated early development.

Special Needs Groups: Women, Young Adults, and
Refugees with Disabilities

Chapter 3. Redefining Survival

Refugee education emerged as a separate discipline when educa-
tors 1ealized that refugees had educational needs that were differ-
ent from those of other ESL learners. Soon the ficld recognized
that the refugee population itself was not homogencous: it in-
duded groups with distinet needs based on different backgrounds
and resettlement experiences. Guided by survevs and other sources
of mformation from U.S. sewvice providers, the overseas program
began designing curricula for two special-needs groups: mothers
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and voung adults. Special courses were also designed for individu-
als with physical and mental disabilities.

Women

PAFullToxt Provided by ERIC

In s first few vears, the overseas program had given primary
attention to the male head of houschold. By the carly 1980s, there
was growing evidence of the critical role in vesettlenment that women
plaved, as welll A familv’s successful integration depended to a
large degree on the adjustment of women (Lutheran hmmigration
and Refugee Service, n.da). who mamtained the home and raised
the children. Yet women, particularly those with voung children,
faced spedal difficulties. A host of conditions—hited English,
unfamiliarity with Western home management, and the rapid ac-
culturation of children into U.S. culture—undermined women's
traditional role as familv caregivers. At the same time, responsi-
bilities at home kept them from learning new skills thev needed to
assume new roles and responsibilities. Isolated at home, many
women slipped into depression, feeling that they were not contrib-
uting to their families” well-being. .\ special report to the overseas
program on the resettlement experiences of women noted that
women's “isolation and homebound status . . . encourage depen-
denay and compound the issues of adjustment, within their own
family and their community™ (Mackintosh, 1985, p. 2).

To prepare new mothers for the stresses they would face in the
Unitedd States, the overseas program designed a course for preg-
nant women and those with voung children. A supplement to the
regular adult curmriculum, the course was intended 1o help these
women develop “the skills ... to function in the family and the
community”™ (International Catholic Migratic-» Conumission, 1985,
p. 7). The course began with the recognition that many women
with vounyg children would not be able to work outside the home:
“In their present condition, ther may ... stav at home and be
[homemakers) rathier than seck employment™ (International Catho-
lic Migration Commission, 1985, p. 20). The new topics, taught
mosth in the native language with the assistance of retugee aides,
included dav care, health cave during pregnancy and post partum,
child development, consumerism, houschold safety, nutrition, and
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conmumity services. Students also learned about home-based
cmploviment opportunitics, such as sewing, that would allow them
to contrtbute to the family income (Puretsky, Bustard, &
Rattanakom, 1988).

Young \dults
Another portion of the adult population to receive specal atten-
tion was voung adults. The challenge of entering a new culture
was especially daunting for voung adults, forced to negotiate an
unfamiliar culture at the same time they were grappling with
many first-time life experiences—getting and keeping a job, dat-
ing, getting married, having a family (M. Webster in Forum: Refu-
gee Youth, 1986). Guided by the results of a survey (Center for
Applied Linguistics, 1988). the overseas progrant designed a
supplemental course of stucly for voung adults. Because most young
adult refugees wanted to continue their education, vet often needed
to work, the course gave particalar attention to strategies for work-
ing and studving at the same time. In their work orientation
classes, voung adults learned basic math, and in ESL classes, they
learned the language needed "to suceeed in educational situations
[and] ... 1o access inlormation regarding [job] skills develop-
ment and certification™ (Gilzow, TO88, p. 46). Through role plays,
case studies, and debates, students in- cultural orientation classes
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explored social issues of special interest, such as dating, marriage,
and peer pressure.

The young adult program in the Philippines grew in scope and
complexity with the arrival in the late 1980s of large nunibers of
Vietnamese Amerasians. Though in their late teens, most had
received only a few vears of education in Vietnam. Having grown
up on the socal and economic margins of Vietnamese society,
many arrived with low selfesteenm and without the support of a
stable family. 'To meet the pressing needs of these voung adults,
the program developed a wide range of academic, social, and
recreational activities. ‘The cultural orientation curriculum was
reconfigured to pay more attention to issues of self, family, and
community. Students examined personal qualities, explored fam-
ilv roles, looked at their place within the community and society,
and discussed their hopes and plans for the fut

Outside the classroom, Amerasians developed their social skills
through participation in sports and social clubs and explored is-
sues of mterest in informat discussion groups. Topics of discrimi-
nation. alwavs a subject of interest to refugees, took on special
meaning with this mixed-race population. For example, through
activities on Black historv and culture, Black Amerasians drew
parallels between the Afvican-American experience and their ex-
perience growing up in Vietnam. Viethamesce-American counsel-
ors helped students resolve problems in their classroom and neigh-
borhoods. (See Chapter 4 for a description of the voung
adult program)

Refugees with Disabilities

Like other populations, the refugee population included those
with physical, mental, and emotional disabilities. "T'o meet the needs
of these learners, the program in Thailand designed what becanmie
known as the Super-\ program. Since most Super-A students en-
tered the program with little or no English or literacy in their
native langnage, the Super-A course generally followed the A-level
curriculum for nonliterate heginners, but with a focus on topics of
particul importance to refugees with disabilities. Students learned
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how to communicate information about themselves and to handle
emergencies. Deaf students studied sign language—International
Sign Language in the beginning years, American Sign Language
in recent vears. Slow learners studied lessons suited to their needs
and learning styles. Super-A teachers approached, topics in a vari-
ety of ways, using the senses of sight, hearing, and touch to draw
on students’ strengths (Super-A Program Statl, 1936).

.
Bringing Learners Together

Once the overseas program had developed curicula to meet the
needs of different age groups—adults, voung adults, and chil-
dren—it began looking at ways of bringing learners together to
interact and support one another. One approach used the family
as a resource, because it built upon the backgrounds of the earn-
crs. Southeast Asian refugees came from cultures where the fam-
ilv, rather than the individual, was the basic unit of society (Ranard,
1989), and in the process of adjusting to a new culture, families
often plaved a critical role, with family members working coopera-
tively to overcome obstacles (Rumbaut & Tma, 1987). At the same
tinie, refugee families were at risk for intergenevational conflict,
with children and parents adapting to the new culture at different
rates and in different ways.

Iearning activities hrought together adults, young adults, and ado-
lescents to share viewpoints and experiences. Spedal discussion
groups provided parents and voung adults a safe place o discusy
issues, such as dating and changing family roles. that might lead
to family conflicts in the United States. To strengthen parents’
roles as teachers, adults visited childien’s classes to- demonstrate
traditional skills and to talk about their lives in their native coun-
ies. Homework assignments were designed 1o use parents as
sottrees of knowledge: one assignment had students interview par-
ents abont their past experiences. Through special events, the
prograt sought o promote Family interaction and strengthen
intergencerational ties. At Fanily fairs, families read books together,
performed skits, plaved games, and told stories. During family
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appreciation night, voung adults demonstrated skills thev had
learned in their classes.

Many voung refugees arrived in the camps without the support of
stable families. For these refugees. the program looked 1o the
community for intergenerational support. Older students worked
with voung adults on projects such as tree planting, gardening,
and electrical repair. Through intevest clubs. voung and older
acults pursued interests i photography, music, and art. A big
brotherssister program: provided voung adults with support and
guidance through friendship with camp staff.

L]
Learning from Each Other: Trends in Staff
Development

Teachers in the overseas program—Indonesian, Thai, and Fili-
pino nationals—iere college graduates, highly proficient in Eng-
lish.. Assisting teachers in the cassroom were refugees with ad-
vanced-level English, while Tanguage and aross-cultural specialists
and program administrators provided instructional support. In
the carly vears of the program, almost all nonteaching positions
were held by Americans, bat eventually former refugees were em-
ploved in key positions, suchi as cross-cultural specialists and coun-
sclors. Over time, as non-American stafl” gained experience and
expertise, they became specialists and managers, as well. By 1995,
most positions throughout the program were held by Filipino and
Thai nationals.

While many teachers had backgrounds in education, few had been
trained in learner-centered approaches. To tain teachers in cur-
rent theory and practice. the program iitiated the team approach
to stafl development. In small groups led by language and
cross-cultural specialists, teachers met 10 1o 15 hours a week to
plan lessons, discuss issues, and share strategices.

As the istructional program chianged 1o reflect new trends in
relugee education, so too did staft development change to reflect
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new ideas in teacher education. To meet the diverse needs and
interests of the teaching stalll the program expanded opportuni-
ties for professional development. At one site, the program came
to resemble ateacher-training institute with dozens of courses on
second language acquisition and cross-cultural education. " Through
ties the program had established with local teacher waining colleges.
teachers could even carm graduate degrees while teaching in
the camp.

By the mid-1980s, staff in the Philippines were exchanging ideas
m an annual, camp-wide conference on language and culture:
topics ranged from refugee gangs in America to raditional South-
cast Asian healing practices to strategies for independent leawning
(International Catholic Migration Commission, 1993). A steady
stream ol consultants from the United States kept stafl abreast of
new developments in the field. Two publications, Tuformation Up-
date and In America, were developed to provide stafl with up-to-
date information on refugee resettlement trends and issues.
Throngh the program’s own publication, Passage: A fowrnal of Refu-
gee Fducation. stafl exchanged information and ideas among col-
leagues, both it the overseas program and in refugee programs in
the United States.,

The refugees themselves also provided rich opportunities for stafl
development. As part of presewvice training, new statl participated
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in a “homestay™—a day with a refugee family. By spending time
“with a family at school, at work, and at home, staft saw the camp
through the refugees’ eves (Marston, 1986). Staft could also take
classes in Southeast Asian languages. Taught by refugees, these
classes not only gave staff’ another means of communicating with
their students, they also helped teachers “appreciate the pleasures
and difficulties [their] own students encounter{ed]” (Dufly &
MacArthur, 1985, p. 10). '

Paralleling the growth of learner-centered wends in the classroom,
staft’ development became increasingly self-directedl. Through ob-
serving peers. reading orofessional journals, conducting
classtoom-based rescarch, or presenting at workshops, teachers
began assuming responsibility for their own learning. Rather than
participating in a predetermined schedule of training classes, teach-
ers selected from a menu of raining opporunities and planned
their own professional clevelopment.

As the program ends in 1995, thousands of Indonesian, Thai, and
Filipino teachers have become experienced language and
cross-cultural educators. Many have returned to teach in their
home towns and provinees, taking with them new ideas and prac-
tices about education. Some have started their own schools. Oth-
ers have used skills they acquired in the program to begin new
careers, many as stafl’ development trainers inhotels and compa-
nies (Consortium, 1995), Thus, the significance of the program
can be measured by its impact not only on the refugees but on the
host countries as well.

[ ]
Conclusion

Throughout its history, the overseas program was part of the larger
field of refugee and immigrant education. Stafl were hired from
programs and schools in the United States, bringing with them
new ideas and practices, Countless consultants contributed their
expertise. The result was a program where the Latest ideas in
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Significance of Setting

Far-olf refugee camps might scem unlikely places 1o prepare refugees for life
in America, but staft soon discovered the unique opportunities for exploring
issues of culture and change that the program’s multicultural milien oftered.
Halfiway between the old country and the new, the camps were also places
where refugees could begin to sort out past experiences—sometimes deeply
painful experiences—and prepare for future challenges.

With this setting came another benefit, as American stafl” discovered the
special shrengths and skills that non-native speakers brought to the class-
room. Who could better understand the difficulties of tearning English than
Thai, Filipino, and Indonesian teachers who themselves had ouce struggled
to learn the Language? The bond between teacher and learner can he espe-
cially close when they share a language and culture, as was ofien the case in
the overseas program,

Setting—and a management philosophy that supported experimentation—
also contributed 1o change, As one former staff person noted, “Bring creative
people together in a refugee camp, where there’s not much o do except ‘
work, and vou're going o get a lot of innovation™ (K. Corey, personal com-
munication, March 1994,

language a1 cross-cultural education were proposed, debated,
andl tested.

In carlvy 1995, as the last students prepared to graduate from the
Southeast Asia program, staff could look back on a decade and a
hatf of almost constant change and experimentation. "The program’s
original purpose—to help case refugees’ transition mto a new
culture—remained the same. But over time. the program grew
cnorinously in scope, design, and complexity, as it continually

redefined what it constdered essential for survival. While compe-

teney-based curicula retained critical importance in the program,
thev became part of @ more ambitious effort to meet a wide range
of educational and pyschosocial needs. Classroom instruction paid
more attention o learners” need for literacy. Learning occurred
not only in the classroon, but also in neighborhood libraries, in
ndtimedin resource centers, on recrcation fields, and at home.

2+
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Counselors, some of them former refugees themselves, served as
bridges hetween school. home, and community. The program
reached out to new groups, designing special courses for children,
adolescents, voung adults, and women. Once the needs of differ-
ent groups were met, the program sought to bring refugeces of all
ages together through activities that strengthened intergenerational
and family ties.

Although the program in Southeast Asia is ending, it lcaves a
lasting iegacy. ‘The success of the Southeast Asian programs has
led the U.S. Department of State to fund <imilar though smaller-
scale efforts in Kenva and in Croatia for U.S.-bound African and
Bosnian refugees. In the United States. the overseas program’s
competeney-hased curricutum remains a model for refugee educa-
ton programs, as well as for other language education efforts:
Peace Corps, for example, redesigned its language training pro-
grams for volunteers in the late 1980s, using the overseas progriun’s
FSL curricalum as a model. "The overseas programr's efforts in
cultural orientation have contributed to the burgeoning ficld of
cross-cuttiral education, as former stafl” bring new ideas o their
work in the public, private, and nonprofit sectors. Because of the
large number of nonliterate refugees who studied in the program,
literacy was a particulurly fruitful area of work, and the program
has left behind a rich resource of student- and  teacher-oreated
materials that are now used in ESL programs throughout the
United States. 'The program’s work with refugee vouth has also
contributed to the field's knowledge about how best to educate
childien in a second language.

Other initiatives have been less well publicized. Three of these
cfforts—a native language literacy program. a partnership between
school and families, and a program for underschooled voung
acdults—represent arcas of lively interest in the field today. Thev
are treated in detail in the following chapters in the hope that in
these areas, too, the overseas program can provide useful ideas to
educators secking new wavs to help newcomers make the most of
their new lives in Americ.
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Beyond the
Classroom

Meeting the Needs of Young
Adult Amerasians

John Michacl Phillips
International Cacholic Migration Commission
Philippine Refugee Processing Center

Sitting on low wooden benehes under the shade of « spreading mango
tree. Khuven sips coffee and listens to three young Vietnamese stu-
dents talk about their frustrations with leawrning English. Khuven, «
counselor, suggested the meeting at the local coffee shop after a heated
exchange between « teacher and one of the students earlier that mom-
ing. The student, Khai, « tough-looking 20-vear-old Vietnamese-
Amerasian. complains that his teacher s against him. Another, 19-
year-old Toan, who lefe Vietnem six years ago by boat and has no
relatives in camp, despairs of making any progress in learning En-
glish. The third student, an Afro-Amerasiun named Michael. savs he
can’t concentiate in class because of problems he is having at home
with his stepfather. *Uncle”™ Khuven. as he is known to students, nods,
making « mental note to pay « visit to Michael's house later in the
week. When Khuven finally speaks, it is not to give adwice, but to help
the students sort out the reasons for their difficultics. Khuven Las been
working with young people for severdl years and knows he cannot
solve their problems. but he can help them look «t their situations and

find their own solutions.

Pham Khuyen worked as a counselor in the young adult program
at the Philippine Refugee Processing Center (PRPC). Like the
other counselors, Khuyen was a bilingual Vietnamese-American
with experience in social work and education. He and his col-
lcagues. all former refugees. formed one part of a comprehensive
program for voung adult refugees, many of whom were Amerasians
from Vietnam.
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From 1987 until the overseas program in the Philippines closed in
1994, the voung adult program provided services to more than
25,000 refugees between the ages of 17 and 25. Implemented by
the International Catholic Migration Commission (ICMC), the
voung adult program was founded on the belief that young adults,
particularly Vietnarnese Amerasians with low levels of education
and personal histories, of discrimination and family conflict, had
both academic and psychosocial needs. To meet these needs, the
program moved bevond traditional classroom instruction to pro-
vide a wide range of academic. social, recreational. and counseling
services. Attending ESL., literacy, and cultural orientation classes
during the day and taikwando, cosmetology, and native language
literacy classes in the evening, students benefited from a full pro-
gram of academic study and social recreation. On weekends, thev
Joined in youth cwb activities, spent the day with a big sister or
brother, o1 tck part in informal discussion groups exploring
1ssues of interest to young adults. Vietnamese-speaking counselors
were never far from the refugees’ neighborhoods, keeping tabs on
troubled vouth or visiting with families, often doing on-the-spot
counseling and crisis intervention.

E——
Rationale and History

By 1490, most of the students in the voung adult program were
Amerasians and their siblings, bur when the program began in
1987, Amerasians from Vietham were only a small portion of the
voung adult population. Serving mostly non-Amerasian Vietnam-
ese vouth, the yvoung adult program was initiated to assist refugees
hetween the ages of 17 and 22. These young adult migrants faced
a daunting and distinctive sct of challenges in the United States:
Almost all would be working, some for the first time; many would
also be going to school. At the same time, most would be dating,
getting married, and starting new families (Center for Applied
Linguistics, 1988). Many would be facing the resettlement experi-
ence without the support of family or close friends.
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The purpose of the young adult curriculum was to prepare stu-
dents to face new life experiences and make informed choices
(Gilzow, 1988). Classroom activities helped students get informa-
tion about educational arid employment options in their new com-
munities and develop strategies for working and studying at the
same time. Like adult students, young adults studied ESL, cultural
orientation, and work orientation, but in each case the instruc-
tional content was adjusted to the special needs of young adults.
In work orientation classes, for example, students with little previ-
ous education learned math; in cultural orientation classes they
discussed young adult issues, such as male/female relationships
and peer pressure; and in ESL classes, they practiced
social language.

When large numbers of Amerasians arrived from Vietnam in 1989,
nearly a'l entered the young adult program. Most shared many
interests and concerns with other refugees their age. At the same
time, it soon became clear that many Amerasians brought with
them needs that set them apart from other young adults. Off-
spring of servicemen and other Americans who had served m
Vietnam during the 1960s and 1970s, many Amerasians had grown
up in poverty on the social and cconomic fringes of Victnamese
socicty. Most had attended school for only two or three ycars.

L/
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Some could not read or write Vietnamese and had little or no
experience in an academic learning environment.

Their difficulties were not just academic. Having grown up differ-
ent'in a society that valued uniformity, many Amerasians were also
grappling with issues of identity and discrimination. Because Viet-
nam is a patriarchal society in which one’s identity is linked to
one’s father, many Amerasians had a poorly tormed sense of self
(Blundell, 1985; Ronk, 1986). Moreover, the Vietnamese govern-
ment and many Vietnamese people regarded Amerasians as tainted
by American blood. ‘To many, Amerasians represented the hated,
vanquished enemy and were often used as “bad” examples in
school lessons about the war. The widespread (though inaccurate)
perception among Victnamese that most mothers of Amerasians
were prostitutes further marginalized them.

In addition, Amerasians’ family circumstances often led to serious
problems. Many had come to the processing center unaccompanied
by family members, while others had rejoined their families, after
many years of separation, for the purpose of resettlement. In
some instances, Amerasians were living with fraudulent “family”
members—people who had paid Amerasians or their mothers to
let them impersonate a family member for the purpose of emi-
grating with the Amerasian to the United States. In these cases,
Amerasians were living with virtual strangers, sometimes hostile
ones, and the result sometimes involved abuse.

Not all Amerasians fit this at-risk profile. Some were high school
graduates who had grown up in stable, loving families and seemed
happy and well adjusted. Nonetheless, the majority of Amerasians
had special educational and psyvchosocial needs, and the effort 1o
meet these needs ultimately led to sweeping changes in the young
adult program, both inside and outside the classroom.

John Michacl Phillips
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Inside the Classroom

For many Amerasians, school in Vietham had been a place of
failure. As a result, they tended to see education, even education
for resettlement, as not worth the effort. If the overseas program
was to succeed where other educational efforts had failed, it would
need to engage Amerasians and help them gain confidence in
their own capacity to learn.

Guided by the principle that students learn best when what they
learn interests them, program stafl adapted curricula and materi-
als to the interests of Amerasians. Cultural orientation classes em-
phasized such issues as peer pressure, discrimination, and dating.
while in their ESL classes students read stories with Amerasian
characters. The ESL department transformed the language laho-
ratory into a multimedia learning resource center, with materials
reflecting the backgrounds and interests of young adult students.
Students read and then discussed open-ended young adult stories,
such as “Will Stacie Keep Her Baby?” They wrote reactions to
videos about Vietnam and listened to audiotapes of readings, with
supplementary illustrated texts, on young adult topics. A bulletin
hoard invited students to respond to controversial statements or to
contlicting proverbs.

One way to ensure student interest is to offer students choice mn
what they study. Reflecting trends in refugee and immigrant edu-
cation (Wriglev & Guth, 1992), the ESL classroom became a more
democratic place, with students and teachers collaboratively decid-
ing on topics for study (Snvder, 1990). At the beginning ESI.
levels, an experimental whole-language literacy program encour-
aged self-directed learning. Students not only studied prescribed
lifeskill topics, such as reading ads and filling out {forms; they also
carvied out high-interest activities, such as reporting neighbor-
hood events to the dass, reading books on topics of interest, and
writing personal stories.
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In cultural orientation classes, students had the opportunity to
choose both course content and approach. Students also directed
their own learning through specitic activities such as Special Projects
and Leam-A-Skill. With Special Projects, students launched large-
scale projects, such as sports tournaments, cultural shows, field
trips, and dance parties, and in the process learned goal-setting
and planning skills. Students worked on their projects in groups,
an especially effective approach with underschooled students re-
luctant to perform in front of others: A young adult too shy to
stand before the entire class would participate confidently in an
informal discussion among four or five peers. With Learn-A-Skill,
students developed new skills that could be as simple as throwing
a frisbee or as complex as playing chess. Other choices included
modern dance, hairdressing, haseball, and painting. The empha-
sis was on gaining self-confidence as well as on skills that would
provide a contact point for socialization with American young
adults. Students Jearned and practiced the skills outside class but
were responsible for periodic in-class progress reports and
demonstrations.

Students even had a say in how their classrooms were run. Many
voung adults came to the program with little or no classroom
experience. Some acted inappropriately because they did not know
how they were expected to behave. Others acted out, masking a
fear of failure. One particularly effective way of dealing with an
unruly classroom, teachers discovered, was to let students develop
their own dassroom rules: Students were more likely to obey rules
that they themselves had made. To set classroom rules, students
might begin by talking about rules at home and in the camp. In
one lesson, for example, the teacher would show students a pic-
ture of camp living quarters. “How do you get along when vou are
living so close together?” the teacher would ask, leading to a
discussion of how refugees solved problems that came from living
with others in the camp. This discussion, in turn, would lead to a
list of rules that refugees follow to get along with their new neigh-
hors. Then, students and teacher would work together o develop
a list of rules for classroom hehavior.
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Gat is an Amerasian. Her mother is Vietnamese. Her father was an American
soldier. When the war ended. Gai's father went home. Gai and her mother
were left alone.

They had no money, so they sold cakes on the streets. Gai was still very
small, and she was always tired and hungry. Life in Vietnam was too diflicult
for Gai and her mother, so they left.

Now they are in the PRPC, waiting to go to America. But Gai is worried. She
looks like an American, but she cannot speak English.

How can she make fricuds? The Vietnamese think she is Amevican: the
Americans think she is Vietnamese. Gai is afraid that lite in America will be
difficult too.

From Gar a stafl-developed storvhook by Alan Blackaock and Mario €. Hernandes pro-
duced by the International Cathelic Migraton Commission, Philippiue Refugee Processing
Center, Morong, Bataan. Philippines. 988,

In a further effort to help Amerasians become more responsible
for their own learning, ESL classes incorporated strategies for
continuing learning. Designed to help students become indepen-
dent, lifelong learners, these strategies appeared throughout the
ESL curriculum. In a unit dealing with shopping for food, for
example, students would “find out prices of basic food items” in
the camp markets and then “report the information and write it
down, comparing item, price, place, day, and quality.” Lessons
like this helped students go bevond mastery of specific informa-
tion to develop skills they could use in the United States to get
information independently.

Applving information-gathering strategies on a larger scale, ESL
students undertook long-term research projects. First, students
chose a topic that interested themy; the topic might reflect a re-
settlement concern (e.g., occupations in the United States), a so-
cial issue (¢.g., the African-American experience), or a personal
interest (e.g., Chinese cooking). Then, working with others with
similar interests, students identified sowrces of information, devel-
oped a plan for carrying out their research, and organized a pre-
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sentation of their findings to the class (International Catholic
Migration Commission, 1989).

]
QOutside the Classroom

Effective as these classroom innovations were, many Amerasians
and other young adults needed more than language and cultural
instruction. Energetic young adults not used to spending long
hours in a classroom needed the stimulation of social and recre-
ational activities, while others needed help with family and per-
sonal problems.

The field of language education has supported the idea that social
services can contribute to better language acquisition (Kleinmann,
1982). Language students do not learn as well when they are
anxious or depressed, ESL educators believe (Krashen & Terrell,
1983; Schumann, 1980). One way to reduce stress and facilitate
warning 18 to create a low-anxiety learning environment where
students are encouraged to take risks and express their ideas,
desires, and feelings (Cohon, Lucey, Paul, & Penning, 1936). An-
other wav is to provide “professional social services to alleviate
pressing needs and overwhelming stresses”™ (Kleinmann, 1982, p.
241). Social services, Robinson (1980) argues, represent “one of
the strongest defenses against depression and mental stresses
among refugees™ (p. 35).

At the Philippine Refugee Processing Center, the need for sup-
port services outside the classroom led to the ereation of a com-
prehensive program of social and recreational activities. In addi-
tion, a special counseling unit made up of bilingual Vietnamese-
American counsclors was formed.

Social and Recereational Activities

Social and recreational activities were organized and led by stadf of
the Young Adult Services Program (YASP). Through the recrea-
tional side of the program, students fearned 1o sew, box, cook, or
plav the guitar, Basketball, vollevball, and American football games
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were organized, as well as classes in acting, singing, drawing, and
martial arts. It was hoped that these activities—along with English
language skills—might provide an entree to new friendships in
the United States. As YASP Coordinator Roger Fern explained,

When students go to America. the first people they are vctuddly going
to socialize with are other voung people. and the way they are going to
do that is at dances, basketbedl games, and other reereationd activi-
ties. If they know how to do these activities, they will be able to
dewelop friendships. (Ranard & Pfleger, 1994)

There was a serious purpose to these activities, as well. As a psy-
chologist who worked closely with Amerasians at the camp in the !
Philippines and in the United States notes, “In general, the source
of competence and sclf-esteem for most Amerasians has not been
rooted in the classroom” (Felsman. Johnson. Frederick, & Felsman,
1989, p. 50). This observation suggests that many underschooled
voung adults would be more likely to gain new skills and confi-
dence on the plaving held or in a social club than in the classroom.

One example of the educational value of recreation was the “ropes
cowrse.” Despite a superfici, b resemblance to an obstacle course,
the ropes course was far moic sophisticated than a simple fitness
activity, Designed o build confidence, trust, and self-awareness,
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the course required students to engage in physically and mentally
challenging activities. There were several benefits to the course. As
students helped one another cross a bridge made of rope or caught
somneone in a free fall, ithey learned in a very concrete way the
value of cooperation and trust. For students who had experienced
little but isolation and failure in Vietnam, the course helped de-
velop confidence and friendship. And, finaily, because each activ-
ity was followed by a discussion period that allowed participants to
talk about how they felt and what they had learned, there was a
context for discussing issues that otherwise might be neglecied.
“They can talk about fear and the value of trust and cooperation
because they've just experienced it,” says Michael Conway, a San
Francisco policeman who worked with at-risk vouth in San Fran-
cisco and served as a consultant to the young adult program
(Ranard & Pfleger, 1994). Also known as activity-based counseling,
the ropes course proved especially effective with voung peaple
who did not benefit from traditdonal approaches to counseling
(Ong, 1992).

In addition to recreatioual activities, YASP provided an array of
social services. Through its Big Brother/Big Sister program, staft
voluteers offered guidance and even friendship to young adults.
especially those without relatives in camp. On Sundays, Americans
working in the camp met with Amerasians for casual talks and
recreation. Field tiips 1o schools and residentiai and commercial
areas on nearby military hases gave Amerasians the chance to see,
first hand, aspects of American life they had studied in their cul-
tiral orientation classes and to plav sports with Americans
(Intevnational Catholic Migration Commission, 1989).

The program also brought together young adults with similar
interests. Special-interest support groups. such as the Afro-
Amerasian Rap Group and the Women's Club, met on weekends,
The rap group discussed issues such as racism. discrimimation.
and identity, while the Women's Club addressed 1ssues of sell-
esteenmt aiied gender, At times, the two groups™ interests merged.
There were joint sessions. for example, that helped young Afro-

JToln Michael Phillips




One assumplion
underlving
activities for
underschovled
young adulls was
¢ they would be
more likely to gain
new skills and
confidence on the
plasing feeld e in
' a ol club than

i the classroom.,

e

ERIC

PAFullToxt Provided by ERIC

Counscling

Chapter 4. Beyond the Classroom 8 G 81

v‘f‘.’

g

Amerasian women develop pride in their appearance as they
learned about hair care and received tips on makeup—an impor-
tant step, since Afro-Amerasians had been particularly stigmatized
in Vietnam (Ranard & Gilzow, 1939).

The Young Adult Services Program also offered special English
classes for newly arrived refugees still waiting for their classes to
begin. Taught by bilingual teachers, these classes gave
underschooled voung adults an opportunity to experience and
understand the classroom environment. A variety of other course
topics, such as Victnamese literacy, were also offered, depending
on student interest and the availabitity of volunteer teachers,

A critical element of the voung adult program was the counseling
unit, known as the Young Adult Services Umt (YASU). YASU
advisers—all Viethamese-Americans, all former refugees—linked
the stall with the students, and the classroom with the community,
Operating in the neighborhoods, the classrooms. and the recre-
ational facilities. YASU advisers provided refugees with orienta-
tion to camp life and the anricalum, coanseled troubled students
onc-on-one, and helped resolve conflicts awnong refugees and be-
tween students and stafl, With students who entered the program
with little or no cducation, an important part of the advisers” job




was to help them see that they were .apable of learning. As one
adviser noted,

When they first arrive, they always sav, “Oh, T am from the rurdd area
or the mountain area and stupid. I cannot speak English.” So we
teach them « few simple words or phrases cach day, and soon they
see that thev are lewrning. Or « student has been studving for a while
and savs he can’t lecrn anything, so w~ sit dowen with him and look '
his notebook or speak some English wwith hir and say, "See, you hace
lecomed « lot.™ (Ranard & Pfleger, 1994)

The kev to the advisers’ success was the cultare and language they
| shared with the students. As former refugees themselves, advisers
brought to their work a firsthand knowledge of U.S. resettlement
realities as well as an understanding of Viethamese and American
cultures. Speaking to a group of Americans, an adviser made this
point: “If vou were a refugee in a camp and were going to Iran,
who would vou listen to more—an Iranian or another American
who had lived in Iran® The hanian would know more about Jran,
but the American speaks vour language and has had the experi-
ence voure going to have. It vou put vourself in the shoes of the
refugee. T think vou'll see why a Vietnamese here is going to listen
to another refugee” (Ranard & Plleger, 1994).

YASU advisers also needed 1o recogmize when to make referrals to
Community Fanily Services Inceeporated (CESI, the agency that
provided bilingual and bicultural mental health services to refu-
gees in the camp. The relationship between YASU advisers and
the more formally trained staft at CFST was a arucial one and ted
to linkages with elementary school programs, medical dinics, the
recreation center, and the detention center.

While not all YASU advisers had degrees i counseling, they
brought something much more smportant to their job: an under-
standding o ho to work with Vietnamese. In the United States,
vefugee service providers had learned that traditional Western
approachies to mentad healtlr counseling generally fail with Viet-
mannese refugees, This s - part hecanse of the stigma Victnauese
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I was called to assist a Black Amerasian, Duoc, who had been beaten up by
another Amerasian in a fight in school. When I met him in the clinic. he was
angry, and T learned that he had been getting into a lot of trouble. 1 took
him to my office and began talking to him. At first, he wouldn't talk, but |
started asking him about where he was from in Vietnany. Luckily, he said that
he was from Nha Do, an area in Vietnam where I was held as a
political prisoner.

I told him that T had been there working in the prison camp when I saw a
little Amerasian bov who was anving being fed somewhere by an older Viet-
namese man. Excitedh, he told me that he was tha boy, and then he told me
his storv.

He said that he was abandoned by his mother in an orphanage. He was
taken to live with a tamil 120 Kilometers from Saigon in Dong Xoai for
about five years, When the family could no longer afford to feed him, he was
sokd to a Communist cadre as a servant.

I realized 1 had seen him as he was being taken 1o his new “home.” He said, ]
know vour. I saw vou working in the fields.” atthough T don’t think he could
possibly remember me among the many who were held there. However, he
became verv friendly towards me and called me his "Daddv.” T told hin that

as i son' he had to stop getting into fights and stop being absent.”

Plam Rluven, YASU Acviser, fannan 1994

attach to mental illness and in part becanse the idea of sharing
one’s personal problems with a stranger is in conflict with Viet-
namese notions of privacy and propriety (Carlin & Sokoloft, 1985;
Tung, T983). A report on the needs of Vietmamese students at a
California university explains why Vietnamese students were not
using the university counseling services: “{Vietnamese| stuclents
.. will expect a more personal involvement with the counselor],
and usually will end up feeling alienated because thev feel that
thev are being treaced as a dient,” rather than "a special person™™
(Lricksen & Cuaceloglu, T987, p. 5.

[he advisers in the voung adult program were cffective hecause
thev provided the level of peesonal involvemient that students ex-
pected. They don’t call e coumselor or adviser. "They call me
rincle. They reat me like a membaer of the familv,” one adviser
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noted (Ranard & Plleger, 1994). At the same time, acvisers had to
resist the temptation to solve students” problems tor them—some-
thing that many students expected, but that would have been at
odds with the overall program goal of helping stidents gain inde-
pendence. “When thev first come in, they want the adviser to solve
their problems for them but we tell them that they are the ones to
make the choices, not the adviser,” an adviser noted. “We give
mformation. offer options, and discuss consequences, but it’s up to
the student to take action™ (Khuven, personal communication,
February 1294).

[ ]
Conclusion

PAFullToxt Provided by ERIC

Through its experience with Amerasian voung adults, the Interna-
tional Catholic Migration Commission fearned several lessons about
educating refugees. Perhaps the most important was that relugec
education does not begin and end at the classroom door. Refu-
gees in genera! and underschooled voung adult refugees in pan-
ticular have a wide range of needs, and to be effeeve a program
cannot ignore students’ psychosocial needs. The program could
never have succeeded had it iselated educational needs from other
needs, since the other needs so heavily atfected students” ability o
take advantage of the education offered.

Asecond lesson was that refugees know a great deal about wha
thev need, and they should be heard. Of all the wavs the program
sought to give voice to students’ needs, none was more effectice
than the use of bilingual Victnamese-American advisers. They pro-
vided the program with a constant means of listening and re-
sponding to refugees.

Athird lesson was that it pavs to snpport experimentation. The
International Catholic Migration Commission could respond 1o
the special necds of Amerasians with a sophisticated array of inno-
vative ideas and approaches, both inside and outside the class-
room, becatse managers enconraged change and experimentation.
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a group of

Few innovations would have occurred without organized linkages
among the various social service agencies in the camp. This fact
underscores the fourth and final lesson: the value of coordination
and cooperation. The International Catholic Migration Commis-
sion, a large organization made up of many departments, was only
one of many agencies operating at the processing center. In size
and bureaucratic complexity, the center rivaled any midsized U.S.
community, ancl as in any community. the different social service
organizations were no strangers to competition and territorial cis-
putes. Yet it quickly became clear to everyone that Amerasians’
needs were so broad and involved so many different agencies that
cooperation and coordination were imperative. This recognition
ledd to better linkages that all. wed staff to take full advantage of all
the available resources and to provide students with the best edu-
cational experience possible.
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The World of the
Past, the World of
Tomorrow

First Language Literacy at the
Phanat Nikhom Refugee Camp

Fred Ligon
The Consortium
Phanat Nikhom Refugee Camp

It is 6:00 p.m. After a fudl day of English and culturd orientation
clusses, hundreds of students, mostly women accompanied by chil-
dren, pack the dusty road on their way to yet another hour and fifteen
minutes of instruction. The sounds of laugheer and play fill the evening
alr as the students enter the classrooms.

Only a few visitors, or teaching staff” for that matter, have ever
witnessed this scene, vet it happens every weekday. The students
are participants in a unique educational experiment: Phanat
Nikhom's native language literacy (NLL) program. For five days a
week, up to 1,800 students learn to read and write their own
languages in classes taught by other US.-bound refugees, who,
some cases, are only vecently literate themselves.

Fstablished i 1982, the NLL program has provided literacy in-
struction to more than 30,000 Hmong, Mien, Lao, Lahu, Khmer,
and Victnamese refugees. The program was founded on the belief
that refugees who can read and write their own fanguages will find
it casier to learn a sccond language. The program also assumes
that the skills refugees gain in NLL classes will contribute to their
personal and cultural pride and that this pride in turn will help
them face the challenges of adjusting to a new culture and fan-
guage. Although for much of its history NLL has struggled for
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survival and acceptance, in recent vears the program has tlour-
ished, in large measure because staff throughout the entire vefu-
gee education program at Phanat Nikhom have increasingly
promoted bilingual communication rather than insisting on an
English-only learning environment.

This chapter examines the role of NLL at Phanat Nikhom. The
first part focuses on classroom instruction, while the second part
explores efforts to expand the uses of native language lireracy
outside the classroom. Although the Consortium has provided
literacy training to several refugee populations, this article will
focus on the Hmong, since this group has played such an impor-
tant part in the story of NLL at Phanat Nikhom.

L
Native Language Literacy Program

Early History

It was the Hmong and their interest in first language literacy that
provided the impetus for the Consortium’s first efforts in NLIL.
mstruction. The NLL program in Phanat Nikhom grew out of
eftorts begun 15 vears ago in Ban Vinai. a camp for Hmong and
Mien refugees on the Thailand-1.a0s border. NLIL instruction in
Ban Vinai began as part of a Ford Foundation-funded pilot pro-
gram that provided six weeks of NLL instruction and ESI. to adult
hilitribe refugees who had been accepted for resettlement to the
United States. Later that vear, NLL and ESL classes in Ban Vinad
hecame part of the overseas refagee program funded by the US.
Department of State. Implemenred by the Consortium, the new
program continued to teach Hmong literacy, although the design
differed from that of the first program: Whereas students in the
Ford-funded prograin received NLL instruction at the same time
they studied ESL, in the new program, students studied NLL.
hefore they began their ESL classes.

The continuation of NLL instruction was largely the vesult of
cflorts by Peter Loverde, a teacher trainer in the new program
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and a strong advocate for NLL instruction. While there was little
research to support his views, Loverde believed that teaching refu-
gee adults to read and write their own language would help them
learn English. He and others in Ban Vinai also supported NLL as
a means of linguistic and cultural survival for the Hmong. “Ban
Vinai is the largest community of Hmong in the world,” a 1981
Consortium report noted. “We should use this fact to keep alive
the culture of the Hmong” (Consortium organizational memo HO
81-0323, December 1981). Hmong concern about cultural preser-
vation has been well documented in the growing body of literature
on this group (Dunnigan, 1986; Schein, 1987; Scott, 1982), and in
Ban Vinai the NLL program generally received support from
Hmong leadership. On one occasion, with tens of thousands of
refugees relocated to Ban Vinai and space in great demand, Hmong
leaders saw to it that the NLL program was allocated 20 to 30
classrooms (P. Loverde, personal communication, March 1994).

In early 1981, the training program at Ban Vinai moved to Phanat
Nikhom. NLL did not survive the transfer, largely because Peter
Loverde, NLL's strongest advocate, did not move to Phanat Nikhom
at that time. In addition, there was less support for NLL instruc-
tion from the refugee community at Phanat Nikhom, where the
refugees were more diverse n their ethnic and educational back-
grounds than the largely nonliterate hilltribe community in
Ban Vinai. '

In mid-1981, Loverde rejoined the Consortium staft at Phanat
Nikhom and almost immediately began advocating for an NLL
program. His keen interest, coupled with the arrival in carly 1982
of farge numbers of hilltribe students, led to the establishment of
NLL classes. The new NLL program returned to the Ford-funded
model of simultancous ESL and NLI. instruction, with refugees
studying English and cultural orientation during the day and NLL
in the evening.

J5
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Obstacles

NLL instruction at Phanat Nikhom has survived despite many
obstacles: initial resistance to NLL instruction from program
funders, staff, and, on occasion, the refugee leadership; limited
funding and resources; inexperienced volunteer teachers; and bigh
refugee teacher turnover.

Most obstacles have derived from a widespread skepticism about
NLL's benefits. NLL’s struggle for recognition and acceptance
began inside the Consortium among program staff. Some expressed
concern that learning to read and write two languages-—the stu-
dents’ own and English—would confuse the learners or hinder
their learning English. Others questioned the relevance of NLL to
the overseas training program’s purpose—to prepare refugees for
life in the United States.

From time to time, there was resistance to NLL from the refugees
themselves. Hmong leaders, though generally supportive of NLL,
at tines also supported instruction in Lao, Thai, and English only.
Refugees have also questioned the value of a particular writing
system. Some Hmong have supported a different script from the
one used in the NLI. program, and one of the Mien scripts,
developed in the 1930s by Western missionaries, has been contro-
versial from the beginning because of its ties to Christianity.

Moreover, using U.S. tax dollars to support the teaching of any
language other than English was politically sensitive, particularly
in the program’s early years. The program’s State Department
monitor, while sympathetic to the Consortium's efforts to
re-introduce NLL instruction in Phanat Nikhom, was nonetheless
acutely aware of the difficulty of justifving NLL. to critics within the
U.S. government. The overseas program was frequently under fire
from critics who questioned the value of any pre-resettlement train-
ing. If critics thought an extensive pre-arrival English language
prograim was unnecessary, one can only imagine their reaction to
the notion of a native language literacy program.

37
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For many Hmong

refugees, one
purpose for

becoming literate

in their own

language is to be
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with relatives
in Laos.

The lack of research showing the benefits of native language lit-
eracy for English language acquisition in adult learners also made
support for NLL instruction problematic. In hopes of shedding
some light on the issue, the Asia Foundation funded a study in late
1980 to examine the effects of first language literacy on the ESL
performance of Hinong students in the refugee program at Ban
Vinai. The study found that literacy in Hmong had a positive
effect on learners’ ESL performance. The small sample size (64)
and the short period of instruction, however, limited the signifi-
cance of the findings (Robson, 1982).

Nonetheless, Loverde and others in Phanat Nikhom continued to
advocate tor NLL instruction, taking every opportunity to explain
to staff’ and visitors its instructional benetits. Skeptical staff were
gradually won over as they saw firsthand the enthusiasm of the
refugees and the gains students were able to make (Ranard &
PHleger, 1994).

Because of the growing support tor NLL among staft at Phanat
Nikhom, and because the classes were taught by volunteer refugee
teachers and made mimmal demands on the budgetary resources
of the overseas program, NLL classes were allowed to continue.

98
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Educating Women

I don't like it when a letter arrives. If my husband is not home, my children
and 1 have to wait. We want to know what is written there.”

As the sunlight breaks through the mist hanging loosely between the moun-
tains of northern Laos, Mee Vang fixes breakfast for her children. Her
husband is outside preparing to slaughter a chicken for the evening meal.
The rice harvest will soon be in, and Mce Vang is working harder than usual
on her paj ntauh embroidery to get clothes ready for the New Year celebration,
For Mee Vang, the rhythm of life was once marked by the rising and setting
of the sun. the planting and harvesting of the crops, and the raising of
animals. She produced everything she needed by kand. Her children learned
as she once had, by listening and by watchiag the elders sew cloth. plant
fields. and form tools from wood and metal. The older generation told each
new generation traditional stories; there was no need to write or read them.
Those learning another language did so working alongside or trading with
visitors from other villages beyond the mountains, ‘The whims of nature and
the toil of hard work dictated the terms of their survival,

In Laos, Hmong men often travelled from village to village and to places far
from the mountains; some became literate, though more often in Lao than
in Hmong. Most women. in contrast, were homebound and not expected to
he literates their daily tasks did not require literacy.

For Hmong women, life in the refugee camps and in the United States
brought new needs and opportunities. For the first time in history, large

Program Description
NLIL students study an hour and fifteen minutes cach evening,
five days a week, in the same classrooms they study in during the
day. Fach room holds about 20 students. Resources are limited—
a whiteboard and marking pen, paper, worksheets, and a
few workbooks.

Nearly two thirds of the students are women. (Among Hmong, the
percentage of women is even higher: approximately 80 percent.)
The students” ages range from small children accompanying their
parents to grandparents in their 60s and 70s. Mothers often bring
their babies with them. 99
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numbers of hilliribe women were given the opportunity to become literate.
In Phanat Nikhom, the percentage of women attending NLL is approxi-
mately 80%. indicating the conrinued interest women have in be-
coming literate.

The reasons women have for becoming literate rvelate to th ir culture, their
families, and the camp environment, as well as to their own pereeptions of’
themselves. In March, 1994, a survey asked NLIL. students in Phanat Nikhom
why they wanted to become literate. The great majority of the respondents—
who were mostly women—said they wanted to be literate to correspond with
relatives and friends. In addition, they said they wanted to hecome literate to:
* Read and write Hmong folktales, history and other cultural material.

*» Help children maintain their ties to Hmong culture.

* Gain access to information printed in Hmong.

* Conununicate with relatives and friends in Laos or in the West.

* Help other Hmong become literate.

* Become a community leader.

» Write about the Hmong in China.

Commenting on the motivation of women to become literate, former NLL
supervisor Peter Loverde notes, “Literacy is giving women, especially hilltribe
women, the communication tools for the fi=st time in history to understand
the world beyond their own immediate confines and is opening up new and
unexpected opportunities for them in the United States.”

PAFullToxt Provided by ERIC

A simple, informal native language literacy test, administered to
all new students, places those with little or no literacy in the NLL
program. NLL classes are not organized by any system of levels—
beginning, intermediate, and acdvanced—but some movement be-
tween classes oceurs once teachers are able to identify fast and slow
learners. The NLL nstructors are volunteer refugee teachers whose
educational backgrounds vary widely. Few have had previous teach-
ing experience.

100
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Family Classes

A recent initiative has organized NLL classes into three strands:
adult classes, children’s classes, and family classes. Family classes
build on a common practice: Parents have always brought their

- children with them because the camp’s day care center does not
operate in the evening. While the program once viewed the pres-
ence of children as an unfortunate necessity, family classes are
now seen as a way to strengthen intergenerational interaction.
“The idea is that the parents and children can support one an-
other,” notes former NILL supervisor Robert Horley (persoral com-
muanication, March 1994). “It lets the parents know what the chil-
dren are involved in when they go to school. And we hope it starts
the idea that parents can get involved in their children’s school-
mg—that they will want to help their children study and support
them when they do their homework.” An added benefit of family
classes is that they allow children to see their parents as learners.

The program’s decision to focus on intergenerational issues led
NLL staft to view family classes more positively and to plan other
intergenerational activities. Literacy activities that parents and chil-
dren can do together at home are being developed, and for par-
ents with little or no literacy, NLL staff are creating picture books
that family members can use in class or at home to tell each
other stories.

Refugees Teaching Refugees
Frem the inception of the NLL program, all classroom teachers
have been refugees. Over the past 14 years, approximately 3,000
refugees have taught native language literacy in Phanat Nikhom,
and, at any given time, about 100 rcfugees are teaching in
the program.

NLL teachers are generally young, most in their early twenties.
Many have grown up in Thai refugee camps, and few have had
formal education other than what they received in the camps. 'The
degree to which teachers ave literate in their fivst language varies.
Some became literate in Laos or attended literacy classes in Ban
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The teachers of
native language
literacy are U.S.-
hound refugees,
some vf whom are
anly recently
literate themseloes,

Vinai or other refugee camps. Others became literate only after
coming to Phanat Nikhom and continue improving their own
literacy skills as they teach.

The decision to hire refugee teachers was made for budgetary
reasons, but the benefits of the decision soon became apparent.
The NLL program discovered what a growing number of adult
ESL educators now believe: Literacy instruction can be more effec-

tive when teachers and students share a culture ana language
(Auerbach, 1994; Gillespie. 1994; Podeschi, 1990). For students
who have not experienced classroom learning before, the class-
room can be alienating (Auerbach, 1994; Klassen, 1991). When
teachers and students share a common language and culture, the
classroom environment is more likely to be relaxed, comfortable,
and nonthreatening. Teachers know how to encourage classroom
participation without violating traditional values. Moreover, teach-
ers who are onlv recently literate themselves serve as models for
what students can achieve.

Most NLL teachers prefer to use a traditional, bottom-up approach
to literacy instruction, one that moves systematically from smaller
to larger units of language. In the early stages, there is an empha-
sis on phonics, although cvery attempt is made o use meaningful
language. A class often begins with teachers offering a written

100
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example or demonstration; a period for stedent practice then
follows. Typically a lesson includes handwriting practice, dictation.
exercises, and games, such as concentration and bingo. The teach-
ers encourage students to demonstrate their writing skills on
the board.

Students also seem o prefer a traditional teacher-centered class-
room. For nonliterate students, learning to read and write is dou-
bly difficult. At the same time they are learning new skills, they are
adjusting to an untamiliar learning environment; most, after all,
have never been in a classroom before. For these students, a teacher-
directed approach is effective because it approximates the way
they have learned in their own culture: Daughiers learn the skills
of embroidery by observing their mothers and practicing: the skills
of farming are passed from father to son in the same way. Because
the style of teaching and learning is familiar, students learn to
read and write with more confidence and security. While the
program’s approach evolved from experience, other literacy edu-
cators have also noted a preference among Hmong learners for a
traditional pedagogy. In a review of the literature on Hmong
attitudes toward their ESL classes, Duffy (1993) found a wide-
spread dissatisfaction with modern communicative approaches and
a preference for wraditional approaches. Hvitteldt (1936), in an
article on Hmong learning style preferences, notes that “in all
arcas of social life, Hmong adults exhibit a preference for struc-
ture which is imposed from the outside over that which must be
individually constructed™ (p. 73).

Teacher Training

NLL teachers receive training from a small corps of trainers who
are "T'hai nationals fluent in the refugee languages. The goal of
teacher training is to create independent teachers, able to evaluate
the progress of their students and to take the steps needed to
improve their students’ learning.

‘Training is provided through formal daily training sessions as well

as through observation and feedback. Formal training takes place

0
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one hour each day at noon, around a long table occupying most of
the training room. Training mirrors somewhat the model-and-
practice approach used by most teachers. A typical session might
begin with the trainer addressing a topic such as writing common
punctuation marks (period, comma, exclamation point, etc.). The
trainer mnight then write the marks on the board and lead a group
discussion comparing their use in Hmong auad English. The ses-
sion might end with the trainer assessing comprehension by writ-
ing Hmong punctuation marks on the board and asking teachers
to come up to the board and explain the marks.

In addition to these sessions, trainers observe and give feedback
on classroom teaching. Feedback tends to be informal and in
group gatherings rather than in one-on-one sessions. Since NLL
teacher trainers monitor up to 40 teachers a day, however, obser-
vation and feedback sessions are limited. The training helps refu-
gee teachers develop awareness of themselves as teachers and
confidence in their ability to teach. The teaching quality varies—

some teachers excel while others struggle, but few lack enthusiasm
for their work.

Materials

Materials development has always been an important part of the
NLL program. Classes use both published material as well as
material developed by staff. In the early years. Hmong classes
used workbooks and primers developed in the United States; for
the Mien, Lao, Khimer, Vietnamese, and Lahu classes, staff adapted
materials and workbooks because they were not satisfied with what
was available.

Stafl'in recent years have developed a broad range of high-interest
reading materials, including folktales and taditional sayings, an
almanac. dictionaries, literacy primers, and a student newsletter.
A recent materials development initiative builds on students’ curi-
osity about life in the United States. Refugees post questions on a
resource-roont bulletin board. Staft” then send the questions by
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e-mail to refugees in the United States; their e-mail responses are
posted on the bulletin board next to the questions.

Among tie most useful staft-developed materials is the Literacy
Health Manual. Each of the manual’s ten chapters has a brief
- reading passage about health and child rearing, accompanied by
reading and writing exercises and word problems incorporating
basic numeracy skills. Fach manual is bilingual in English and one
of five languages—Hmong, Lao, Khmer, Viethamese, or Mien— -
with the native language and English versions on facing pages.
Because of the focus on child rearing, the manuals have been
especially popular with women.

In order to help students make the transition from learning to
read to reading to learn, the program has developed a sizeable
collection of Hmong and Mien reading materials. The collection
consists of published materials as well as material translated into
the native languages by NLL staff at Phanat Nikhom. In the case
ot published Hmong works, for example, the amount of written
material in the United States has expanded significantly in recent
vears, and the program’s collection now includes folktales, novels,
newspapers, newsletters, health bulletins, and bilingual
driving examinations.

In addition, the program has translated other Mien and Hmong
materials: mostly popular Western literature and math and science
texts. The NLL stafl’ decided to emphasize this type of material
for two reasons. As noted earlier, quite a few Hmong folktales
have already been published, and many of these are part of the
program’s collection of materials. More importantly, NLL staff
members were concerned that an excessive focus on Hmong
folktales and cultural stories might have the unintentional effect of
[reezing the written language in a time of the past, granting the
Hmong a means of preserving their language and culture but
allocating them few resources to expand their knowledge of the
world in their own words. The new material, it was hoped, would
help the Hmong realize that “reading and writing can open up a
whole new world” (R, Horley, personal communication, March
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The NLL firogram
al Phanat Nikhom
has acquired,
developed, and
translated
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materials, rauging
from children’s
books lo science
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1994). The NLL program is also working on producing a
Hmong dictionary. '

In translating math, health, science, and academic texts, NLL
teacher trainers have had to create a new Hmong vocabulary.
While not all invented words will achieve universal acceptance by
the Hmong, the effort shows the Hmong that their language has
value and is as capable as other languages of conveying ideas. Says
former NLI. supervisor Robert Horley,

[ feel the effort to expand Hmong vocabulary hus suceeeded. From
what 1 have been able to hear aboue Hmong in the United States, they
«are more successful because they arrive there feeling more confident
about their language. A fewe years ago | used to hear Hmong saving,
“Oh, you can’t say that in Imong.” 'm not hearing that as often notw.
Noze, 1find they'll sy, *We can say that. Whatever see et to cdll i,
that's what it is.” (persond commumnication, March 1994)

To house its growing collection of materials. the NLL program
established a Hilltribe Resource Center, where cefugees can choose
material§ from a broad array of interest arcas, boih traditional and
academic. Located in a small room adjacent to the NLL complex
and run by volunteer refugee stafl, the center is also a place where
refugees can learn how to use a library.
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Hmong Scripts

Although the Hmong are often described as a preliterate people, Hmong
fegends tell of a time when the Hmong had their own written language.
Ditferent stories explain the loss of the script; most are set in the late 19th
century, when many Hmong, to escape attacks and pevsecution, fled China
for Vietnam, Thailand, and Laos. According to one story,
Two Hmong brother-kings led a group of soldiers south from their villages in Cliina. The
women and givl-babies staved behind and the soldiers traveled with the boyv-habies and the
female setvimts, When they got haltway, the two brother-kings were captured and pnt to
deep so the Himong soldiers conldn’t find them. Only the brother-kings could undersiand
and teach the letters that they carvied with thent froni China. Only the brother-kings knew
how to keep the Teters and how 1o teach thems without then the soldiers didu’t know what
1o do or where 10 go. The soldiers waited and waited for the brother-kings to return. "the
new tearder didi't knos what to do, so he said the soldicers should cook and cat the Tetiers
the brather-kings caried with them. This wonld put the knowledge right inte their minds.
They would see which person wonld get the idea of the letters. Butafter eating the letters,
they still didd not anderstand, and @l the fetters were Tost. Then everyone just stayed there,
doing the hest they couldd,

—Told to Gayle Morrison by Xao Yiag Niong, Santa A, Galifornia
Though many Timong in the 20th century have been nonliterate, this can be
attributed largely to their independence and isolation. In Laos, Hinong pre-
ferved to live in isolated mountain regions, high above the lands farmed by
the Lao and other ethnic groups. Because of their isolation, many Hmong
received no formal education.
Surprisingly, more than 20 Hmong writing systems have been developed in
this century. Most, however, have gaine little or no acceptance. Writing
systems developed by missionaries mostly gained audiences equivalent to the
size of their congregations, though this was not the case with the Romanized
Popular Alphabet (RPPA), the most commonly used written seript.
Unlike most other Hmong writing systems, the RPA is casily produced on
standard English language typewriters, kevboards, and printing presses. Con-
sequently, materials written in Hmong RPA have proliferated, launching a
literacy chain reaction: As more materials have become available in Hmong,
more Hmong people have become interested in reading. The use of RPA in
the 1970s and 1980s by Hmong in refugee camps in Thailand further solidi-
ficd its position. In the past decade, RPA has seen even wider use as it has
been adopted by Hmong in China corresponding with other Hmong around
the world.
Al materials developed by the Consortium are written in the RPA. Siill, not
all Hmong people accept the RPA as the only way of writing Hmong, and
other writing systems have gained a measure of acceptance. Alternative Hmong
writing systems continue to be developed by Hmong in the United States.

1 D 7 Fred Lig(mr




PAFullToxt Provided by ERIC

I
NLL Throughout the Consortium Program

Before leaving home for cultwral orientation cluss, Kia Vue closely
studics the paper her teenage son, Chue, brought home from school
vesterday. It is an invitation to attend Open House at PASS, the
Consortium’s junior high school. Kia carries her baby to the preschool
program, stopping to read « poster tacked on a wall. A meeting with
parents is scheduled for Satwrday to discuss the preschool snacks,
something of concern to Kia and her husband. Outside her culturd
orientation class. Kia pauses for a few minutes to look at pictwres of
dinosaurs on an outdoor hudietin board. As Kia reads the accompany-
ing Ihmong text, explaining the prehistoric animads, she is relieved to
discover that dinosaurs no longer exist and won’t be «weaiting her in
Minnesota. Later, in cultural orientation class, Kia's teacher passes
out slips announcing registration for clective classes. Kia tells her
teacher she <will sign up for one on how to make puppets for
her children.

Kia, a beginning-level ESL student who never studied in a class-
room before coming to Phanat Nikhom, can read the school no-
tice, the poster om the bulletin board, and the class registration
announcement because they were written in Hmong, a language
she has been studying for five months in her NLL class.

Each day Kia discovers many opportunities around Phanat Nikhom
to apply her ermerging Hmong literacy skills. These opportunities
have not always existed. Although refugees have been studying
NLL at Phanat Nikhom since 1981, until recently the program
provided few chances for refugees to use their new skills outside
NLL dasses. To help prepare students for resettlement in the
United States, the program made English the language of com-
munication in Phanat Nikhom, and until 1991, virtually all written
communication with refugees took place in English. Classroom
rules, workplace signs and safety warnings, reporting forms, and
even the student newsletter were all in English.
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Yet this practice was not in harmony with other program goals
and efforts. For students with little or no English, the practice
frequently led to miscommunication and missed opportunities to
participate in activities. In their ESI. and cultural orientation classes,
students were encouraged to preserve their culture, yet outside
class there were few opportunitics o use one of the most impor-
tant aspects of their culture. Moreover, the English-only practice
was at odds with one of the program’s fundamental goals: to
promote student independence. mitiative, and self-csteem. In some
ways. the practice may have actually contributed to dependcacy,
with adult refugees often forced to rely on their more English-
proficient children for information. Witk Hmong as a language of
communication in the camp, refugees could rely on their own
newly emerging literacy skills. Encouraging two options—English
and Hmong—would increase refugees’ chances for independence
and self-reliance.

Uses of Native Language Literacy
Today, Hmong is increasingly used throughout the programn at
Phanat Nikhom as a way to communicate with students and as a
way to develop newly emerging native language literacy skills. The
following provides a selective overview of the uses of native
language.

In the Consortiun’s high school and elementary programs, com-
munication between the school and home now takes place in the
native languages and English. A parent-student handbook in
Hmong, Mien, and Lahu provides information on school services.
Notices to students and their parents, invitations to school events,
and written naterials used at Parent—Teacher-Student Association
meetings are provided to families in their native languages. Im-
portant information, particularly concerning students’ safety, is
also in the native ldnguaqe For example, during orientation to
the “ropes course,” a physically demanding obstacle couise, objec-
tives are written in the native nguagc.

Around the high school complex, bilingual notices appear on
bulletin boards and office and classroom walls. Posters in Hinong
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and English announce upcoming events, bulletin boards display
native language letters {rom relatives in the United States, and
newspaper articles describe Hmong students’ experiences in their
new U.S. schools and communities.

By providing opportunities for native language use during the
school day, the refugee program helps students strengthen their
connection to the native culture. In the elementary school pro-
gram, students study language arts in Hmong. Not only do stu-
dents read folktales and other storybooks in Hmong, they also
create their own native fanguage reading books as class projects.

At the school’s recreation center, students participate in essay writ-
ing contests. Entries written in the native language by high school
students are judged by advanced-level students in the adult pro-
gram. Winning essays are then posted for all to read.

At the recreation center, parents teach a variety of elective classes,
such as cooking traditional foods and playing traditional instru-
ments. In addition, students make holiday greeting cards using
the native language and publish a bilingual student newsletter
with student-written poems and storics, letters from resettled refu-
gees, and protfiles of refugees who have been successful m the
United States.
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In the school’s resource room, students take charge of their own
learning by checking out bilingual language lab materials. Bilin-
gual scripts for stories on cassette tape and supplementary nauve
language readings about American culture are popular among
both elementary and high school students.

The adult program also offers opportunities for students to use
the native language. During supermarket simulations, adults read
and write shopping lists in the native language. In ESL classes,
some teachers give students vocabulary lists written in English and
the native language to help them prepare for reading activities.
Teachers increasingly see the value of note-taking in the native
language; many students write English words phonetically in the
native language as an aid to pronunciation. Some teachers have
students read aloud letters, written in the native language, that

teachers have received from former students.

In work orientation classes, safety signs in Hmong are posted
around the classrooms. In cultural orientation, students learn to
read maps in the native language, and background information
for many lessons is translated into the native language. Once in
each instructional cycle, parents bring their children to class to
read books in the native language and to learn how important it is
to read to their children.

In special classes for young mothers, students receive native lan-
guage health pamphlets and hand-outs to be shared with family
members at home. Students also share information about their
families and, in their native language, write out personal and
family goals. Students create picture books with drawings of tradi-
tional events and activities. While some students tell their stories
wholly through pictures, others supplement the pictures with the
words they know. Students share and read these student-made
books with one another,

At the resource center, notices on a bulletin board provide detailed
information in the native language about American holidays and
curriculum topics. Other bulletin boards encourage students to
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write out their questions about life in the United States in their
native language or English; their questions are answered in the
native language by resource center staft.

In special tutorial sessions, appointment slips are written in the
native language. Duting their study sessions, students take notes
in both English and the native language.

Even special education students have opportunities to use native
language literacy. Deaf students receive a booklet in the native
language on the care of hearing aids. Disabled students take home
a booklet, translated into their native language, explaining Ameri-
can law and the disabled. All special education students receive a
heoklet in the native language about home safety to take home to
their families.

[ ] .
Reflections on NLL

Today, there is growing support for NLL instruction among adult
ESL educators. In a review of the literature, Gillespic (1994) notes
that educators support NLL instruction for a variety of political,
social, cultural, and linguistic reasons. At Phanat Nikhom, the
emergence of NLL instruction and the explosion of NLL use
throughout the organization has been based less on the litera-
ture—until recently, there was very little written on native lan-
guage literacy for adults—and more on some common-sense
assumptions and belicfs about NLL's value. The Consortium’s
[4-year experience in Phanat Nikhom suggests that these beliefs
have been well founded and that there are indeed significant
benefits to NLLI. Specifically, the program has found the following
(o be true:

I. NLL aids in the acquisition of English. Strategies developed in
learning to read and write a first language help relugees learn to
read and-write a second language. Morcover, once students have

learned to read and write one language—their own—they are
more confident that they can learn to read and write a second.
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2. Native language literacy provides refugees with another source
of information and knowledge about the world. Vietnamese, Lao,
and Khmer refugees who have made the transition to literacy have
access to a large body of literature, and the amount of literacy
material available to the Hmong continues to grow. It is hoped
that newly literate Lahu and Mien will add to what is available in
their languages.

3. Native language literacy contributes to personal and cultural
pride. Refugees gain self-confidence when they are able to express
themselves in writing in their own language. As Giroux (1987)
puts it, “To be literate . . . is to be present and active in the
struggle for reclaiming one's voice, history, and future” (page 11).

Perhaps the best evidence of the value of the NLL program is the
number of refugees whose lives it has changed. Of the more than
60,000 refugees who have studied at Phanat Nikhom since 1980,
about half could not read or write their own language when they
entered the program. Most have gained at least basic native lan-
guage literacy during their brief stay at Phanat Nikhom. Some
have achieved much more.
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The World of the Past, the World of

Tomorrow

Kia Ve rose and made her way to the podiwn to address her teachers
and fellowe students. A beginning-level IImong student, Kia had been
chosen to speak for her fellow students at their graduation ceremony.
Speaking in IImong, Kia talked about her experience sewing und sell-
ing paj ntaub. IImong embroidery, in the camp’s handicraft stalls
before entering the refugee program. After completing five months of
study, she still made and sold paj ntaub in the stadls, but her life had
changed. Now she could understand and talk to her foreign custom-
ers. she coudd read and <write her name and some words in English,
and most important, she could read and werite her own language. Kiu
paused. then began to ery. Alone at first, she was soon joined by others
who cried and then applauded Kia for wohat she had accomplished.

Literacy’s power for change should never be underestimated or
taken for granted. Kia Vue's graduation specch lingers as a re-
minder that the ultimate success of the refugee program is mea-
sured by its ability to move learners further toward self-reliance,
confident they have the skills and the resources to begin new lives
vet not forget who they are.
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Enhancing the Flavor

Winning Partnerships Between
Home and School

Laurcen oyt
World Relief Corporation v
Philippinc Retfugee Processing Center

The cffort we are making to include parents in our clussroom affuirs
calidates the positive partnership that can lead to students’ suceess.
We dezelop a spirit of shared responsibility that ensures « commonal-
itv of goals and makes us redlize that many cooks do not spoil the
broth, but rather enhance its flavor.

Victoria Garcia, PREP instructional supervisor

From 1987 to 1994, educators and refugee families involved in a
program called Preparing Refugees for Elementary Programs
(PREP) worked together to forge a partnership for educating refu-
gee children. This chapter describes PREP's eftorts to develop a
collaborative model for involving families in their children's edu-
cation. Integral to PREP's success was a shift from a traditionai
cducator-directed program for parents to one in which family
members became active participants in educating their children.

I
Preparing Refugees for Elementary
Programs

PREP operated from 1987 to 1994 as part of the overseas refugee
program in Bataan, Philippines. Run by the World Relief Corpo-
ration, PREP prepared refugee children for elementary schools in
the United States. During its eight-vear history, more than 12,000
Viethamese, Laotian, and Cambodian students attended PREP. In
its last few vears, the student population was completely Vietnam-
ese, reflecting campwide demographics,
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PREP students attended classes four hours a day, five days a week,
for 18 weeks, while older family members attended English and
cultural orientation classes run by other agencies in the camp.
PREP used a whole language approach. Students learned to read
and write English through shared reading, language experience
stories, and sustained silent reading. Children also learned Eng-
lish, as well as new subject matter, through math, social studies,
and science activities. Teachers assessed students” progress through
anecdotal records and portfolios of student work. Teachers, fami-
lies, and students all worked together to gauge student progress
through regular conferences.

PREP teachers weve Filipinos in their mid-twenties from a variety
of professional backgrounds. Some were experienced teachers,
while others came trom other technical fields. All were proficient
in English and eager to learn the latest instructional methods.
'Teachers taught four hours a day and spent another two hours
planning and cvalnating their instruction in teams of five to eight
teachers. Each team was guided by a supervisor, an experienced
Filipino or American educator. Supervisors observed teachers in
classrooms, assisted in lesson planning, encouraged professional
development, evahiated the quality of instruction, and developed
instructional goals.

Early Efforts in Family Involvement

PREP's early efforts in family involvement tended toward the tra-
ditional. These efforts focused on informing parents of their re-
sponsibilities to the school rather than on involving them in the
classroom. Each 18-week term—or cycle, as a term of study was
known—bhegan with an orientation. Held in a large hall with PREP
administrative and teaching stafl seated in front, these sessions
were one-way transfers of information from school o parent. For
two hours, various speakers outlined the goals of the PREP pro-
gram, school expectations and rules, the curriculum, and class-
room routines. Afterward, parents met with teachers, who summa-
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rized the presentations and asked for questions. No children were
allowed to atiend these sessions.

In addition to orientation sessions, twice each cycle—in the sev-
“enth week and in the last week—PREP parents came to their
children’s classrooms to receive progress reports. During the one-
on-one parent-teacher conference, the teacher read from a lengthy
form evaluating the child's English and math skills, attitude, and
behavior. The conference lasted only 15 minutes, allowing litte o1
no time for questions. Even when there was time, parents deferred’
to the teacher’s authority and rarcly asked questions (Ranard &
Pfleger, 1994).

Parents were also brought into the school setting for social and
recreational activities, They watched their children compete i
games and relay races on field day and present poems, skits,
dances, and dramas during social hour. Parents rarvely wers in-

“volved in the planning of these events, howevers for the most part,
they were only spectators.

One family involvement activity was difterent—the practice of home
visits. Home visits evolved naturally from teachers” interest in their
students’ culture and langnage. Teachers lived in dormitories in
the refugee camp, and in the evenings thev took walks through
the refugee neighborhoods, where they were often invited into
their students” living quarters. Relaxing with families over fragrant
glasses of jusmine tea, teachers listened with interest to stories of
escape and laughed at anecdotes of daily life, which occasionaily
included incidents from the classroom.

As teachers spent more time in refugee homes, they began to see
the extent to which families supported their children’s learning.
Student work papered living quarters, and improvised blackboards
featured English vocabulary lists. Home visits also provided op-
1)()1"Iunities for informal progress reports, as adults often asked
how the children were doing.

In the refugee camp. families came in different configurations,
teachers learned. A child’s caregiver might be an older brother, an
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aunt, or even a friend. Even in two-parent families, it was often not
the parent who was most directly involved in a child’s education.
As researchers have noted (Caplan, Whitmore, & Choy, 1989;
Rumbaut & Ima, 1987), there is a cultural tradition among South-
cast Asian families of working together for the collective good of
the tamily; in education, this commonly takes the form, particu-
larly among Vietnamese families, of older brothers and sisters
guiding their younger siblings” education.

‘The structure of camp life also contributed to family and commu-
nity imvolvement in children’s education. Refugee housing, in
blocklike buildings holding 10 to 12 families, was a place where
family and friends shared child care, food preparation, washing,
and other 1outine tasks; in this miticu, any number of people
might help a child with homework. School buildings were located
in the refugee neighborhoods, making them casy to visit, and
parents, aunts, uncles, grandparents, and even neighbors got into
the habit of dropping by PREP to see how children were doing. Tt
was not uncommon to see younger brothers or sisters pecking
through the louvered classroom windows at any time of the day or
night when a school activity was taking place.

A close relationship between school and home was beneficial (o
both, teachers began to realize. Family involvement could make
teachers’ jobs casier both inside and outside the classroom. Regu-
lar communication with families could help teachers connect their
lessons to their stueents’ lives and interests. Families who felt a
part of their children's edacation would be more likely to commu-
nicate concerns, make suggestions, volunteer, and help their chil-

dren with homework assignments.
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Southeast Asian
parents wanl lo
participute in their
children’s
edcation, hut
U.S. educators
need to make a
special effort to
explain and
encourage the kind
of volvement
they hope for.

Shift in Thinking

With the exception of home visits, PREP’s early model for parent
involvement paralleled practices at that time in the United States.
PREP's top-down approach rarely elicited feedback frem parents
ot involved them in planning educational activ ities? all worthwhile
teaching was done by teachers, the program assumed. Pdrents
were given information about school policies and practices and
attended scheduled events, usually as passive spectators; if parents
had concerns or questions of their own, it was assumed they would
bring them to the teachers. "There was little attempt to involve
family imembers other than parents.

Gradually, a shift in perception and practice ocanred, leading
ultimately to a more collaborative model for tamily involvement.
Home visits had shown teachers that family life oftered rich op-
portunities for learning. As teachers hegan to view the home as a
resource, they began to see family members as equal partners in
the process of educating children. Teachers began inviting par-
ents into the classroom to help teach; parents and other family
members were encouraged to work on educational projects with
children at home.
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Getting family members actively involved, however, was not always
easy. Among Southeast Asians, there was a cultural reluctance to
assume a role that traditionally belonged to the teacher. In their
own countries, family members might help repair school buildings
or bring gifts to show their appreciation to teachers, but assisting
with a lesson or teaching a game or song was considered the
teacher’s responsibility. Moreover, while well-educated parents
might fecl comfortable helping in the classroom, parents with
little or no formal education otten felt they lacked the necessary
background to help their children leamn.

If families were to become actively mvolved in their children’s

education, they would need encouragement and support. But what
- kind of support® To find out, staff began asking families what they
' needed to become more involved. Supervisor Victoria Garcia re-
called (personal communication, March 1994), “When we asked
parents to tell us how we could help them help their kids, they
said, “We need consistent help, we need to learn how to teach, and
we need to be used in a way that really helps and that draws on
what we know." " '

With a better sense of what families needed, staft’ developed strate-
gics designed to improve school-home communication and more
actively engage familics. Among the most successful of these strat-
egies were collaborative homework assigniments, school visits, parent
workshops, home-school journals, and parent-teacher associations.

Collaborative Homework Assignments

Most families indicated that helping children with homework was
a high priority. To let families know how they could support what
children were Tearning at school, staft’ developed homework let-
ters, Translated into the native languages and sent home on a
weckly basis, homework letters described the thematic unit for the
week {e.g., food, families, animals, clothing), identified two to three
instructional goals for that week, and provided suggestions for
family homework activities. Homework assignments sometimes
asked family members to shave information about personal expe-
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more effectroely,

riences and cultural values and traditions. Through these assign-
ments, family members learned more about one another, and
teachers learned more about individual family members’ interests,
experiences, and education, making it easier to involve them fur-
ther in their children’s education.

School Visits

‘Teachers encouraged parents to come to school and help their

children present projects they had worked on together at home.
Parents introduced themselves during “family week,” helped their
children cook traditional food during “food week,” talked about
their occupations during “community places and people week,”
helped their children prepare bulletin board displays on the weekly
topic. and accompanied their children to the library to histen to

stories and help them choose books. *It was nice to have parents
in the classroom.” recalled teacher Luz Bernaldez (personal com-
munication. March 1994). “It developed a good relationship be-
tween the school and parents. Also, they could see development
and improvement in their child’s learning.”

For fumily members with low levels of English and little formal
oeducation, it was essential 1o help preserve self-respect by allowing
them 1o teach what they knew hest. When students were learning
about different occupations, for example, a parent who had been
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a farmer might come to school and talk about farming. Family
members who didn’t want to come to school, but still wanted to
help their children learn, could work at home with suggestions
from weekly homework letters.

Parent Workshops

Family members needed to participate in learning activities before
they felt comfortable assisting teachers in the classroom or helping
with homework. To provide families with a chance to experience
typical school activities, such as shared reading with big books,
and to see how games and songs were used to teach language, a
team of teachers initiated parent workshops.

On six evenings throughout the 18-week cycle, families received
training in activities related to positive learning attitudes and lan-
guage acquisition. Family members were encouraged to talk about
their own experiences as learners, describe ways in which they had
successfully taught children at home, and ask questions they had
about homework. Workshops were filled with spirited discussions

on such topics as the benefits of praise and success in developing
positive learning attitudes and the stages in learning to write.
During the day, family members attended their own language
“classes. so it was easy for them to see parallels between their own
learning and that of their children.

Home—-School Journals

The idea for home-school journals grew out of staff’'s successtul
use of dialogue journals. Motivating reluctant writers to use their
literacy skills for genuine communication, dialogue journals are
written conversations between teacher and student (Peyton & Reed,
1990). Written in notebooks, these journals also serve as records of
student progress. At PREP, dialogue journals brought children
and teachers closer together and helped teachers incorporate in-
formation about the daily lives and interests of their students into
their lessons.
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With the permission of students, several teachers began sending

journals home, asking family members to respond. These three-

way conversations among teachers, students, and families pro-
vided non-threatening ways of seeking advice and sharing infor-
mation. Teachers gained insight into their students’ home lives,
and family members became better informed about their children’s
education. For some, home-school journals were a way to discuss
personal issues and feelings that they would not be willing to
express otherwise. “Your compliments made me very happy,” wrote
the older brother of a student in a journal entry. “My fathes died
in 1984. On behalf of my father, I tried to bring [my sister] along
when 1 escaped from Vietham and now bringing her up useful is
the way that I'll render thanks to my parents.”

Parent-Teacher Associations (PTAs)

Developed later in PREP, PTAs were initially proposed by teach-
ers to bring families of individual classes together. Each class had
its own PTA, electing a president and vice president to organize
the association, facilitate meetings, and act as a liaison between
families and classroom teachers. PTAs provided a forum for con-
cerned family members to air frustrations and to come up with
solutions to common problems. PTA mcetings were a place where
elders could reinforce traditional values and younger people could
ask questions and develop leadership skills.
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Because PTAs were organized by individual teachers, meetings
varied in the ways they were conducted. In general, teachers found
that when they facilitated meetings using English, parents partici-
pated less. Gradually, teachers learned to step back. They pro-
vided classroom space for associations to meet, organized meet-
ings until officers were elected, and explained what kinds of help
they needed for school events. After these initial meetings, parents
often met on their own, communicating in their native language,
bringing in teachers when they had questions or ideas to share.
Through P1'As, parents developed leadership skills and their own
support network. “Parents who knew each other from PTA helped
support each other,” teacher Emily Coinco recalled (personal com-
munication, March 1994). “There were three families who weren't
participating in home-school journal writing because the parents
had not gone to school themselves in Vietnam and there were no
older brothers or sisters at home to help. What happened was
there were some highly literate parents in the neighborhood and
in the PTA, and when they found out they sort of adopted these

kids, tutoring them. That was one of the things I felt best about—
that they began to help one another. It really didn’t come trom
me; it came from them.”

Thus, as teachers assumed less responsibility, families assuned
more. Far from being passive, familics came with distinct opinions
about education, the role of teachers and schools in society, and
the importance of education. They needed assistance in organiz-
ing meetings, a place in which to meet, and child care while the
meetings took place. Once these were provided, the associations
usually sustained themselves and grew.
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—
Changes in Established Strategies

In addition to developing new strategies for family involvement,
teachers began changing older, established ways of family involve-
ment. Questionnaires designed to provide information about
children’s educational backgrounds and home life became more
open-ended, fewer meetings were structured by teachers, and fami-
lies organized themselves to mobilize volunteers to assist teachers
in the dassroom or with special events. Teachers spent less time
talking and more time listening and observing. As teachers began
to see families as rich sources of knowledge, they became more
aware of families” educational interests and concerns and of family
support networks and learning that were already in place in
the home.

Parent-teacher orientation sessions evolved from school-wide for-
mal meetings to more relaxed gatherings hosted by teachers in
their classrooms. Families could see the inside of the classroom,
begin to establish a rapport with the teacher, and meet other
families. Many teachers postponed orientations from the first week
to a later date and invited children to come with their families sG
that students could demonstrate classroom routines, sing songs,
read books, and show parents their early work. Teachers felt that
having children take part in the orientation was important. “Even
if it was crowded, I wanted the children there. I wanted them to
hear what I was telling their parents, so that they would know my
expectations,” teacher Rhodalyne Gallo noted (personal commu-
nication, March 1994). Personal contact with the entire family
from the beginning underscored the value of families work-
g together.

During home visits, teachers brought folders of student work and
asked children to tell their families about what they had accom-
plished. Teachers asked families to help set goals for their child,
to state their strengths and areas for concern, to help with their
homework, and to give teachers feedback on classroom instruc-
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tion. In their own homes, families were often willing to talk more
openly with teachers.

Parent-teacher conferences also shifted toward a two-way tlow of
information rather than a teacher reviewing a lengthy report. Some
teachers compiled short lists of questions that they sent home in
English and the native language before each conference. In this
way, families had time to think through responses and practice
them in their new language. They had more self-confidence be-
cause they knew what would be discussed and they could prepare
ahcad of time.

]
What We Have Learned

Our experience with family involvement has taught us many les-
sons. Perhaps the most important of these is that, contrary to
conventional wisdom, Southeast Asian refugee families do want to
participate in their children’s education. The type of participation
U.S. schools hope for, however, will not happen by itself; it re-
quires special effort on the part of educators. Here are some
things that educators can do to promote family involvement:

1. Extend routine channels of communication. The school should
take the initiative to contact families and develop personal rela-
tionships with refugee and immigrant families. 'To help staft better
understand immigrant families’ special concerns, schools can en-
courage families to form their own parent aclvisory boards. Home-
school journals, homework letters, and home visits, done with the
aid of translators if necessary, offer opportunities for families to
express concerns and ask questions in a more relaxed atmosphere.

Educators need to understand that for many families, involvement
in their children’s education is a new concept that needs to be
discussed, rather than mandated by institutions; other immigrant
families can serve as models. Building trust and personal relation-
ships requires an investment of time, but it is essential.

1 2 9 Lauren Ioyt
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Children are able
to follow classroom
routines, sing
songs, and read
books to
demonstrate
accomplishments at
parent-teacher
ortentalions.

?

2. Explicitly explain classroom goals. In general, U.S. classrooms
reflect methods of instruction that differ radically from those most
Asian immigrants and refugees have experienced. In the typical
Asian classroom, large numbers of students sit quietly in rows,
responding only when directly addressed. Encountering the noisy

activity of a U.S. classroom for the first time, many Asian parents
wonder how children are able to learn. Therefore, teachers need
to discuss different models of instruction and the expectations and
roles of parents and teachers that these different models assume.
Family members need to experience the kinds of instruction that
they are asked to replicate. Older brothers and sisters should be
actively recruited since they often serve as tutors and benefit equally
from teaching (Caplan, Choy, & Whitmore, 1992; Rumbaut &
Ima, 1987).

Home visits, homework letters, and videotaped examples of school
activities or teaching methods can also reinforce information about
school routines and instruction. These give access to vital informa-
tion for those who cannot attend meetings at school. In the United
States, many immigrant families own video cassette players; if teach-
ers videotape workshops or classroom routines, children can pro-
vide a narrative at home.
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3. Make the school environment newcomer-friendly. Educational
institutions should be approachable and non-threatening. Institu-
tions need to support alterntive ways of working with families
rather than assume that everyone deserves the same treatment or
that families should learn to adapt to the norms of the dominant
culture. With Asian immigrants, for example, communication may
need to be negotiated through a neutral third party, especially
when confronting probleins.

Schools should look at their institutions through the eves of the
newcomer: Are translators available to explain expectations and
school routines to new familiesz Are new families paired with
established families so that school communications, holidays, and
extracurricular activities are explained? Do families see a familiar
face at school events? Are forms translated? When people walk
into a school building or classroom, is work in the student’s native
language visible? Are there people in the school who are familiar
enough with the families’ culture to help avert situations that may
be embarrassing, confusing, or insuiting? An approachable, wel-
coming school environment is the product of awareness, fore-
thought, and effort.

The school program should adapt to meet the needs of families,
rather than expect families to adapt to existing structures. In pub-
lic schools, this may mean separate PTA meetings or break-out
discussion groups to allow for communication in native languages.
Bilingual interpreters and translations of important documents
should be provided. If tinances allow, child care and transporta-
tion need to be provided so that everyone can participate. Per- L
sonal invitations by teachers, community liaisons, or family volun-
teers also help assure adulis that their presence at meetings i
valued. Mothers, fathers, aunts, uncles, grandparents, brothers and
sisters, and close family friends must be invelved, since all are
important teachers. Parent—teacher conferences may need to occur
at home or on weekends when family members are available.
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4. Make the process collaborative, with family members treated as
full partners. Participation is rarely a problem when parents are
encouraged to assume positions of responsibility—when they help
plan, design, and assess activities, take leadership roles, and advo-
cate for their children. Problems arise when time is not taken on a
regular basis to check that educational programs are keeping pace
with the needs and demands of the people they serve. Educators
may need (o give up their leadership roles and allow family mem-
bers to set agendas and conduct meetings. Families need safe
environments to ask questions, vent frustrations, discuss issues of
importance to them, and learn ways of negotiating unfamil-
1ar systems.

With a collaborative model, the educator becomes a facilitator who
helps family members learn ways of interacting with school staff
that are culturally appropriate for them and yet effective within
the mainstream school culture. Teachers can act as haisons be-
tween families and school, informing institutions of social and
personal issues raised by students or their families.

5. Work within the community, involving mutual assistance asso-
clations and established social service organizations. In a 1994
swvey of immigrants, refugees, social service providers, lawyers,
and policy makers conducted by the National Coalition of Advo-
cates for Students, respondents cited the need for school-commu-
niry partnerships. According to Vivian Wai-Fun Lee (1994), “In-
creasingly, more schools realize that they alone cannot serve im-
migrant families effectively and that they need more bilingual and
bicultural services. Schools are still not granting access to immi-
grant community-based organizations who want to provide ser-
vices to immigrant schools at school sites. Many teachers are not

aware of both pre-entry and post-entry trauma (i.e., poverty, preju-
dice, discrimination) experienced by imiigrant families, which
can be a hindrance w their children’s learning.”
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—
Conclusion

In its last years of operation, PREP underwent a fundamental shift
in the way its staff approached family involvement. Viewing fami-

. lies as resources, as “funds of knowledge” (Gonzilez et al., 199%),
PREP's shift in approach helped family members learn new skills,
strengthened intergenerational ties, improved home-school com-
munication, and helped participants achieve a sense of personal -
power and satistaction.

_ As an institution, PREP underwent structural changes to keep
pace with educators’ interests. Budgets were redesigned, and new
activities were supported. If only one teacher on a team wanted to
experiment with a new approach, that teacher was given logistical
support, time, and encouragement. Throughout the process, it
was important that change was not mandated by program admin-
istrators, but rather came from teachers and families.

During PREP graduation ceremonies, parents, standing with their
children, received recognition for their accomplishments as edu-
cators in their own right. At his children’s graduation ceremony, a
soft-spoken father of four and president of the PTA spoke enthu-
siastically of his experience as a PREP parent. “1 find if 1 ask
“questions about my children’s education, I can help them more,”
he said. “I want to know what they are learning. Having this
opportunity here to be PTA president has really helped to inform
me and give me confidence. When I go to America I will do the
same—that 15, get involved in my childrzn’s education.”
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