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THIS STUDY WAS CONDUCTED TO EVALUATE THO APPROACHES FOR TRAINING
STUJENTS WITH A PREVIDUSLY ACQUIRED FOREIGN LANGUAGE ABILITY. THE
TWNO APPROACHES STUDIFD WERE MONOLINGUAL AND BILINGUAL. THE
HYPITHESTS OF THE MONOLINGUAL APPROACH SUGGESTS THAT IT IS MORE
EFFICIENT TO TEACH IN THE NATIONAL LANGUAG 3o THE BILINGUAL
HYPJTHESIS SUGGESTS IT IS MORE EFFICIENT TO TFACH STUDENTS USING A
PREVIJUSLY ACQUIRED LANGUAGE. THESE HYPOTHESES WERE TESTED ON AN
INDIAN PCPULATION IN THE CHIAPAS MOUNTAINS OF SOUTHWESTERN MEXICO.
OPPIRTUNITIES ARE AFFORDED TO OBSERVE AND STUDY THE MON)ILINGUAL
APPROACH IN LOCAL FEDERAL AND STATE SCHNOLS WHICH TEACH IN SPANISH
AND THE NATIONAL INDIAN INSTITUTE SCHNOLS WHICH TEACH IN TRIBAL
LANGUAGES TZOTZIL AND TZELTAL PRIOR TO TSACHING IN SPANISH.
INSTRUCTIONAL MATERIALS, CONTENT, AND TESTS VALIDATED FOR THE GROUPS
STUDIED WERE PREPARED, PRESENTED, AND EVALUATED. IT WAS FOUND THAT
STUDENTS TAUGHT WITH THE BILINGUAL APPROACH SCORED SIGNIFICANTLY
HIGHER ON THE SPANISH READING COMPREHENSION TEST. FURTHERMORE THE
PERCENTAGE OF PUPILS DESIGNATED AS LITERATE IN SPANISH BY THEIR
TEACHERS WAS SIGNIFICANTLY HIGHER FOR THE 3ILINGUAL STUDIES. THE
HIGHER PERCENTAGE OF LITERACY AND THE HIGHER LEVELS OF READING
COMPREHENSION POINT TN THE EFFICIENCY OF THE BILINGUAL APPROACH. IT
WAS CONCLUDED THAT THE FINDINGS SUPPORT THE THEORY THAT MEANING IS
ESSENTIAL TO READING COMPREHENSION. THE FINDINGS WERE CONCLUDED TO
BE SPECIFICALLY RELEVANT FOR THE GROUPS STUDIED WITH POSSIBLE
APPLICATION FOR THE BILINGUAL APPROACH IN OTHER LANGUAGE
ENVIROINMENTS. CAUSAL FACTORS CONTRIBUTING TO THE STUDY RESULTS ARE
DISCUSSED WITH IMPLICATIONS FOR FURTHER RESEARCH. (WN)
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CHAPTER I

THE FROBLEM

There is hardly a countiy 2z the world today which does not have
within its boundaries sizable pockets of people who do not speak the
national language; there is hardly a country in the world today that
does not wish all its citizens to read in the national language., In
many arees of the world, especially Africa, Asias, and Latin America,
schooling is first being offered tc millions of people, many of lin-
guistic minorities, In the United States, with ocur reraining pockets
of Indians and immigrants, this problem is widsspread., In New York
City alone, spproximately one-tenth of the total school population is
non-English speaking (Board of Education, City of New York 1963).
While there is little questicn as to the desirebility of youngsters
learning to read in English there is question regarding methodology.
Should all instruction be given in the national language s or should the
mother tongue be used? If children should first read in their cwn lan-
guage, would they learn to read in the national language more quickly
and with greater comprehension? Or would the use of the mother tongue
hold them back? Would it be a waste of time? The policies of all ma-
Jor educaticnal institutions in the United States presently dictate
that reading be taug»t directly in English (California State Depart-
mer‘rh of Education 1952; Morrison 16%8; State of New York 1947; U.S.




Bureau of Indian Affairs 1953}, Meny respcasible educators are in ac-

cord. However, there are some who feel that literacy in the nstional

language can be achieved more effectively if a student first learns to
read in his mother language when the two differ,

The purpose of this investigation was to compare the relative
merits of both approaches, and to try to determine whether the use of
the pationsl langiige or the mother language in the easrliest stages of
reading instruction was more effective in promoting reading comprehension
in the national langusge among members of a linguistic minority.

The History and Scope of the Problem

The conqueqt of ors people by ancther with the consequent imposi-
tion of the comgueror's languege and some of his customs, has gone on
sine_e prelistoric tizes and Las been responsible for ‘he gspread of the
conquerors' written languages since the begimning of literacy; so Egypt
spread her culture. so Rome spread her alphabet through most of Europe.
In South America the Inca Empire was noted for 11:9' thorough suppression
of native lenguages and the imposition of its own; it is to be supposed
that had the Incas had a permanent form of vriting they would have dome
tre same with their written language. The Catholic Church imposed the
use of Latin on its clergy but also made extensive use of vernsculars.
In Mexico individual priests transcribed and then taught ia a number
of Indisn languages. More recently Portestant missionaries have done
the sare. A notable group is the Wycliff Bible Society which has by
now transcribed most of the Indian languages spoken throughout the
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Americas, People directly related to the society or linguistic stu-
dents of theirs were directly responsible for the intrcductory icad-

ing pr.ners in mother languages used in Mexico; the subjects of this
study attending the bilingual schools of the Natiocnal Indien Insti-
tute received their initial literacy instruction in such primers,

There are no reliable worldwide statlstics availsble indicating
the prevalence or size of linguistic minorities; some natioms report
with much greater accuracy than others, In nations with a multiplic-
ity of languesges, there are two especially important considerations
in the selection of a language of instruction., Many developing na-
tions look towerd the urifying force of a single national langusge.
For example, in India, with over 100 vernaculars, the drive was first
toward 14 regionsl languages and more recently toward the imposition
of a single language, Hindi (New York Times Index 1965). Another con-
sideration for selecting a language of instruction is the availability
of textual materials for the more advanced levels of imstruction,
?{hen texts have not been available in the vernmacular in sufficient
gquantity &x‘.d variety, the tendency hee heen to choose a language of
former conquerors, English or Freanch.

In Arabic countries the tendency hes been to teach in classical
Arabic from the earliest lessons; only in a scattering of spots in
Near Eastern countries is there some use of collcquial Arebic. In
Central and South Africa the number of languages spoken is unknown
but a conservative UNESCO estimate is 369 such lenguages {1953:16).
Former English colonies have tended toward the use of mother
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languages in the initial teaching of literacy, although in some arcas
English is still used aa the introductory lenguage. This is especially
80 where Africans feel that mother languuges carry lower prestige and
are not worthy for schools. Former French colonies use French as the
initisl language of instruction almost exclusively. In some areas of
Africa a common vernscular may be the initial school langusge; Swehili
is used widely, in preference to mother languages. Rewly independent
ccuntries tend to conmtinue colonial educational policies while making
schooling more popularly available, Among the white population of
the Union of South Africa parents may choose either Afriksans or
English as the initiel language cf imstruction (UNESCO 1953:17-22).

In Agia the general picture is of imstruction in the natiomal
language; this 1s cften not a mother tongue. In newly independent
nations, as in Africa, the tendency is either to use the nationsl lan-
guege or the languege of the former colonial power (UNESCO 19%3:23-h1).

In Europe the tendency is to tuach in the national language , but
a number of countries have more than one nationally recognized language
and the presumption is that a child be placed in a class of his linguis-
tic peers. There is a tendency in many European countries to teach a
literary or classical form of a language, such as High German, Classical
Greek or Castillian, In Eastern Europe there is more recognition of
and instruction in minority languages. There is also some use of Lappish
in Swedish schools (UNESCO 1953:43-U44),

In Latin America the use of Spenish prevails in all former Spanish

-




colonies; there is some minor use of Indian langusges in Brazil., Span-
ish is used :ln all of bilingual Paragusy, which boasts a literature in
Guarani (Foleguist 1950:26), and in Peru, vhere over half of the populs-
tion speaks Quechua (UNESCO 19%3:2h).

In the Caribbeen, with the exception of Puerto Rico, vhare Spenish
is given official recognition, and in North America, national languages
axe used (UMBSCO 1953:23-2%). Ia thes United States ocur primcipsl lin-
guistic minorities include Indians and Mexicans in the Southwest,  Puerto
Ri:ans end othsr Central Americans in the East, and French Cansdiara in
Nev Engiand. There are also sizsbles pockets of Japanese, Chinese, Axish,
and Scandinavians in different parts of cur country. With every new
wvave of immigration some area of the United States is hit with a linguis-
tic problem in its gchocls., Traditionally our respoase has been to sup-
press the use of the moner language in favor of English upon a child's
entrance into school,

Of all the natiocus of the world, France, the United 8tates, Aus-
tralia, and Canada have been the most adamant on the use of nationally
recognized languages for all lewvels of instruction, inciuding the ini-
tial teaching of reading,

Comparative Studies

Studies comparing monolingual and dbilingual approaches in the
education of linguistic minorities have been relatively rare and have
been made with few checks against experimenter bias, More frequent

have been evaluative studies of exlisting practices,




Studies of monolingual programs, with all instruction offered in
national languages, have been conducted primarily in the United Statzs.
Most important smong them ave those of Tiromen, who evaluated the edu-
cation of ynng Mexican-Americen children in Bew Mexico (1948), and
Morriscn, vho studied the New York City Boerd of Educatica's program
for non-English speaking students (1958). Both felt the development
of an Englioh wocabulary 0 ba essential before studants could learn
to read with comprehension (Tireman 19%8:76,17h; Morrison 1958:95), and
devoted the bulk of their studies to suggestions for improving practices
in the teaching of oral English.

Evaluative studies of bilingual education have coms primarily from
the Soviet Union, vhere authors such as Kreusler and Serduchenko have
Juxtaposed use of ths mother tomgue with the rapid spread of literacy
during the years foliowing the Revolution of 1917 (Kreusler 1961;
Serduchenko 1962). Other studies have included those of Malherbe in
the Union of South Africa, vho showed that the language learning of
Afrikaans and English-speaking students was snhanced by a bilingual ap-
proacn (Maiherve, 19%3); two Mexican euthors, wio feit that bilingual
prograxs mmdtohmepopummmmlmdignsrwplthmthe
all-Spanish prograns which preceded them (Barrera-Vazques 1953; Castro
de la Fuente 1955); and Fife and Manuel, who showed that the extensive
use of English hampered achievemsnt in other areas and suggested that
its introduction be delayed until fourth grade, by which time most stu-
dents had dropped out of school (1951:38).

0f comparative studies, the major one was undertaken in the



Philippines (Orata 1953). Matched experimsntal and control groups
wvere formed, each representstive of all the major scgments of the
population of Iloilo province. The comtrol group continued the pre-
vious patterns of instruction, using only English as the medium of
instruction; the experimental group received all instruction in
Hiligaynon, the mother tongue, for the first two years, During this
time the experimental group showed "noticeable" superiority in arith-
metic, reading and social studies (p. 127). For the third year of
the experiment the children in the experimental group were taught in
English; they continued to show higher levels of achievement in the
school subjects, including reading (pp. 128-129), Orate noted addi-
tional bereficisl results in the experimental group, such as more
carry-cver into non-school life, more positive feeling for school, and
higher cognitive levels (pp.129-130).

There are a number of drawbaciks to this study. The statistical
findings are reported sketchily; another investigator cannot examine
the data for himself, Ko effort seems to have been made to counteract
the halo effect; on the contrary, 17 teschers were chosen for the con-
trol group against 12 for the experimental becsuse it was felt that
there would be a much higher rate of drop-outs in this group, The in-
vestigators were not disappointed (p. 126)., When one takes into ac-
count findings such as those of Rosenthal (1959; Rosenthal and others
1960); who has demonstrated that experimenters' biases Anfluence their
results, this lack of caution throws all results into question. In

addition, the experiment was conducted with only one ethnic group; it




remains to be demonstrated that the findings are spplicable with other

groups. :
Other comparative studies Include those of Grieve and Taylor in

Ghana, who were _hampered by unmatched groups and teachers ignorant of

research techniques (1952); and de la Fuente in Mexico, who recspitu-

lated his experiences in instituting a bilingual program in a demor-

alized Indian commnity (1940), The findipgs of both anthors sup-

ported the bilingual approach.

Plan of This Study

To recapitulate, the purpose of this study is to compare "ilin-
gual and monolingual approaches to the teaching of reading in the na-
tional language, and to determine which approach leads to greater read-
ing comprehension in the national language. The hypothesis used in
this study is the one implicit in educationalpolicies throughout: the
United States, that reading comprehension in the national languege is
best attained by members of linguistic minorities when all readirg in-
s_tructioa is offered in the national language.

Within the boundaries of the United States it was not possible
to find an area whers o comparative study more adequate than the ones
discussed previously, could be carried out; the bilingual approach
is practiced at best sporadically, by a handful of teachers acting on
their own. In Mexico, however, both approaches were being used. In
southern Mexic~ the two approaches have been in operation side by eide
for over 10 years, thus allowing greater check against experimenter bdias.

For this reason it was decided to compare levels of reading comprehension
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in Indian schools in the Chiapas Highlands, with youngsters who speak
the Tzotzil and Tzeltal languages,
B The study was conducted in three municipios (tribal areas); inm

Oxchuc, vheve the language is Tzeltal, and in Chenalho and Zinacantan,
vhere it is Tzotzi), Both langusges belong to thz Maya-quiche family
and are mutually intelligible, Oxchuc was chosen because it is the

_,m municipio which has shown the gre test intercst in schooling., Zinacantan
has shown the greatest resistance., Chenalho was chosen because it rep-
resents an intermediary attitude., Five bilingual schools, founded by
the National Indian Institute, and five state or federally supervised
monolingual schools were studied in each of two municipios, Oxchuc and

'L:!' Chenalho. In Zinacantan fewer schools of both systems have been in
! operation for at least five years; therefore three bilingual and three
L
L

monolingual schools were visited, All schools in Mexico follow a cen-

i"" trally prescribed course of study and clai:m the same philosophy and
! aims, Indeed, the push has bheen toward equalizing schooling for all,
o The difference between the momolingual and bilingual schools comes dur-
i ing a child's intrcductory pericd of attendance, In the Institute
schools the first year is called a preparatory year and is dewoted to
teaching the child oral Spanish, literacy in ti:2 mother language, and
some concept of numbers. The same is true of the monolingual Federal
and State schocic, except that literacy is tought in Spanish,

In all, 13 schools practicing a bilingual approach were matched
with 13 schools in which only the national language was used for read-
ing instruction. A test of reading comprehension in Spanish, based

BERIC
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on material coemon to the lives of Highland Meya children, was developed;
8 it was administered to all of the students of the above-mentioned schools

. vho were judged by their teachers as e ¢ o 8ble to upderstend what they
{ read in Spanish.," The test results were an:lyzed and compared; a dis-

cussion of possible causal factors follows,
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CHAPTER II

SOME THEORETTICAL CORSIDERATIONRS i

Before launching into a study of t’ 2 relative merits of monolin-
gual and bilingual approsches to reading imstruction, it is nscessary
to consider both what is involved in learning a second language and
vhat is involved in reading with comprehension.

Second-language learning
The learning of an additionzl language camnot be separated from

the learning of at least sume aspects of an additional culture
(Sofetti 1960). Although the primary purpose of language is commni-
cation, how men commmicates, what he commaicates, and even what he
experiences, are very much interreleted with his culture,

Sapir (1921) and Whorf (1939) wers among the first to point out
this interrelationship. They took the stand that language was instru-
mental in defining experience and directing thought processes, Otkers
vho have coacurred on the Sapir-Whorf hypothesis have iacluded Eoijer
(1952, 1954), Pearing (1954%), Henle (1958), and, with e note of cau-
tion, Greenberg (1954).

Piaget has indicated tbat language follows upon thought (1959).
Vygotsky stated that the new concept comes first; that its verdbal ex-

pression naver completely equals it; and that there is a ccatinual




interrelationsbip between the two, with the verbal expression helping
to define the concept and the Lewly modified concept further modifying
its verbal expression (1934). Wetts has taken a similar position, that
concepts precede their verbali_zat:lom, but he goes on to say that we
tend to identify our more frequent thoughts by their verbal symbols,
end eventiually .ome to use these verbal symbols in place of the thoughts
(194k), This substitution of words for thoughts becomes so prevalent
that, on the higher levels of intellectual ;'easoning we must use words
to belp us define our new concepts (p. 21). Vinacke, taking a stronger
point of view, states tbut language 1is dependent upou the thought pro-
cessas of the speaker (1954:533).

How does learning an additional languuge affect the learner,
especially the child learner? The literature Gealing with this ques-
tion has been considerable. Jensent's sumary (1962) lists 220 sources
and is far from complete, Those who have pointed out some of the ill
effect. of childhood bilingualism have shown that it may hamper the
development of speech (promunciation ari. rhytbm), leng~ge, intelli-
@ence, schooling, emd emotiomal stability, and becsuse of the above,
mey be dissdvantageous to society (Altus 1953; Anastasi and Cordova
1953; Arseaisn 1945; Aucamp 1926; Axelrod 1953; Carroll 1957; Chavez
and Brickson 195T; Darcy 1952, 1953; Fifc and Manuel 1951; Hexrtshorne
1929; Taugan 1556; Jespersen 1922; Johnson 1953; Jemes 1952, 19533,
1960; Klinmsberg 1935; Lado 1937; Lewis 1959; NMcCarthy 1954; Formen
and Mcad 1960; M. E. Smith 1957; Smith and Kason 1961: Wallace 1956;
Wast 1926, 1936). Some of these same people and others hewe aleo
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felt that childhood bilinguslism enbsnces the development of language,
intelligence, acadsmic echievement, emotional adjustment, and has a
beneficent effect upon society (Ansstasi and Cordova 1953; Arsenien
1945; Aucamp 1925; Axelrod 1953; D-vcy 1952, 1953; Johmson 1953;
Katzoff 1954; Klineberg 1935; Ml =y 1951; West 1926).

Some investigators feel that existing in a bilingual environment
may cause a strain upon the individuel but that cultural or personality
factors rather than the language as such are pr:!:mrny responsible for
the slower development or instability which frequently result; when the
enviromment surrounding the learner and his own motivation favor the
learning of a second language, the benefits accrued outweight vhatever
disadvantages may result (Abraham 1956; Bovet 1G3:; Lembert, Havelka,
and Crosby 1958; Lambert and others 1961; Sofetti 1960; Walters 1958).

The principal purpose of language is communication (La Brant 1951);
if the previously learned verbai symbols do not suffice then the individ-
ual, if he wants to communicate, will find some other means of communi-
cating, Jjust as a baby learns to commmnicate gesturally before he begins
to speak (Carroll 1957; McCarthy 195k). If he does not wish to communi-
cate he will not succeed in doing so, even if he speaks the sume lan-
guage (Ashton-Warner 1963; Be mstein 1958; A. Davis 1950; Rieseman 1962).

This does not negate the close interrelationship between language
apd culture, Indeed, a person's language preference may be taken as a
measure of his ethnic identification (Caso 1958e; Harrison 1957; Hughes
193%; Samora and Dean 1956)., But it does carry the implication that

there are other factors vhich cutweigh language as such in sheping the
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conceptual and emotional development of the individual eand which, in
turn, effect his learning of an additional language and culture. Such
factors include the learner'’s ethnocentricity, nls feelings about the
language and culture to be learned, his motivaticn for learning then,
and the context in which :he learning is used (Doob 1957, 1959; Epperson
and Schemuck 1963; Malinowsky 1934; Mead 1956, 1959; Miller aund Selfridge
1953; Swadesh 1960). As Soffetti has stated:

e o o 205t of the Qi1fficulties and reterdetione indis.

criminately ascribed to bilingualism are rather due to

the bicultursl aspects of the situation under concider-

ation. It is the living in tvo distinct cultures either

overtly or in one's internsl life that might create prob-

lems of adjustment. It is a comflict betwesn ways of
life, beliefs, customs, value systsme and not necessarily

one between language systems (1960:277).
Reading Comprehension
Reading may be defined as the meaningful interpretation of graphic
symbols. It involves the perception of those aymbols and the ability te

attach mz2aning to then; it presupposes that the reader has at least some
knowledge of the language in wvhich he is reading.,

Definitions of realding have included lists of skills involved in
the procees of reading snd factorial anaiyses of those lists. Some
authors have included comprehension of what is read in their general
definitions an? zome Pave defined it apart.

0f those who have listed skills, Burkhart was perhaps the
most anple, giving 211 elements (1945). Rusesll gives seven ele-
ments for the act of reading (1961tv:79) and 11 major comprebension

gkills, many of vhich he subdivides, to form a total list of
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25 (p. 246), Gray gives four principal "attitudes end skills" which
be algo subdivides (1956:64-71)., Edwards lists four elements (1957;
F. Davis, five (1944); and Yoakham, six (1951). Smith and Dechant,

in summarizing the work of others, list 12:

1. Ability to associate meaning with the graphic
symbol
2. Ability to understand words in context and to
sclect the meaning that fits the context
3. Ability to read in thought units
i, Abllity to vanderstand units of increasing size;
the phrase, clause, sentence, paragraph, whole
aslection
5. Ability to acquire word meanings
6. Ability to select and understand the main idea
T. Ability to follow directions
8. Ability to draw inferencecr
9. Ability to understand the writer's organization
10, Ability to evaluate what is read; tc recognize
literary devices and to identify the tone, mood,
and intent of the writer
1l, Ability to retain ideas
12, Ability to apply ideas and to integrate them
vith one's past experiences (1961:213-214)

Factorial analyses have identified two principal aspects of com-
prehansion. One is vocabulary, to which most investigators attribute
sbout 50 per cent of the variation. The other has been named differ-
ently by different investigators, but sppears to be some aspect of
verbal abstract reasoning. In cne of the earliest studies, Thorndike
pointed cut that comprehension is based on word and sentence meaning
(1917). O'Dounell felt that vocabulary is more importent than a knowl-
2dge of grszmar (1962). Anderson has called the second factor a com-
bination of intelligence and ability at analysis and synthesis (1949);
F.Davis has called it reasoning in reading (19kl, 1956). Both
Lengsam (15%1) and Hall and Robinson (1945) have called it a verbal
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factor; Burt found that this verbel factor was ccuposed primerily of
words in isolation and words in context (1949), Jan-Tausch hes dem-
onstrated a relationship between comprehensica snd abstract reasoning
(1962). Holmes described the second factor as a combination of verbal
intelligence and the understanding of verbal relationships (1954), and
Hunt has described it merely as "general reading comprehension"

| (1952:126-127; 1957:169).

- The more general definitions of rea&ipg have included those of

Strang,

fusing symbols with their meanings to comprehend
an author's thought (1955:62)

DeBoer and Dallman,

an activity vhich involves the comprehension and
interpretation of ideas symbolized by written or

printed language (1960:19 f
and Smith and Dechant,

the prccess of relsting (the perception of) graphic
symbols to the reader's fund of experience (1961:38)

S S

There are a p.aer of factors which are said to affect reading
comprehension, A principal cne is the reader’s experience, both with
the language in which he is reading and with the concepts the author is
trying to convey., Durrell has pointed out that children who recognize
the separate sounds in words leern to read more easily than those who do
not (1962; Durrell and Murphy, 1953). Strickland bas stated that read-
e ing and listening have much in common in that the listener or reader
deals with verbal symbols which he must recognize and be able to interpret

(1958), More recently Biggine has demomstrated "strong relaticzships”
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emong listening comprebension, reading comprehensicn, and intelligence
(1951). Tt has also been claimed that a knowledge of the grammatical
structure of the langusge is important in helping the reader attach
the right meanings to the words he reads (Werner and Kaplan 1952) and
in helping him to enlarge his existing vocabulary (Dolch 1927, 1956).

Experience also playt a major role in conveying the author's in-
tent., In order to deal effectively with the graphic symbole from which
he is to gain meaning, according to WaetjJen the reader must first have
a "sufficient number" of "direct sensory experiences" followed by the
expression of those experiences in verbal symbols; only then can he
@air meaning from the expression of those experiences in graphic sym-
bols (1962:22-23). Crosby carries this view further when she states
that it is only through experience that ", . . children bring meaning
to and secure meaning from the symbols of reading” (1959:552). Smith
and Dechant underscore the relationship between the reader's experience
and his ability to deal with word symbols:

Although the wora symbol itself has no meaning it pro-

vides & focal point for concept formation, and comprehen-

gion certainly dapands on the adequacy and accuracy of one's

concepts. The readier builds his store of meanings both from

his direct experience and from the new meanings he is able

to fora by cosbinations of his previously acquired meanings.

Meaning then is acquired from experience, and comprehension

cannot be more adequate than experience . . . it is omly by
the use of word msanings that comprehension may be attained

(1961:215).
It is felt by a number of writers that the very percepticn of the
graphic symbol itself is affected by the reader's experiences. They

viev percaption as more than the sensory reception of tke graphic
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symbol; what is invoived, too, is the selection and orgcnization of the
stimnli, and this process is modified by the individual's experience
(Bruner 1957, 1958; Smith and Dechant 1961). Fantz has demonstrated
that infants tend to select and study for longer periods of time those
visual stimuli vhich are most meaningful to them, in this case, pictures
of faces (1961). In applying this to reading, Russell states that those
words vwhich are ", , . most familiar in meaning are learned more read-
11y than unfamiliar words" (1961a:106).

Other factors which influence comprehension are the reader's
purpose and interest in what he is reading, Lis physical condition and
enviromment, the legibility of the material he is reading, and the
author's style (M, Bernstein 1955; Dawson and Bamman 1963; DeBoer &nd
Dallman 1960; Gray 1956; Judd and Buswell 1922; Kottmeyer 1959;
McCullough 1959; Smith and Dechant 1961).

Other writers have pointed out that there are several levels of
comprehension, ranging from superficial understanding of the literal
meaning of individual words and phrases, to an evaluation of the truth
and value of vhat has been read (Piekarz 1956; Russell 1961).

Although all the preceding material has related to reading in
English, it bas been demonstrated, especially by Gray (1956), that the
reading procer i is similar in all languages and styles of graphic rep-
resantation. Using as sublects seventy-eight adults reading in four-
teen languages which included a varisty of alphabets, idiographic
writing forms, and syllabsries, Oray demonsirated, through the use of

£11med records of eye movements and questions designed to measure

©
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comprehension of the passages read, that ", . . the general nature of
the reading act is essentially the same among all mature readers” (p. 59).

As in the factorisl studies of comprehension in English by English
speaking children, West found that for Bengali children learning to read
Snglish as a second language, vocabulary was the single most important
factor (1926:vi). It nas also been stated that for children to be able
to reasd with understanding in a second language, they must know the
neanings of the words before they can master the graphic symbols
(Bernard 1951; Patterson and Joyce 1955). Bumpass carrizs this fur-
ther vhen she states that the reader must recognize the words of the
second language by their sounds before he can learn their mearings and
that the child must have a mastery of the sounds and structure of his
own language before he can read in ancther (1962).

LN




CEAPTER III

THE SETTING OF TEE STUDY--TEE IRDIARS
OF THE CHIAPAS HIGHLANDS®

Chiapas ig the southwestermmost state of Mexico, borderirg on
Guatemala. San Cristobal de Las Casas, the economic center of the
Highlands, liee at 7,000 fe. hove sea level; the Indian communitics ‘
visited duriag the course of this study lie between 4,500 and 8,500
feet above sea level. There is considerable rainfall in the area and
for the most part it is cool, with altitude and sunlight prime deter-
miners of temperature. Because of the steerness of the mountains, the
area within a given school district often varied considerably in crops
and vegetation. Duz to the abundant rainfall, pine, oak, and orchid
foreste are green the year around, Ifrincipal crops include corn, "the

staff of life", beans, wild herbs, squash, prickly pears, some apples,

pears, pesches, plums, and in the warmer sections coffee, chili, sugar
cans, axd tropical fruits,
The Highlanders are an agricultural people; for them corn is life,
the glseh-and-burn farming methods much the same as tley have bhsen for ]
{

1The following descriptive deta was cbtained by both written mater-
ial end direct cbservation, Nothing is inciuded which divect expesi-
ences showed to be invalid or gquestionsble., The principal suthors con-
eulted were Bium, Caso, Colby, @e 1a Fusnte » Hollend, Holmea, Metzger
Kash, Pozas, 8iverts, Slocum, Troms, amd Ville Rojac.
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thoueands of years, and moet planting donz with a pointed stick., Ero-
gion 18 common; this investigator has seer corn groving im rocky ssec-
tions, ia crevices of earth no largsr than her bomd,

The Tzeltal and Tzotzil people are descendants of the first great
Maya ampire of 2,000 years ago; by the time the Spaniards arrived the
ceater of civilization had moved on., As in the rest of Mexico the
Indians were quickly conquered and exploited. Since the Maya slresdy
vorshipped & god represented by a cross, the Spaniards appear to have
bezn less destructive than in other areas. They forced the Indians in-
to a type of noainsi Catholicism, usurped the mest productive farmland,
and imposed labor and monetary taxss, The indigencus hierarchy was
dissolved, the warrior spirit crushed, and the tribes organized into
municipics. The rest of the culture was left imtact., Those tribes

vhich have had the greatest contact with the Spaniards and their de-
scendants have algo Teen the most reéistant to acculturation.
Althoughk agriculture is the primary occupation of ths pecpls it
i3 not sufficisnt to sustain life; moreover the people haws come to
dspepd unca Sen Cristobal for some mamifactured zoods and occasionmal
dietary supplemsntis, To cbtein momey for trade some agricultural pro-
Gucis, home crafis, or wool, are sold, and many Zen and boys do locel
day lzbor or g2 to lowland coffee plantaticas for cash earnings. On
the plentaticmns, where dally wegse ave highsst, an average day's labor
buys dbout throe yands of unbleschsd muslin or & zom's hat; it takes

chest & wsek €0 carn @ an'e lavgs sise mackete.




Contact is maintained between the Indian and mestizo worlds
largely through trade. Until the arrival of the Rational Indian In-
stitute in 1952 these contacts were marked by comsiderable hostility
on the part of mestizos and acquiescence on the part of ths Indians,
Although much exploitation continues mestizos have learned to treat
Indians more respectfully. Within the past few years this investi-
gator has come to see Indians demand more respectful treatment from
the formerly awe-inspiring mestizos.

The most common form of travel or transport within the municipios

{tribal areas) is by foot. Some Indians own draft animals, but they
are a luxury and slower on the steep trails than are man, A few dry
weather car roads have been built within the past ‘ew years and more
are under coanstruction. Passenger trucks, charging & fare equal to
about a day's wages, are becoming mcse frequent, but so far serve
only a smell portion of the Indian population; most people comtinue
to walk a day or two to reach San Cristobal.

Money countinues to occupy & secondary role in Indian culture;
it does not secure status for the owner, It is the hard worker who
is respected, the lazy man abhorred. There is some division of labor,
vith men's work centered more o farming and womer's in the home. The
family iz seen as an economic unit, with each coatributing as he can,
Although the women xey trail behind their men in public and appear to
do some of t:fa heavier tasks, such as carrying wood and water, there
is a basic equality of the sexes. Fublic life in governnent is the
sphere of men but no major decisions axre zade without consulting women
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in private, Women are also held in some awe for their child-bearing

capacities, and are expected to be the sexusl aggressors, It is felit
by some anthropologists that they are more conservative than men avd
pore resistant to acculturation,

The people generally live in huts of wattle and thatch, scattered
among the corn fields or clustered near one another in Parajes. For
most tribes few people live inm the midicipio cabezeras, the religious

and political centers of the municipios. Homes are generally of one

room, although in some municipios a separate kitchen is built. Roofs

are thatched, although more and more tile rovofs are coming into pcpu-
larity. Light enters primarily through the dcor. The hmts stand in
a large yard, vhich may be surrounded by a wooden fence., Withiu the
compound are also small vegetaeble gardens and corrals, and, depending
upon the municipio, there may be a steam bath., Inside the hut furni-

ture is sparse and decorations reserved for the altar if there be one,
Blocks of wood generally serve as chairs, boards are laid out in the
evening for beds, water and food are stored in jars, corn and firewood
piled in comuers., Other food, implements, clothing etc,, hang from
the rafters, from rope lines, or are stuck in chinks in the mud walls.
The fire burns or coals glow day and night, after dark additiomal light

may be supplied by pitch brands. In most municipios; floors are swept

once & day, but with the ever-present mud, domestic animals, and the
like, they are not as clean as our om, For special occasions floors

are covered with -ine needles,

Manufactured cloth is finding its way more and more into the
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Indian wardrobc, although perhaps balf of the garments worn are home
woven and some houe spun, Women's dress has remsined esgentially the
same as in ancient times; it consists of a wrapped or pleated skirt
beld in place by a wide sash. an embroidered tunic, and is covered by
a large cectangular shawl used for carrying babies and produce, In
some places a woven cloth is worn on the head to prevent sunburn;

women Go not wear shoes., Men's dress shows greater varig'icun., Where

more conservative forms are maintained shorts take the place of trou-
sers en:. short ponchos cover all, but cut, color, and embroidery show
the origin of tne wearer from a distance. Most now wear ready-made

aats, thick-soled sandais are common, and more end more men are cheng-
ing to mestizo (modern) clothing, which tends to be less expensive but
less durable than older styles, Anthropologists have often equated a

chenge in clothing to a change in allegiance (for example, Drucker
1963). This was not entirely substar.iated by this writers experi-
ences. In Oxchuc many of the younger men have adopted mestizo clath-
ing without changing allegiance., It may be that a change of allegiance,

vith personal goals overshsdowing tribal interssts, will come with the

next geperation; how mich this will be due to & change in costume and
how mich to the influence of schooling, will te hard to determine,
Families may be either nuclear or extended, Polygamy is practiced,
but is too expensive for wost men and, forbidden to Protestants. Gen-
erally the immediate family is structured much like our own, the great

difference being in much show of respect for eldere. In a broader sense

the family consists of the clen, all those with the same last name as
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the father., Marziage is tabu within the clan, outside the municipio,
outside certain geographic subdivisions within the municipio, or with

close relatives., In some municipios there are only a few claas, thus

cunsiderably limiting marriage choices (and adding to the investigator's J
problems, for it is not uncommon to find several children of the seme
first and last names and the game age in a single classroom).

Family atmosphere should ideally be one of happy, calm coopera-
tion among the relatively independent members of the economic unit,
according to the belie-.fs of the people, Loud noise attracts the atten-
tion of the gods and quarreling may cause sickness, W_hile the obser-
ver may see only that ths people .of a comunity work quietly, almost

silently, in their corn fields, quarrels, wife-beating, adultery and
the like are nov uncommon. Young couples begin their married life
with one or the other set of parents. Their eventual aeparat;ion and
the initiation of a new auclear family is usually blamed on quarrels
between the young wife and her mother-in-law, but in actuality result
from tensionr between father and son as the married youth begins to
assert his independsnce, Mosi commcaly marriages are arranged by the
femilies, the ceremonies proceeding along lines dating back to antiguity;
they are seldom legalized Ly civil registry, or celebrated in church,
Religlous “:ilefs and customs are also a blend, more Maya than
Spanish, A pantheon of ssints {gods), most with Christian names, are
vorehipped, but each represertation of the same saint possesses dif-
ferent powers and is honored accordingly; each woc’2n cross is a sep-

arate deity, In the old legends only some of *he names of some of



ihe gods have been changed to saints; within the church the menner of

worship little resembles Roman Catholicism. People sit sbout on pine
needles, eating, drinking, nursing their babies, at times lighting
candles on the floor, praying to the sun, the moon, Our Mother the
Eartk, the various saints, the caves and hills, and to every source
of wvater. Since the end of World War II some Frotestant missioneriss
have been active in the area and have succeeded in converting about
hal? of the families of Oxchuc, one of the municipios visited during

the course of this study.
Religious and political l=adership are ideally shared by all the
men of the municipio; status 's attained by fulfilling a succession of

political and religious offices, The only mestizo to participate in
mmicipal government, vhich fcllows the structure outlinec in the
Mexican Constitution, is the Secretary; he is also the only salaried
official., The Secretaries, who are ultimately responsible for all
written documents, have, in the past, used their offices largely to
exploit Indians; recently a more honest group hae begun to take over
thess posts and to help their coommities.

Life is sanctified; religion and life are one and interwoven.
Those who work to preserve life, the curanderos (faith-healers), are

beld in much esteem; Holland (1953) compares them to a prieatly class,
Healing is accomplished largely through confession and prayer, to the
accompaniment of drinking., Although the use of our medicine is be-
coming more popular, especially when the cld remedies prove ineffec-

tive, the only time that life may be taken, other than for fcod, is




to rid the community of witches., It is believed that with increas-
ing age comes increasing kmowledge, both good and evil, and that evil
knovledge can be used for sorcery, Witchcraft serves as a powerful
control over behavior; those who break with existing .cu-toms, amass
noticeable wealth, or othervise endanger the status quo, are soon ac-
cused of witchcraft. In times of stress witches encountered within
the community sre killed, Witchcraft may also have been used 2s a
means of ridding commmities of non-producing members, especially the
aged, in times of famine,

No statistics were available regarding physical health, Tropi-
cal diseases are almost unknown in the Highlands, and resistance to
infection appears to be much greater than among ourseives, Dysentery
axd pneumonia are the principal causes of death among the adults,
Water is plentiful but much of it is found in stagnant pools., While
teachers make a half-hearted effort to convince the people to boil
all drinking water they are generslly not successful., fThe principal
iten of diet is corn, vhich is soaked in lime; this is taken at every
meal in some form., It is supplemented by chili, a fine source of
vitamins, beans, and some vegetabies, Limited amounts of fruits and
berries are eaten in seaton. Intake of protein is limited, meat gen-
erally reserved for ceremonial occasions, People tend to be short in
stature; this investigator's estimate is that average adult height is
about five feet.

The people believe that children should be wanted and cared for,
as z gift of the gods and an economic asset, Men tend to prefer boys,

women girls. Uhen a woman's pregnancy reaches term her husband tries




tc remain close at hand, for during labor she should be surrounded by
ber closest relatives. Her husband suppcris her during labor, partici-
pating as much as a second person can in the birth rrocess. In his
absence it 1s her children or female relatives who aid in the delivery,
Babies are slung on their mothers' backs ard are carried there most of
the tims, When they vhimper they are fed. In some mmnicipios child
nurses, especially girls, may be used, but in others the infant ig
cared for almost exclusively by his mother. As babies begin to imi.-
tate the adults around them they are encouraged and are soon working
on their owmn., This investigator has seen three and four-year oldc
carry miniature bundles of wood which were later used in the family
fire, make tortillas, participate in weaving and spimning, and gener-
ally begin to coatribute to the family economy. Work is considered to
be the right wvay to spend one's time, not an imposition on play-time,
Soon children are working side by side with the parents, soon they be-
gin to eaxn their own clothing and food. When they have mastered their
tasks, have thown that they can provide for others, and have reached
pubescence, they are ready to marry. In scme mmicipios marriages take
Place at puberty, in others during the later teen years.

In the past children vho were not gainfully occupied for most of
their waking hours were looked down upon, but now some games associa-
ted with school may be played near the school houss. Boys and girls

generally play apart, the boys being rougher snd more active, This
investigator has always beer struck by the high levei of physical




energy these children appear to have, especially considering their
limited diet and the strenuous nature of their non-school sctivities.
Group games are popular and vary from the minor organization of tag
to the major organization of basketball, Toys are few except for
those a child may invent from a stick of wood or a bunch of rags, but
close to school boys play with marbles, tops, and balls,
Traditionally, children were educated tbrough the stories and
precepts of the elders, and even more through observation and imita-
tion. As they begin to imitate their parents they are encouraged and
given miniature tools or little wads of dough with which to practice,
Occasionally children misbehave and are puniskhad, but this is rare,
The shepherd who losas his flock must go and find the animals, that

is all. In some mmnicipios parents are firmer with their children
than in others and quicker to punish, but even they would be consid-
ered permissive by our standards, Usually education is accomplished
by a person explaining and showing and showing and showing. Now that
modern schooling is spreading many children leave their homes for sev-
eral hours a day, or perhaps for several days &t a timﬁ, to sit in
clagsrooms,

Children are brought up to respect their elders, to be cbedient
and quiet, but with the show of obedience and respect there is much
independence of thought and of movement, Adults find little cause to
oppose youngsters; it is r»are for a parent to deny his child's viahes,

Children and adults often seek their age-mates for friends;
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these will also probably be relatives. A ter earliest childhood there
is 1littls mixing of the sexes in public, although heterosexual explors-
tion begins as soon &s the child is interested and finds the opportun-
ity, often before the age of six, Some modesty end discretion but lit-
tle shame is attached to piysical functions. When with friendc one
laughs at his own discomfort and errors and the others laugh with him;
laughter is also used to help in a group undertaking,

Life 1s all of a piece, the conflicts fewer tham in our society
and the hostilities suppressed, The tone is one of mutual respect with
mich outer show of it, There is much soft laugitter and much show of
happiness, for this brings the approval and help of the gods; any other
expression xay bring their wrath,
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CHAPTER IV

THE SETTING OF THF STUDY--SCHOOLS FOR IRDIANS

Prior to the Revolution of 1910 rural education was virtually
non-existent in Mexico; at the turn of the century less than 7 per
cent of the national budget was devoted to education, almost all of
which vas urban; the national rate of illiteracy was close to 85 per
cent (Ruiz 1963:8). One of the msjor accoaplishments of the Revolu-
tion and the Constitution of 1917 which followed, was the recognition
of a need for public, federally supported, education; local govern-
ments had remained in the hands of the powerful minorities which had
enslaved the peasantry and Indians., In 1920 the first Federal rural
schools were opened. Intended as centers for community development
and dependent on the poverty-stricken communities for almost all eco-
nomic support, teachers were called missionaries end the school "The
House of the People {La Casa del Pueblo), the School of Action.” In
1931, 13 per cent of the national budget was devoted to education,
and close to 600,000 students attendsd approximately 7,000 rural
schools, administered to by about 8,000 teachers. Eighty-one per
cent of commnities with populations of less than 4,000 were with-
ont ach;ola; most school buildings were unequipped, dark, peasant
huts; everywhere attendance competed with the need for child lebor
(Ruiz 1963:40-41). Between 1920 and 1930 only 2 per cent of stu-
dents continued beyond second grade; teachers were poorly trained,
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underpaid, and overworked,

New emphasis was given to education by the regime of the late
30's, during which time more rural schools were opened than during
any previous time (Ruiz 1963:64). It was during this pericd that
the federally supported Indian bcarding schools in San Cristobal,
Amatenango and Zinacantan were founded; among the students have n
bered most of the present Indien teachers. However the bulk of the
population, especislly the Indian population, remained unaffected by
these changes,

A scattering of federally and state supported schools were opened
in the Highlands during this period. In 1948 the Nationmal Indian In-
stitute was founded as an outgrowth of the first Inter-American Congress
of 1940, and the political labors of its director Alfonso Caso (Caso
1964:9). The first of its schools to be opened in Indian communities
date from 1952, and their inception spurred the founding of more State
and Federal schools. In 1964, the administration and supervision of
the Federal and Institute schools was merged; State achools continue,
as of this writing, to bYe administered and supervised independently.

Educational “hilosophies

The educational philosophies of the Nationsl Indian Imstitute
and the Federal and State schools differ only in regard to the initial
teaching of literacy. After that, and at all times in all other sub-
Ject areas, Institute, Federal and Stet: schools follow the same courses
of study (Romano 1964b; Ruiz 1963:59-60).

Official educational philosophy was spelled out in the Federal
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Constitution of 1917, Article 3 gave to all Mexicans free, obliga-
tery, fundamental, education, It was also stipulated that schools
be founded for the economic, social, and cultural growth of their
cohmmities, for the economic growth of their entire nation, and
that they be free of all religious teaching (Instituto Federal de
Capacitacion del Magisterio 1963:17-18). Article 27 of the C- . i-
tution reiterates these ideals (Consejo Nacional Tecnico de la
Educacion 1952:215).

On July 29, 1958, Professor Torres-Bodet, then Secretary of Edu-
cation, spoke to a conference of the nations's educators. That speech
is held as the initiation of a major national educational reform,
still fouaded on the needs of a growing nation. Torres-Bodet set
the following goals:

1. To develop a Mexican with all his facuitles gtimu-

lated; these faculties include cumprehension, sen-
sitivity, character, imaginaticua, and creation

2., Cbhildren should know their physical, sccial and eco-

~ nomic enviromment, they should have increased con-
fidence in their work, and they should be more re-
sponsible toward commmity programs

3. Curriculum should be based directly on children's
experiences

I, There should be some differentiation between rural
end urban education, but both should be equally
good

5 There should be a six-year education cycle for all,
but this should take into cognizance the present
reality of vholesale school desertions; fundamental
education should be stressed in the first four grades

6. Subject content and teaching methods should be changed
to meet children's and society's needs (1961:5-9)

Both the Institute and the Federal Secretariat of Education
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continue to expect schools to be focal points for community develop-
ment, but the Institute stresses this aspect more (Romano 196ha:31-34).
Its primary concern is with Indians end with those mestizos wvho desal
with them; its primary aim is acculturation and the modernization and
inductrialization of Mexico. There is an interest in the well-being
of the people with whom it deals, especially by raising economic and
cultural levels, and by preserving the positive aspects of Indian cul-
ture (Romano 196%s:31). Within this framework, in addition to the
philosophy advocated by the Secretariat of Education, the Institute
advocates teaching in the mother language as a vehicle for students
learning Spanish, It also stresses the interaction between school
end commnity, with the school serving as a prime acculturational
agent (Montes 1954), It advocates that literacy begin in the vernac-
ular, parallel with the oral teaching of Spanish, and that literacy
teaching continue in Spanish once it has been mastered in the vernac-
ular (e la Fuente 1958a:100),

At present the Secrstariat of Educstion is moving closer ton the
Institute progrem regarding the initial teaching of literacy. It now
advocates special coneiderstion for linguistic differences, although
it takes little or no cognizance of ethnic differences, A prepara-
tory year is now programmed for linguistic minorities (Plan de Edu-
cacion Indigena para 1964). Institute and Federal schools were merged
inte centralized supervisory districts just prior to the field werk
of this study; however, all students tested were products ol tie old
and divided supervisory program, under 1 aich, in the Federal and
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State schools little or no cognizence was f:zade of languege or ethnic
differences, preparatory groups were discouraged, and teachers taught

reading exclugively in Spanish, Federal and State schools had besn

supervised by Federal and State imspactors; Institute schools had been
superviged by Institute personnel.

The philosophies described gbove appeared to determnine educa-
tional practices cbserved in the field, All schools visited had and
ugsed free Federal textbooks. All but one of the teachers interviewed
claimed to use federally or privately publishad msnuals for the Fed-
eral materials, as guides to curriculum planning; all of these manuals
evidence a nationslistic program stressing the Mexicanization of the
studsnts., All teachers teught in the Spanish language, and many In-
stitute teachers abandoned extensive use of the maternal lenguage after
the firet grade; State and Institu.: schools also displayed Federal c
school calendsrs., The only mention made of non-Federal meterials was
by Institute teachers working with preparstory year students vio had
recently enteved the school and had not yet learped Spanish.

All schools take a yearly census and all childrer on census lists
should be enrolled in schools; this would give credemce to the Federal
philosophy that education is obligatory. In prectice this was not the
case, Two state teachers had official enrollments of 50, actual atten-
dance and enrollments well sbove that figure, but listed only 50 stu-

dents bacause that is the correct number per teacher advocated by the

State and there was only one teacher in each school. In other achools,




the census rolls were inaccurate, increasingly so as the teacher was
unfamiliar with his commnity, or lacked the confidence of his neigh-
bora, It ajpeared that ia every case numerous children were not in-
cluded in census lists, In all but the State schools the census list
vas taken ‘o be the enrollment list, tut a second, more realistic, en-
rollment list was also ¢ ated,

The academic program raerely extended above the literacy teaching
of the eerly grades; the economic and cultural aspects of the program
vers largely ignored. Literacy teaching was stressed ani considered
to be the essential basis for the economic and cultural development
of the community, Music, in the form of singing only, and dancing,
wvere the most ¢ormton non-literacy activities, There was also much
stress on naticnalism, Weekly assemblies were held in all schools
vbserved; each was devoted largely to patriotic ceremonies, and there
vas much verbal stress o~ national herces and commemorative days.

The curriculum, as applied, was only slightly related to child-
ren's experiences; this was especially noted in language arts and
through the use of Spanish in tcaching other subjects, By using
- Spanish, teaclere tsnded to put comprehension of subject matter be-
yond students' reach,

A minima) differentiation for rural education was observed,
coneieting primarily of the maintenance _of school sgricultural plois,

vhich werc used to teach farming techniques =ad to raise monay for

the schools; and by limiting formal physical education games to
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baslnetba:ll and volleyball, on the theory that other gamec either re-
quire equipmen? which is prohibitively costly or require large level
playing fields which are too costly to dig out of mountainsides
(Santiago M. 1965).

There is wholesale desertion by students at about second grade.
It vas this observer's impression that when students feel they have
achieved literacy or when economic pressures bear down upon them,
they leave school,

Parente' Associations were encountered in all schools. These
are organized to assist teachers, who are expected to assume leader-
ship roles, It was this observer's impression that a nwber, but not
all, of Institute teachers worked well with the committees because of
the cultural bends uniting them, and that mestizo teachers tended to
have considerable difficulty with these parental, liaison groups due
to tleir inability to commmnicate, negative attitudes, or both,

There were exceptions on both sides; there were some mestizcs who
appearad to work very well with community represecntatives and some
Indians vho appearsd to have poor relations with them,

In the summer of 1965, the Secretariat of Public Education or-

dered the institution of preparatory grades and the iiring of bilin-

gual promotores where school registration warranted it. It is still

too early to determine to what extent these new orders have been

carried oat.




Administration

Federal schools in Mexico are centrally administered, with most
direction coming from the Secretariat of Education., There is a Fed-
eral Director in each state, and under his supervision an inspector +
for each zone. The inspector carries out all of the responasibilities and
dutics which we associate with school principals. Under his administra- L
tion are the directors of the primary schools; in each of the schools
observed these were teaching directors (meny were one-teacher schools).
Under the supervision of the school director are the group teachers, ‘
usually called assistants, In addition to the administrative structure '
described sbove, the Secretariat of Education maintains an institution

for in-service training and a department for curriculu. research and

dissemination (UNESCO 1953:707).
The National Indian Institute is an sutonomous federal agency
(Caso and others, 1964:10), with a program which includes more than

schooling. The centralized poit of Director of Education was created

within the past few years. In each of its regional centers there is

a& local Director of Education. Where the aumber of scnools warrant it
there are inspectors as well as teachers, who are also classified as t
directors and assistants, With a recent merging of zones of inspec- |
tion both Federal and Institute inspectors now have under their super-
vision Federal and Institute teachers and the new Secretariat of Educa-

tion promotores (Romano 196kas3h),

For the State school system there is s State Director of Educa-~

tion and local inspectors. There has been no merging of tasks be-




tween the Federal-Institute inspection and the one State inspector,

who covers the entire Highland cone. However, almost all State schools
are located near means of transportation, so it is easier for the State
inspector to visit his schools than it is for the Federal-Institute in-
spectors, who must travel by horse or foot for as much as two days in
order to reach some outlying schools.,

During the course of field chbesrvatione the zbove administrative
procedures were observed in practice. In 1964, based on the agreement
between the Secretariat of Education and the National Indian Institute
Director of Education in Mexico City, Secretariat and Institute inspec-
tion was merged.

Of the 21 Federal and Institute schools studied during the course
of this project, seven are now under Secretariat inspection and 14 un-

der Institute inspection; in addition five State schools were visited.

Supervision
The philosophy of supervision, or inspection, is based on that of
Raphael Ramirez, The primary aim is the improvement of education,
Ramirez sdvocated that inspection should be efficient, scientific,
democratic, and cooperative; he siressed educational functions over
administrative ones (Garcia Ruiz 1963:36-37):
School inspection is the means by which the Secretariat of
Education orients, directs, advances snd measures educa-
tional work. . . « The school inspector's duties cover
the following areas: educationsl, socciological, adminis-
trative, material (tuilding and equipping a school), and
in-service teacher training (Gercia Ruiz 1963:147-151).

He advocated that the inspector should visit his schools periodically,
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deal with the solution of school and commmnity problems, and teach
and illustrate those solutions, The number of visits to a school
vould vary with prevailing circumstances, but never be less then two
yearly (Garcia Ruiz 1963:154-155).

The National Indian Institute inspector'!s duties are as follows:

1. Direct the schools toward functioning well

2, Improve téaching methods

3. Resolve school problems in the community with parent
comittees

L, Orgenize the distribution of school breakfasts (when
they were in effect), sports contests, and social and
civic functions

5. Make monthly reports of the above activities to the
Directur of Education (Romano 196%a:35)

The number of inspection visits reported by teachers varied be-
tween none and five yearly. It was this investigstor's impression
that most visits were either planned to deal with major attendance
problems or were cursory in nature, with little attention to teach-
ing methods; many teachers appeared eager for more help, although
meny indiceted clasches with insrectors and lack of confidence in
them, During the course of this project it was reported that two
inspectors d4id hold training seminars for all their teachers, but
the actual number of such training seminars was probably higher.
There was no way to judge the efficacy of these seminars but nothing
nev vhich may have been advocated during their courss was observed
during field visits,
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ggxgical Plants

It is expected that all schools be erected by locally donated
lab~r and/or funds. Federal and State school buildings constructed
during the past fifteen years are either adobe and tile ranch style
buildings (Tipo Juarez), or are pre-fabricated, mass produced, and
more modern in design and materials. The Secretariat advocates 1.352
or 5,&3 meters of space per pupil, that at least 1/5 of wall space on
pupils! left be devoted to windows, and that floors be of some materi-
al other than earth. A rural school building mey contain living
quarters for the teacher and his family, as well as a classroom (Gallo
M. and Gutierrez 1963; Secretaria de Educacion Publica 1963).

In addition to classroom buildings, the Secretariat of Educa-
tion lists the following as highly desireble annexes to school plants,
to be constructed as a community is able to fund them,

A, Recreationsl

1. Open Air Theatre

2. Basket and Volley Ball Fields

3. Playground

b, Yard for organized group games

B. For Economic Education

l. A Farm Field

2. Small Vegetable Garden

3. COrchard, if only for a few fruit trees

i, Flower Garden

5. Pens and cages for domestic animals

6. Workshops such as carpentry, bookbinding, toy-
making, smithy, tinshop, and, when raw material
is found in sbundance, basketry

C. Sanitary

1. Latrine

2. Bath
3. Clinic

S et 7. I . .. e




D, Cultural
ls Museun
2. Library 3
3. Science Laboratorizs
i, Reading Room and Public Secretary
he Domestic Activities

1., Sewing
2. Cooking 1
3. Laundry

F, Other
1, 8chool Office
2. Administrative Office '
3. S8tore Room
In addition it is ~de-:eira't:le to build a house and kitchen for
each teacher and, because of the recent school breakfast program, a
kitchen and dining area for the studemnts (Call M, and Gutierrez 1963).
National Indian Institute {Tipo INI) classroom buildings should
be long stucco edifices oriented on a strictly north-sgouth axis to
allow maximum sunlight from doors and windows, Doors and windows are
prefabricated; the buildings are covered by two-sided tile roofs.
Floors should be constructed of wood, brick, or cement, depending on
local materials (Accion Indigenista 1960, 1962), The program for
school annexes i. mucn the same as for Federal schools, if on a more
modest scale, with the additions of speciai rooms in each school for
nousing visitors and dormitcories in the few boarding schools,

Duriag the course of fieid visits it wus discovered that some

school buildings, onte oversized by local standards, are now over- {

crowded, This is especially true of the Institute schools, where once
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spacious buildings now at times have two to three groups in one room.
In addition some Federal and State schools were stlll honsed in wattle
buts, These are built in Indien or modified Indiar styles, walls need
constant replastering, floors are of dirt, roofs thatched, there are

at best a few tiny windaws: and lighting is very poor. These buildings
were always too gmall for their student bodies, Many new buildings
wers gbhesrved iD use prior to completicn. In eight schools there were
dirt floors, In seven schools windows had not been installed, there
vere Just holes in walls, It may be noted that all schools tended to
be much more crowded than is common in the United States.

Basketball courts were encountered at all achqola, with the ex-
ception of one where it was located in a village square a few yards
away. Other sports facilities were rare. Many Federal schools did
have some facility for theatrical events, often e raised open-sir plat-
form, Only one such structure was encountered in an Institute school.

A farm field, vegetable garden, or orchard, or more than one of
these, was found in about 5% per cent (7 of 13) of Federal or State
schools and 92 per cent (12 of 13) of Institute schools. There were
no pens for animal husbandry in any of the schools, Flower gardens
were found in only two State schools. Carpentry workshops were en-
countered in only one Federal school and four (31 per cent) Imstitute
schools; in schools which did have carpentry workshopa, the tools
were generally missing or broken, It appeared that when the men of

the commnity had a job to do they then stocked up on tools. It also

appearad that neither students nor members of the community were




encouraged to use the workshops. Eowever, the Indians often impro-
vised wocdworking tools (for example, a stome could serve as a hammer),

Latrines were found in all but ome State school and all but one
Institute school, most of them in serviceable conditiom., Baths vere
encountered in one Federal and three Institute schools. No clinics
were encountered; on the contrary, this investigator was frequently
approached ror medicine, One attempt at creating a local museum was
encountered in a Federal school. Books, other than texts, were en-
countered in three Federal and six Institute schools (23 and 46 per
cent respectively). However, there was no evidence of their function-
ing as a library; this was so even in commmities where many of the
youths were semi-literate and ome or two used their literacy for eco-
nomic gain, such as by running a store or clinic. Teachers were gen-
erally available to their commmnities ss public secretaries, It was
this investigator's impression that they rarely charged for their
services, especially when the commumnities were located far from San
Cristobal,

Sewing facilities were encountered in one Federsl and three In-
scitute schcols, The only public laundries encountered were in two
Institute schools.

All schools included soms form of housing and cooking facilities
for teachers. These facilities varied from several well-built build-
ings, including one six-room stucco house, to dilapidated shacks or
a partitioned section of a classroom. A1l schools had some cooking
facilities for the free school breaskfast, Onl) one Federal end one

Institute school had actual Jdining Tacilities; in the other schools
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students sat in the school yard to eat, Visitors' quarters were en-
countered in one Federal and four Institute schools. When Institute
buildings were first constructed they almost always included visitors!
rooms but with the ensuing growth of the schopls thege gpaces have
been pressed into service for classrooms, teachers' quarters, offices,

or storerooms,

Equipment and Supplies

The Secretariat of Education supplies the following educational

naterisls to its schools:

Free textbooks for all students

Notebooks

Chalk (white and colored) and erasers

Pens and ink

A set of 32 maps

Pictures of national heroes

Poster paper

Geametric models

Tools for drawing geometrlic figures on

blackboards and paper

In addition the Federal Govermment sets the standards for comstruction
of desks and benches for students and the comstruction of blackboards
for teachera! vee (Gonzales 1965), There is an assumption that rural
communities will construct their own furniture or pay for its construc-
tion (Gallo M and Gutierrez 1963).

The State of Chiapas supplies no equipment to the schools; it
has not dose so since teachers' salaries were raised in 1936. What-
ever equipment and supplies are evident in the schools are supplied
by parents and teachers (Santiago 1965).

The National Indian Institute supplies its schools with much




the same‘materials a8 the Federal Secretariat of Education; it does
not supply poster paper but dces supply the following additional items:

Reading primers in the mother language

Letter and number masonite flash cards

Flannel boards

Smell colored sticks to be used in the teaching

of colors and numbers
Propaganda posters which most often deal with
health and sanitation (Santiagc M. 1965)

In the field it was observed that all schools provided some
form.of seating and some writing surface for their pupils. However,
the quality and quantity of these varied greatly from one school to
the next. As the schools have expanded in the past few years the amount
of furniture has tended to not keep pace with the number of students in
the classroom. All classrooms visited would appear crowded by our stand-
ards. The only classrooms in wivich children were not squeezed three or
four to a desk designed for twe were those where attendance was mini-
mal on the day of testing, The quality of the furniture varied from
nev and approved, to inappropriate in size, broken, or unfinished; ofien
benches and tables spoeared to have been newly hacked out of large logs
with machetes; all furniture was wooden and paorly constructed; in al-
most all schools some or all of the students sat on backless benches
rather than on cheirs. All schools provided some fofm of chalk board
for teachers, but again this was generally of poor quality, in some
schools a shiny black iinoleum cloth tacked on a wall; chalkboards were
generally hard to write on and harder to read, but gave evidence of
much use, Slightly over half of the schools had some additional fur-

niture for teachers, such as a table and chair of adult size, Only




b7

two bookcases were encountered in all of the 26 schools visited.

All achools Were very poorly supplied by our stendards. All
had clelk, although many teachers guarded it closely; erasers were
encountered in only about haif of the schools. All schools had the
free Federal textbooks, tut often these did not correspond to students®
grade placement or to their skills. Pictures, charts, or meps, were
encountered in sbout half of the schools. Large demonstraticn de-
vices, such as large clocks or counting frames, were encountered in
three Federal and 10 Institute scheols., Educational gemes, such as
word lottery or number lotto, were found in one State and five In-
stitute schools. Locel materials which could be adopted tc teaching,
such as the cne museum menticned or a coilection of stones for math
work, were found in a total of three schools, ome in each of the three
systems, Books other than texts were encountered in three Federal and

six Institute achools. There was one typewriter in a State school.

Claess 8ize and Composition
Fifty is the generally accepted class size throughout Mexico;

in State schools official registers should not exceed 50. However,
actwal rural class sizes are larger. Nationally, inscription averages
about 57 and ranges between 45 and 95 (Paz Sarza 1964). Absence re-
duces this, although printed statistics or relisble estimates were not
availsble,

Toere is not muck correspondence beiween age and grade placement,

The age of initlal schcool registration varies comsiderably; promotion




is generally based on passing yearly exam8; 8o that throughout the
nation about 30 per cent of students have repeated once or more (Flores
{ 1961:32), Students beyond the age of 14 are not supposed to be en-
rolled in primary day schools, but in 1959 approximately 23 per cent

of youngsters aged 14 were in Grade One (Flores 1961:33).

Nationally, approximately 52 per cent of the students are boys
‘ and 48 per cent giris (Flores 1961:32).

Average class size throughout all. Institute schools was 60 in
1963 (Romano 196ka:36). In 1964 girls compored approximately 29 per
cent of school populatioﬁs in the Chiapas dighlands; the percentage
of girls has increased markedly since che 11 per cent of 1952, Aver-
age attendance was 69 per cent of total enrollment in 1963; girls
, had slightly poorer attendance records than boys (Romano 196ka:43).

Average class sizes encountered during visits to State end Fed-
eral schools was 58, of which 30 per cent were girls; average class
r attendance was 39, or 67 per cent of enrollment; of those present
approximstely 28 per cent were girls. In Institute schools average
' class enrcllment was 43, of which 36 per cent were giris; average
class attendance was 27, of which 36 per cent were girls. An average
of 62 per cent of thos: enrolled were in sttendance.

No reliable data was available on sges. In the course of sup-
plying identifying information for this study students were asked to
state their ages; they were uncertain of their chronological ages, gen-
erally guessed, and often guessed quite wildly; other guesses, such

as the'teacher's or this investigator's, were at least as inaccurate.

"RIC
ERIC 7 \




49

Students who appeared to be older than fourteen were encountered in
all schools, It was this investigator's impression that any person
vho presents himnelf to the 3ch_ol for enroliment as e full-time stu-
dent 1s ~ccepted, regardless of age; young men of possibly i8 or 19

were eacountered as full-time gtudenis in almost every school.

Teaching Personnel )

There is little materiel published on teaching persomnel by
either the Seiretariat of Education or the Rational Indian Institute.

Large class sizes avd the number of children six to 14 mot in
school, estimated to be over threemillion (Flores 1961:29), indicate
a need for additional ieachers, If there were one teacher per 50
children there would e closs to 160,000 teachers; there are probably
half of this number working now. Educational requirements have been
relaxed to include not only graduates of Normal Schools but also those
who have finished secondary education (Secretaria de Educacion Publica
1963:111). The increase of classrooms and teaching positions is plan-
ned to be gradual (p.103) but the hope is to supply ome teacher and
one classroom for every %0 school age children throughout the nation
by the end of this decade, In-service education is au“?pued by tle
Federa)l Teacher Training Institute (Instituto Federal de Capacitacion
de Magisterio). In 1963 almost 29,000 teachers were enrolled in the
Training Institute,

The Federal govermment is now reputed to pay its teachers between

1,310 and 1,860 pesos moathly in both urban and rural schools
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{Secretaria de Educacion 1963:115)., In addition, ‘he Federal govern-
ment lists & position called promotor,with lower scholastic require-
ments and lower salaries,

In Mex.co the stereotype of the primary teacher is that of a
man; although statistics were not available, men appear to predominate
in elementary as well as secordary education; ¢aly five of 47 (11 per
cent) of teachers observed during the course of this study were women,

The Noetional Indian Instifute hires promotores only, although

many teachers (110 in 1964) who were originally hired as promotores

have since been placed on the Federal payroll as teachers, In 1965
more people applied for promotor positions than there were jobs availii-
ble., The Institute now requires a sixth-year primary certificate for

promctores, although many of those hired originally were barely liter-

ate themsclves, It has also set a minimal age for promotores at 18

(Santiago M, 1965).

Not all teachers were encountered in the schools visited, but
for those present the average age in Federal and Stz;te schools was 28,
ranging between 20 and Ll; the average age in Institute schools was
23, ranging from 17 to 43. The slightly older average age of teachers
in the State and Federal schools may be a result of these schools' gew-
erally longer existence., Fourteen per cent of Institute teachers were
women (four of 28); caly one of 19 Federal and State teachers was a
woman, Of the 28 Institute teachers interviewed, three were not Indians;
of the 19 Federal and State teachers interviewed, four were Indians;

two worked in State 3choosls and two had been placed in schools founded
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by the Federal government during the month preceding the interview.

Slightly over half of the Institute teachers interviewed were on the
Federal payroll. All but two State teachers and all Federal teachers
were paid according to the Federal scale. Estimated monthly Federal

take-home pay wes approximately $1,000 pesos ($80 U. S. currency);

promotores approximated their take-home pay to be $700 pesos ($56 U. S.

= currency). It ia difficult to estimate the buying power of these sal-

3

aries, but rural teachers were observed to maintain a stardsrd of live
Ej ing almost as low as that of their Indian neighbors. Payments were
F} often irregular, frequently delayed for months, sometimes a full year
or more; at those times tzachers were free to borrow at high interest
rates. The two State teachers not being paid on the Federal scale re-
ceived less then $200 pesos monthly ($16 U. S. currency).

Institute teachers averaged five years of teaching experience,
ranging from new appointees t,0 those who had been with the system for
, the 12 years it had been in existence. Federal and State teachers
averaged seven years of experience, ranging from new appointees to one
man with 23 years of experience. Institute teachers averaged a pre-
service education of six years (primary school); they ranged from
those who had only two years of primary schooling prior to their ini-

tial appointment as promotores to those who had completed six years,

Plus two Federal teachers newly sppointed to Institute schools who had
finished the 12 year Normal School cycle. In State and Federsl

schools, pre-aervice'training averaged nine years, the range was also

-
3T

l w
IC

e S
.
|




from two to 12 years.

Teachers who have not completed Normal School are encouraged to
attend in-service equivalency couvrses, Of 23 Institute teachers (neither |
nevly appointed, nor the two Federal teachers with Normal School Certif- AN
icates) there was an average attaimment of ome year's additional school-
ing in two; the average educational preparation of Institute teachers
is now aine years, ranging from six to 12 years. It appeers from these _;'v

r statistics that all Institute teachers heve hed some in-service train- “;‘*
ing. .

In the Federal and State schools, of the nine teachers who had
aot completed Normal School and who were nct new appointees, there
has been an average attainmant of one year's additional schooling in :
five, The average educational level is now ten years, ranging be-

tween six and 12,

Instructiosnal Methods f;' .

When Torres-Bodet proclaimed the educational reform he called

for majJor changes in teaching methods and curriculum, with content

related to children's daily lives and teachers to use first-hand ex-

periences and a "global" approach closely akin to our "activity" meth-

od (Villareal 1962:38), There was no mentiom in the available materi-

als of a program for teaching Spanish to non-Spanish speaking child-

ren,
The nevw curriculum advocates six areas of study:

1., Hesalth education
2. Natural Sciences
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3. 8ocial studies
i, Creative activities such as music, art and dance
. 5. Practical activities such as shop and doumestic
science

6. Elements of culture--reading, writing, and arith-

metic, but not creative language or mathematical
activities {Ccnsejo Facional Tecnico de la Edu-
cacion 1962).

The dally schedule should begin with general activities, such
as health and room inspection, attendance, and perhaps patriotic
ceremonies., These are to be Poilowed by e “systematic” study of the —
sixth area (reading, writing, arithmetic), which is to include drill
and formal lessons. The remainder of the school dlay should be divided
among the remaining four areas, preferably in glcbal fashion (Villareal
1962:14%),

Discipline problems do not appear to trouble the authors of this
program. It appears to be assumed that students will be quiet and
docile, that they will express disinterest through slight restlessness
and lack of learning, and that they will express interest through en-
thusiastic but quiet participation. There is no suggestion of the

authority of the teacher being broken down or questioned; neither is

thers any mention of discipline problmms.

In Institute schools the advocated instructional methods are
generally the same as in Federal and State schools, the major differ- -
ence being in the existence of the preparatory year. For preparatory ‘
students, teachers are sncouraged to use a variety of materials, such
as flannel] boards, flash cards, colored stocks, and lottery games to

elicit language learning and reading, The Institute also believes

©
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that the teacher is an authori'tarian figure, albeit a benign authority.
It, tco, expects generally acquiescent pupils; however, discipline is
discussed, Teachers are instructed to use no corporal sanctiomns, to
treat their pupils gently, and to avoid punishment (Montes 1954). 1In
the preparatory years all Spanish is to be given for a minimum of one
hour daily; in addition, time is to be devoted to reading and nurber
WOXrKe.

In the field some teachers had what appeared to be excellent i
rapport with their students, to instruct with clarity of purpose and i}
method, and to interest themselves in individual students' academic
growth, This was true of both mestizo and Indian teachers; it was
true of teachers in Federal, State and Institute schools.

In the majority of classrooms, however, a confused, even irra-
tional, atmosphere tended to predominate, In most State and Federal
schools the language barrier between teacher and students and the
lack of communication between them was often responsbile for this.

The recent Normal School graduates s Who were the only teachers who

hed hed any training in the new educational methods, were also the ¥
teachers who had the ,.ocorest contact with their students. There was
little attempt to go beyond am explicit lesson set forth in the Fed- :
eral textbook., It was also this investigator's impression thet pupils

expected to digest the book pege by page and believed that memoriza-

tion was the same as learning. Meworization was highly stressed, as

it was in the days preceding the educational reform., Indeed, the only

evidences of the reform were in the use of ‘e Federal textbooks with
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their partislly relaxed academic requirements, and in a few faded
teacher or pupil-made charts. It was also this investigator's im-
pression that the children were geacerally docile and obedient, stiriv-
ing to understand and obey their teachers. Thia fits cultural pat-
terns, which stress obedience or avoidance. However, several in-
stances of corporal punishment by Federal teachers were witnessed;
these were isolated blows, not formalized whippings. It was this in-
vestigator's impression that these acts of corporal punishment were
caused by teachers' impatience, not by students' misbenavior; punish-
ments witnessed were not as severe as those reputed to pre-Institute
days (Guiterras-Holmes 1961; Castro 1559).

Institute teachers appeared better ghle to commmicate with
their students; however, classroom atmospheres appeared to be at
leest as confused as in the other schools because these teachers had
generally little understanding of their subject matter. They appeered
to attribufe magical power to learning, which fits the Indian be-
1ief that literacy is akin to the possession of economic wealth. The
better schooled Institute teachers hendled the more advanced students;
while more sophisticated than their colleagues, they, too, showed
little comprehension of their subject matter. Institute teachers ap-
peared to be generally more patient and more respectful of their stu-
dents, although a number resorted to frequent scoldings and reproofs.
The students appeared to be generally more relaxed in the presence of
Indian teachers, and when they disliked a teacher were not as obedi-
ent avay from the classroom (for example, if a disliked teacher in-

terrupted their play to request that they run an errand, they often




ignored him),

The rate of teacher absence was high but undetermined, State
and Federal teachers are reputed to have a much higher abczantee rate
than Institute teachers; this observer saw little to either substan-
tiate or negate this allegation.

School hours were flexible and, except where a teacher was in-
spired to keep his class in session beyond the suggested time, were
generally less than the five class hours expected by educational
authorities, Two schedules were followed: In schools supervised by
, Federal inspectors children were in school from nine to two, with a

ghort recess period during the course of the day; in schools super-
vised by Ingtitute inspectors students were in class from nine to
twelve, then had a two or three hour break, and were reassembled for
a two hour session in the afternoon. The relaxation of school hours
is again not out of keeping with local culture. Students have no
clocks; teachers often did not have clocks or watches, It was this

investigator's impression that again it was the Institute teachers

vhe held classes for longer hours, perhaps four hours daily, while
the State and Federal teachers held classes for perhaps sn average
of three and a half hours daily. These shgrtened hours, frequent
teacher absences and perhaps even more frequent student absences, in-
dicate that instructional time was considerably shorter for Highland
students than it is for students in the United States.

With the exception of one Federal teacher, some variant of the

nevw educational program was followed. Usually terchers guided
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themgelves by a very detailed schedule of activities with textbook
and work-book assignments spelled out, However, even thege highly
detalled instructional manuals do assume that the teacher add fur-
ther drill., Teachers tended to follow the program, conceatrating on
the first two area (general activities and cultural elements) wiih
very little attention to the remainder of the program. Natural
sciences and social studies, when taught at all, were handled as
isolated subjects, erly, with reading from the texts, teacher lec-
tures, and written questions and answers, usually in incomprehen-
gible Spanish. Social studies was stressed more than natural sci-
ences because of the heavy nationalistic emphasis. Most social
studles lessons consisted of polemics about national heroes, who
were not humanized nor were their childhoods stressed, and of the
memorization and recitation of (to the students) meaningless verses
about the glories of the Mevican flag.

This rote and irratioval approach was typical for most subject
matter by mostteachers, with the exception of reading, where stu-
dents had to demonstrate the ability to read orally before being
Judged as "passing." Occasional Institute teachers used the vernac-
uler at times in social studies and natural sciences, but this prac-
tice was rare. It must be remembered that most Institute teachers
understood little of such subjects and had a poor commend of Spanish.
In the preparatory year Institute teachers generally followed the
procedures outlined in the Institutg menual, which calls for the use

of a variety of materials; however quite a number, perhaps one-third,




gave only cursory language instyruction and taught reading through
memorization., Spanish lessons were generally held at lesst one hour
a day, and reading, writing, and nuzber drills were included in most
daily schedules, Creative and practical activitles, other than caxr-
ing for the school agricultural rac:llit.iea, were rare, at lqast par-
tially due to lack of facilities and equipment ; they were equally
rare in Federal and State schools, Singing was the most common
creative activity; it vas generally unaccompanied and led by a teach-
er vho himsel? sang poorly. This investigator was happily surprised
by the melodious quality of the singing.

Language Curriculs

The Federal and State language curriculum is outlined in the

Federal textbooks, workbooks, and instructional manuals, The first
Year should include an introduction to reading, primarily phonic in
approach, begimning with the mastery of the vowel sounds, then conson-
ants, blends, the order of presentation from easiest to most difficult;
by the end of the first year students are expected 0 know the entire
alphabet and be able to read by sounding out words, They should also
be able to form all letters in cursive script, to know the use of cap-
itals and small letters, slso punctuation marks such sag periods, ques-
tion marks, end exclamation points, and to understand some simple
grazmatical r.les dealing with gender and other suffix changes, In

the second year silent reading is introduced, &s is reading compre-

bhension and the interpretation of written material, Handwriting




should be improved, the student should be able to take simple dicta-
tion, free compositica 18 begun, previous work is reviewed, and more
grammatical rules, of agreement of number and gender, are included,
There 18 a review of the semi-irregular letters in Spanish orthog-
raphy (r end rr, g, c), accents, and more punctuation marks (In-
stituto Federal de Capacitacion de Magisterio 1964; Dominguezr and
Leon 1962; Castro F, 1964), There 18 no mention in the Federal ma-
terials, which are used in the State schools, of preparatory classes
for non-Spanish speaking students.,

In Institute schools the first and second grade programs are
identical with those of the Federal government, The program for the
preparatory year is not spelled out in as great detail., Reading
should be epproached "globally", and be based on primers written in
the mother language; no books other than the primers are used. The
reading of the primers is to be augmented by flannel-board exercises
and the writing of letters and words. Students are taught to write
in manuscript, they are not expected to understand the uge of cap-
itels or punctuation. Oral Spanish should be taught largely through
choral speaking, the vocabulsry consisting of things which are a
part of the child's iife, such as objects in the classroom or the nat-
ural environment or parts of the body. Teachers should use complete
sentences and children respond with words and, later, phrases, There
is no specified vocabulary list (Montes 1954).

During the field study it was observed that since the teachers

followed the guides and texts closely, the progrem in the language




areas was generally applied, Students generally stiffened for read-
ing, vhich was often taught in a rote fashion, each student repeat-
155 the same pessag-,

The Federal materials were unrelated to the lives of the
children, The first textbook lesson following the introduction of
the vowel sounds is about a teddy bear, for children wvho .mow little
or nothing about dolls or furry toy bears. The vocabulary consists
of: ese 030 s aesa (that bear cleans himself), This is placed be-
low a small colored Licture of the teddy bear; isolated words follow
the main parsgraph.

The material in the first Tezotzil pre-primer pubiished by the
Netional Indian Institute also begins with vowel sounds, The first
formal lesson is mi mu? (is 1t tasty?). This is placed below a
large black and white picture of a man holding up a fruit and a boy
looking up at him, Isolated words follow. In the Tzeltal primer
the first consonant lesson consists of the words Ja ji (fly, corm),
accompanied by their pictures. Isolated Syliables follow, After
the students can read these primers (a series of two in each lan-
guage, vwhick include all the sounds they have in common with Spanish)
they are introduced to the Federal materials.

Evaluation and Pupil Promotion

Promotion is based on end-of-year examinations. Sixty-eight
per cent of children in Federal and State achools throughout the ns-
tion, including new antrants in first grade, have never failed a

year's work, nor have 66 per cent of those who have dropped out of
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school., This means that one-third of children in schools in 1959 had
falled at least once. When the new entrants in first grade are dis-
counted, 47 ver cent have failed at least once, and 18 per cant have
failed four or more times, Of those vho have failed four or more
times, 48 per cent have never progressed beyond firs: grade (Flores
1961:37). There is no published information available on how par-
ents are informed of their children's progress but it is implied
that students know whether they pess or fail at the end of the year.

The Institute did not have published material regarding pupil
evaluation,

During the course of field work this investigator heard a num-
ber of stories about teachers whc administered and graded end-of-year
examinations inaccurately in order to show a greater number of stu-
dents able to pass the examinations. By regrading the reading com-
prehension secticns of some tests and through observing some teachers
attempt to help her administer the initial buffer tests of the bat-
tery, she has been led to believe that these stoyies are essentiaily
accurate, Howvever, the practice is probably frequent throughout the
nation, not reserved to the Highlands,

Students are informed of their examination grade and promotion
at the end of the school year or at the bcginning of the next year,
by the teachcr.‘ A number of teachers assigned written work, which
they graded freguently; this was especially noted in Institute schools.
Vhere there is an authoritarian approach to knowledge with a striving

for correct answers and little room for dispute, students tend to
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&Gy woen thay have answered correctly. Although monthly report cards
for parents are common for much >f Mexico, yearly cards were encoun-
tered in all Highland Indien schools., It must be remembered that such
reports to parents have little meaning, Parents are almost univer-
sully illiterate; they have little idea of what schooling is about;
they expect their children to fail repeatedly, Yesrly reports were
supplemented by generalized reports of school activities at parent
meetings, vhich were held concurrent with the two principal school
fiestas, Mother's Day and Independence Day. In addition, teachers
reported to the officials of the local Parent Association whenever
called upon to do so, and the committee was often present in the
school observing the teachers and students at work, Committees dis-
satisfied with their teachers have been known to come to school in-

spectors and even State Directors of Education to complein,

Autonomy

Teachers (in Federal schools) have autonomy to
adapt new curriculum to the nseds of their students
in their commnities, The program is minimel, The
teachers should enrich it (Paz Sarza 1964),

Teachers (in Institute schools) tend to be too

independent, They do not know enough to do a better

Job on their own and now that they have gone to the

Training Institute and received a different orienta-

tion, they will not listen to us (Santiago M., 1965).

With the excaption of the few recent Normal School graduates,
none of the teachers encountered had the educational background to
nodify the Federal curriculum comstructively; the Normal School

teacherz lacked the ability to communicate with their students and
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therefore coulid not do so either. x
. | Other indications of autonomy were found in the typical Mexic:

reaction of passivity. If one does not receive instructions (not

bear them), he cannot react. It is & form of avoidauce when one can-

not remove himself physically from the written instructions or the

lecture of his supervisor; it is in keeping with the national culture

and especielly the Indian culture of outward obedience and a show of

respect for those of higher authority, or avoidance, This negative ;-

or absentee reaction was frequent among all teachers; however, few

teachers evidenced ths interest, character, or educational background,

vhich would allow them to function independently. Those who did func-

tion independently did so generally in the area of commnity develop-

ment and not in the improvement of the academic curriculum,
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CHAPTER V

THE MEASUREM.NT OF READING COMPREHENSIOR

In order to evaluate the hypothesis of thie study, that children

of linguistic minorities learn to read with greater comprehension in

the national lansai,e when they receive all reading instruction in that

language rather than when they first iearn to read in their mother

tongue,
1,

2.

3.

5e

i¢ was planned to:

Select an equal number of bilingual and #:.l-Spanish schools
in each of three Indian tribal areas (nyumicipios) in the
Highlands of Chiapas, Mexico;

Identify, describe, compare, and coni:ast, the organization-
al practices and language instruction programs of the se-
lected schools;

Develop and evaluate an instrument for measuring the %panish
language reading comprehension of the students of the se-
lected schcols;

Measure the national language reading comprehension of these
stulents;

Datermine vhether youngsters taught reading in Spanish only
readl with sigmificantly g esater comprebension in the nation-
al language than did those vho first became iiterate in
thsir mother tongue.

Of the abowve, the first and third sub-problems ars discussed in




this chapter; the second has been dealt with in Chapter IV; the fourth
and £ifth form the btulk of Chapter VI,

Selection of the Sample

There ere 15 predominantly Indian mumicipios (tribal areas) in

the Highlands of Chiapa3 where both approeches to reading instruction
are practised., It was decided to pursue this study in the mmicipios

of Chenalho, Oxchuc, and Zinacantan, because of differing prevailing
attitudes toward schooling and because of the availability of several
schools representative of each approach within each municipio. Of all
the Highlaend tribes, Oxchuc is considered by anthropologists and edu- '
cators to be the most progressive in metters of community development “‘
and education; Zinacantan is considered to be the most conservative ]
{Cancian 1965:12-13; Montes S. 1959; Romano 196Ub; Slocum 1956). It

was decided to include an additional intermediary municipio, for which

purpose Chenalho was selected.,

It vas planned to match schools within each tribal area. Many

of the criteria normally employed in equating schicol populatiocms im

the United States cennot be applied to Highland Indian schools, for

these criteria are foreign to Indian culture. Age is measured by

Indians according to a child's relative position within the family,

not by a count of years (Modiamo 1962), therefore children do not

know their ages., Wealth is considered too personal for discussion

(Hopkins 1966). Scores on existing intelligence tests take a pumber

of culturally determined expariences for granted (Klineberg 1935; :

©
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Modiano 1962). Data such as ages, I,Q.'s, or eccnomic status, even
m obtained, are highly unreliable and therefore not suiteble for
equeating cchools within & municipic.

However, it was consliered necessary to demonstrate that stu-
dents in Federal and State achools were the same as those in Institute
schools in ali respects save scheoling., Anthropological investigetors
bave until now treated the municipios aes units, not differentiating
emong the various parajes (hamlets) (Colby 1959a, 1961; Guiterrez-
Holmes 1948, 1961; Pozas 1959a, 1950%; Siverts 1956; Slocum 1956).
While data such as the I.Q., age or economic etatqs, of individual
students might be considered too unreliable for equating school popu-
lations, other data regarding the hamlets, such as estimates of popu-
lation, climate, crops, sources of cash income, diet, health, re-
ligious affiliation, and contact with the outside world (in this case
the presence of mestizos in the hamlet and frequency of Indians' visits
to San Cristobal), were available; they were obtained for the purpose
of equating the populations from which the schools drew their enrol-
lments (see Teble 1),

Prior to entering the schools of Oxchuc, the President of
the mmnicipio was interviewed about avery hamlet which maintained a
school to obtain the information mentioned above, Based on his report,
five hamlets maintaining bilingue.l institute schools were matched with
the five hamlets which maintained Federal schools. In Zinacenitvn only

a few schools had been in operation for more than five years; the three
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Institute schools vhich fell within this catagory were all located
near the Pan American Highway; there were also three State schools
located near the Highway, which had been in operation for more then
five years, and these, too, were cuosen for testing. In Chenalho
there were six Institute schools and eight Federal or State schools;
1t was decided to omit the schools farthest from the cabezera (the seat
of muﬁicipal government and the religious center), and those with many
students from other tribves,

In all, 26 schools were selected for testing. There were 10

each in Oxchuc and Chenalho, and eix in Zinacantan. In each municipio,

half of the selected schools had been founded by the National Indian
Institute and practiced a bilingual approach to literacy teaching;
the other half had been founded by the Federal or State governments
and offered all reading instructiom in Spe.n:lelh.:L As the schools were
visited the teachers were interviewed regarding their hamlets (see
Appendix A), Although the data supplied may have been somewhat in-
accurate, they did serve as a further check on the equality of the

two groups of schools within each municipio.

11n some monolingusl schools the teachers did speak Tzeltal cr
Tzotzil to some degree, and may have used it in conversation with their
students or vhen explaining other subject matter; one or two may have
used it to translate the material in the reading textbook. However,
no reading instruction as such was offered in the mother language.
Instead, a 8panish word was presented orally and in written form in
even the earliest stages of reading instruction; upon hearing the
Spanish word and seeing the letters, children were expected to link
gound and sight and form & concept of the sound of each letter,
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Development of the Group Test of Reading Comprehensicn

The few tests developed in Mexico which purpcrt to measure read-
ing .~mprehension have not been evaluated for reliability or validity,
and deal with subject matter foreign to Highland Maya children. Al-
taough 1t has been shown that translated tests can measure ccmprehension
in a second language (Callicut 1942), test from other countries, even
when standardized, are not suitable in subject matter. The only read-
ing tests which might have served for this study were those of the

National Indian Institute, but they, tno, had drawbacks. They have
never been analyzed for reliability or validity; they are only about
ten questions long; .and they, too, presuprose an informaticnal back-
ground, some of it quite academic in nature, and skill in writing.
Typical items taken from the Imstitutz's First Grade Promotional Ex-
amination of 1962, include:

Maria is a (girl).
A dog 48 an (animai).
Zinacantan 18 a (mnicipio).

The question in Zinacautan was used in all municipios, including those

m& have no contact with it.

Because of the limited value of available reading comprehension
tests, it was decided to develop a new instrument for this study. In
1959 a first draft, based on the lives of Highland Maya children, con-
sisting of 20 multiple choice vocabulary items, 10 of them antonyms, ¢ ad
30 paragraph interpretation open-ended questiona, was administered to

69 students in Institute schools in four municipios. . It was observed

that the etudents had difficulty in answering the npqn-ended questions,
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although not the multiple choice items. The format for paragraph in-
ierpretation was then changed to its current true-false fc™m and a
section for followi.g ritten directions was added. The revised 62
item instrument was administered to T4 Tzeltal-aspeaking students in
Institute schools, It was tixi iranslated into Tzeltal by two Indian
teachers; four months later it was administered in the mother lan-
guee= ¢o 161 students in the same schools. Although, for the 5k who
took hoth tests, the experience of having taken the first may have
affected their work on the second, it was felt that such an effect

would be min:l.mal.g2

The internal relisbility of the Spanish test was
.885, using the split-half method, The correlation between the
Spanish and Tzeltal tests was ,627 (n = 54),

It was then decided to enlarge the vocchulary section of the
Spanish test, for which purpose an additional set of 80 picture-vo-
cabulary and phrase reading items was devised., These were admipis-

tered to 106 students in Institute schoole in three municipios, and the

Zrequency of correct responses for each item computed. Based on these

frequencies, the vocabulary and phrase reading sections of the final
test instrument used in the present investigation were cut to a total
of 50 items, carefully graded from the easiest to the most diffi-
cult (see Appendix B), The original 10 antonyms, 12 following of

e—

2Colby (1959b) has shown that Highland Indians tend to forget
experiences foreign to their normal way ‘of life rapidly. This in-
vestigator, too, found that without frequent preactice students for-
got newly learned test-taking skills within about two weeks,

©

ERIC

PAFulToxt Provided by ERIC




directions, and 30 paragraph interpretation, items were retained.
During the course of the final study, the test was first admin-
istered to students in Chenalho. Ap analysis of the items revealed
that the section of the test contalning entonyms was not productive;
it was therefore eliminated in further administrations of the test
and responses to this page were igrored in computing final scores for

Chenalho.

The Group Test ag Used in the Study

The group test as used in the study consiets of 83 items (see
Appendix B), Sample items are iacluded at the beginning of two sec-
tions, but are not set aspart frcm material to be graded, The first
section consists o7 ?5 multiple choice picture identification voceab-
ulary items, three of tl.e_m samples; all correct responses are nouns.
In this, as in all subsequent sections, care was taken that the items
were commnon to the lives of Highland Mayas children,

Vocabulary tests similar to this can be found in:

Basic Reading Tests {Gates 1958a)

California Achievement Test (Tiegs and Clark 1957)

Developmental Rteading Tests (Bond, Clymer, and Hoyt 1961)

Metropolitan Achlevement Test (1961)

Test de Destrezas Basicas en Lectura (1961)

The next section, which is not set off from the first, consists
of 25 multiple choice items for whick a descriptive phrase must be
matched with an accompanying picture., The three phrases for each item
are alike with the exception of the verb., Similar picture-phrase

matching tests are included in:
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Basic Reading Tests (Cates 1958a)
California Achievement Tests (Tiegs and Clark 1957)
N Metropolitan Achievement Tests (1961)

The next section of the instrument contains 12 items which call
for the following of one-phrase directions. Similar sub-tests are
included in:

Basic Reading Test (Gates 1958a)
California Achievement Tests (Tiegs and Clark 1957)
Developmental Reading Tests (Bond, Clymer, and Hoyt 1961)

The remeinder of the instrument consists of paragraph interpre-
tation. There are nine stories, the first two to be used for demon-

stration purposes. Each story is accompanied by an average of four

. sentences which must be marked yes or no (true or false). Of the 30
such sentences to be graded, 22 repeat the vocabulary of the story
with few changes, four use synonyms, and four call for inferences.

Paragraph interpretation is considered to be the essence of
reading comprebension., It was used by Thorndike in his pioneering
. study (1917) and has been used ever since (see Chapter II, pp 14 to
- 18). Among reading comprehension tests in current use, tests of para-
graph interpretation may be found in:

Basic Reading Tests (Gates 1958a)

California Achievement Tests (Tiegs and Clark 1957)

Developmental Reading Tests (Bond, Clymer and Hoyt 1961)

Durrell Analysis of Reading Difficulty (1955)
Metropolitan Achievement Tests (1961)

Primary Reading Profile (Stroud, Hieronmynous and McKee 1955)

Test de Destrezas Basicas en Lectura (1961)

Most of the drawings used in the instrument were contributed by
Esperanza Lozada and Marcelino Jimenez, staff artists of the National

Indian Institute; there are also a few of the investigator's drawings.




She composed the prose selections, which were translated into Spanish
with the aelp of two Mexican teachers who had had considerable ex-
perience in Indian education: Evangelina Arana, teacher, anthropolo-
gist, and linguist, who helped establish the educational program of
the National Indian Institute in Chiapas end elsewhere, and has writ-
ten several reading primers for use in other Indian areas; ani Fidencio
Montes Sanchez, who was Director of Education for the Institute in the
Chiapas Center from its earliest stages umtil 1963.

After analyzing the test scorea obtained in Chenalho, the first
muinicipio to be studied, it was discovered that while the statistical
measure of validity planned for the study (the correlation between
teaschers' estimates of pupils'! reading comprehension aund scores on the
reading test) did indicate some validity (r = k43, n = 84), it was
not as high as might be desired. It was therefore decided to procure
additional indications of reading comprehension, in order to further
evaluate the validity of the group reading test., One such indication
would be students' scores on the reading comprehension sections of
the yearly promctional examinations. Another wonld be an egtimate of
reading comprehension tc be cbtained from an individualized reading
test,

The Individualized Reading Test

In order to supply an edditional indication of reading compre-
hension in Spanish, an individualized test of reading comprehension
(see Appendix C) was developed by the investigator. Stories printed
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by the Netional Indian Institutte during its first years in Chiapae,
dealing with the life or legends of the Highland Maya, meny graded
according to resding difficulty, end all lomg out of print, were used
for this purpose.

The test consists of a total of nine of these stories, sach
typed on a sheet of letter-sized paper, below vhich are typed some
questicns, The first story (which names the local municipio, uses

the name of the patron saint, and names a neighboring mmicipis) was
changed for each tribe; in this story the first question is answered
by naming the mumicipio. All other questions are arswered yes or no
(true or false): in addition students were expected to point out
vhere in “he body of the story the answer was located. The easiest
stories are typed two to a page, the others stand alome. Individual-
:gzed tests of reading comprehension consisting of a story followed by
questions can be found in:

Diagnostic Reading Scales (Spache 1963)

Durrell Analysis of Reading Difficulty (Durrell 1955)

Gilmore Oral Reading Test (Gilmore 1951)

Informal Reading Inventory (Betts and Welch 1964)

During the administration of the test, the student was asked to
read the first story alcud; the investigator then read the first ques-
tion to him, to which he was to respond. If he appear-3d to need help,
the gquestion, but not the story, was repeated dy her assistant in the
mother language, For the first story only, responses were corrected;
if it appeared that he still 4id not understand what was expected,

the correct response was pointed out in the body of the story, and




he wvas again asked to point to the ccrrect anewer, Responses were
considered correct vhen the student could both answer tbe question
correctly and indicate where in the body of the story the answar was
located., The student wes tested until it appeared that he could pot
understand vhat he vas reading; ths criterion was that he miss at
least two thirds of the questions on two consecutive short or one
long story (eee Table 2)., Scoring procedures similer to this cen be
found in:

Cattell Infant Intelligence Scale (Csttell 1960C)

Disgnostic Reading Scales (Spache 1963)
Infornsl Reading Invertory (Betts and Weich 1964)

Stanford-Binet Intelligence Scale (Terman and Merrill 1960)

Wechsler Intelligence Scale for Children (Wechsler 1549)

The test was first adminigtered to 8% students in the large
centralized school of the Tzotzil-speaking muinicipio of Chamula; al-
though the school was founded jeintly by the Institute and the Ped-
eral Govermment, it usad the biliingual approach, It was chosen for
the initial testing of the individualized instrument because it had
a sizeeble number of upper grade students, thus permitting evaluation
of ths upper rauges of the imstrument., After ail the students in
grades one to five had been tested, individvally and on the group test,
scores on the group and individualized teets were correlated., They
showed a Pearson's r of 748 (n = T7). This was taken to indicate
that the individualized test did appear to measure some aspects of
reading comprehension, Testing in Chenalhc was not repeated, but the

individualized test was administered in Oxchuc and Zinacantan,




Table 2, Scoring Key for the Individualized Reading Test

Score Explanation

—e—

0 Cannot answer two of three questions in
test la, with instructions and questions
given in tke mother language

Misses at least four questions on tests:
la-1b
1b-2a
2a-2b

Misses at least four questions on test:

-3 O\ & W N
-3 O\ W
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Collection of the Data

Since the enviromment in vhich these schools exist is Gifferent
from that commonly encountered in the United States, it may be appro-
priste at chis point to incliude a somewhat more detailed description
of the gathering of the data than would normally be done. The inves-
tigator traveled in the company of one or more guides, by horse, and
with one or more pack animals, Upon arriviig at a schooi she would
introduce herself and present the credentials supplied by the Inspect-
or of the Zone and possibly by the Institute's Director of Education.
The investigator and her guides would be housed, usually in the back
of a classroom, and the gathering of the data would begin shortly
thereafter. The teacher would make & few introductory remerks to the
students in Spanish, Tzotzil, or Tzeltal, according to his custom.
The investigator would follow these with her own introductory remarks
in Spanish, saying that the students should mot be afraid, that this
was a study comparing many schools, and that they should try to do
their best but in no way would be panalized for poor results. This
was immediately translated intc the mothers language by her assistant,
Tests were called tests as such (pruebas).

In order to help the students become scmewhat accustomed to the
test situation and te this investigator and her assistant, three draw-
ing tests were administered prior to the group test of reading compre-
hension, which “as the principal instrument of this atudq. The pur-
pose of these initial tests was not to obtain data for equating pop-
ulations. as would be common in the United States; bhut to provide a




butfer period prior to the administration of the group test of read-
ing comprehension. By this process it was hoped thst the students
would become accustomed to the investigator and her assiatént s lose
some of their fearfulness, learn that the two outsiders could be de-
pended upon for help and direction, become accustomed to hearing and
responding to alightly different speech patterns (the investigator
in Spanish and her Indiat} assistant in both Spanish and the mother
languege), and become acquainted with our testing procedures. The
provision of pre-test experience has previcusly been shown to be Ge-
sirable with Highland Maya youngsters (Modisno 1962).

The battery of buffer tests consisted of the Bender-Gestalt
(Bender 1946), The House-Tree-Two Person-Animal set (Buck 1948;
Schwartz and Rosenberg 1955), and the RYD) (Maccoby 1958). The first
two tests were administered in group form to entire classroom groups,
by the investigator, who gave all instructions in Spanish, and by
her assistant, vho translated these instructions into the mother lan-
guage,

After the Bender-Casstslt and E-T-PP-A were completed, the
teacher was asked to indicate which students wer: able to "... under-
stand what they read in Spenish", for inclusion in further testing
in draving and in reading. This group of students, nominated for
further testing by their teachers, waz counted, as were those not so
nominated, The proportion of students nominated for testing was com-
puted, by approach to reading instruction within each mmnicipio.
These proportions were later compared to test the hypothesis that




sigaificantly larger proportions would be nominated in the sll-Spanigh
schools (see pp. 90 to 92).

The nominated students were first given the RYDO (Now You Draw
One) test (Maccoby 1958), which consists of a four-page booklet, On
the left-hand side of each page is a drawing (leaf, flower, fish,
duck), Above each picture is written, "This is a (name of object)."
Above the other half of the paper is written "Now you draw a (name
of object).” The investigator read the directions to the students;
they were encouraged to read aloud with her. These directions were
given in Spanish only.

As the students finished, a rest period was offered, but they
often asked to continue, This was taken as an indication that the
buffer tests had served their purpose and that the studenis had be-
come somevwhat accustomed to tbe testing situation, the investigator,
and her assistant,

The principal instrument of this study, the group test of read-
ing comprehension, was now administered (see Appendix C)., After the
students had t.lled in the identifying data, the three sample items
accompanying the first section of the test were demonstrated., The
words of each of these items were written on the blackboard. Atten-
tion was called to the first drawing, and students were asked to
name it, which they readily did., They were then asked to read each
of the three words, and to say which named the picture, The inves-
tigator drew a large X on the correct response and told the students

to do the same on their papers. Every pasper was then checked, The
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pictures to the right and below the first were demonstrated in the
same way. The students were then told to continue working with the
remeinder of the pictures, and their work wes again checked to see

- that they followed the instructions., As each one finished, he wes

| told, individually, to continue with the page of written directions.
No additional reading or interpretation was offered at this noint,

?- As the students finished this section they were sent out of the class-

k room to rest, relax and play. When the last student had finished

the section of directions and had been able to rest for a few minutes,

» all were called together again, to complete the test,

The investigator read the instructions and then the firest sample
paragraph of the final gection of the test to the group. She then
read the two accompanying sentences. Students were encouraged to
give the correct answers., After the first senternce was answered cor-
rectly all students were told to draw an X over the correct response on
their papers; their work was checked, The same was done with the
second sentence. The next sample paragraph was then read aloud, as
was the first vesponse sentence; agein, the correct response was eli-
cited, students were told to mark their papers, and eachb paper was
checked, The sams waes dome with each of the remsining three senten-
ceg, The students were then told to complete the test, As they be-
gan. to work they were ggain checked to make sure that al: the sample
ﬁcm were answerad corractly. As they finished ths test, their
papers were collected and they were sent outside to play. After all
testing had been completed, all the students in a school and all

L
P v




their teachers were thanked and given candy.

In Chenalho the teacher was then asked sbout his hamlet and
school (see Appendix 2), and to rank the nominated students &:cord-
ing to his estimate of their reading comprehension in Spanish., The
a8chool visit ended at this point, and the investigator and her guides
proceeded to the next school. They spent an average of half a day
treveling between schools, and sbout a day and a half at each school.
The NYDO and group reading teat were always administered on the same
day.

In Oxchuc and Zinacantan, vhere the individualized test was
administered, its adiministration began shortly after :he group test
was completed. In these municipios the length of the school wvisits

varied consideradly, depending on the number of students examiped
individualily. Some visitz lasted no longer than the one and a half
days of Chenalho, while some lasted up to five schooi days, for an

averade of two schools per week.

Relisbility and Validity ol the Group Reading Test

The internal reliability of the group test was determined by
the split-half method, using the Spearmem-Brown formula., Tbe result-
ing correlation was 965 (n = L55).

The val.dity of the group test is demonstrated doth by its de-
sign, for it uses material common to the lives of Hlgbliand Maya child-
ren and follows the formats of several - “sts of reading ccaprehension
currently in use in the United States (sce pp. 72 to 73); and statis-

tically. Ome statistical indication of validity used was a comparison
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of teachers' estimates of students' reading comprehension with their
scoreg on the group test, Teachers were asked to rank thei: students,
These within-class ranks were conv ted into standard scores, using
Hull'e method (1928). Students' . sres on the group reading test
were also ranked within classes and these ranks were converted into
standard scores by the same method. The two sets of comverted scores
vere correlated, giving a Pearson's r of 492 (n = !4113; gee Teble 3),

This correlation (.492) comperes favorsbly with other compari-
sons between teachers' estimates and test scores (Henig 1949; Kottmeyer
1947; Lee and others 193%); for the purposes of this study it may be
considered to be a more than adequate indication of validity (Crombach
and Gleser 1935),

It was felt, however, that the value of the group reading test,
the principal instiument of this study, would be enhanced by obtaining
additional comparisons. Two such measures were obtained, an individ-
ualized test of reading comprehension designed and administered by
this investigator, and scores on the end-of-year promotional ecxamina-
tiorg of ths fecretart
of each of these measures were not ascertained, However, both did

show construct validity,

3The mumber of cases is smsller than the total sample of LS55 be-
causge two teaclers were umable to rank their students. In one case
the teacher was absent and another made the selection. In the other
case, the teacher had just been transferred to the school and did not
know his pupiis well enough to renk them,
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The individualized test (see Appendix C), used for subject mat-
ter local materials designed for teaching reading to Indians and cur-
rently out of print, followed a format similar to individualized
tests of reading comprehension currently in use in the United States,
and used a scoring system similar to ones found on several intelli-
gence and individualized reading tests also currently in use in the
United Stetes {see pp. T4 to 77). The correlation between scores on
the group ard individualized tests was .651 (n = 316; see Table 3),
This compares favorably with other inter-test correlations of group
reading comprehension tests and individualized measures of reading
Comprehension, academic ebility, and verbal intelligence (Gates
1958b; Stroud, Hieromymous, and McKee 1957; Van Alstyne 1961),

The other measure which wes used to indicate the validity of
the group reading test was the comprehension sec&ion of the end-of-
year promotiomal examinations distributed to all Highland schools
by the Federsl Secretariat of Education. These tests are limited in
that they consist of only ome story followed by five questions; there
are no data available on their general relisbility and validity; the
material, which varies in difficulty according to grade level, is
often foreign to the lives of Highlend Maya children; and the teachers
who administered the tests were often reputed by their inspactors
to cheat in the administration or grading of these tests (see p. 61).
Nevertheless the tests did follow a format Common to reading compre-
hension tests, of a story followed by questions, and did represent

an additionsl source of evaluative data,




Gince the eud-of-year examinations differed from one grade to
enother and the reading comprehension sections were uniformly five
questions long, thus giving a maximum score of five at any grade
level, it was necessary to first combine test scores into a single
scale, To give a student full credit (five points) for each pre-
ceding grade would be to imply complete mastery of all preceding
material, or that a student scoring zero on the fifth grade test
read with greater comprebension than a student scoring five on the
fourth grade exam; such an assumption, allowing for no overlapping,
would be erroneous, To combine test scores by miltiplying them by
a student's grade would be to imply that some advanced students could
not read, or that a fifth grader scoring zero could not comprehend
reading better than a first grader scoring gero; this might be equal-
1y erroneous for school systems which promoted only for desmonstrated
mastery of material.

It was therefrre decided to combine the test scores into a single
scale, by means of the formula

Converted Score = 5(G-1) + X(G+1)
<

where G = school grade and X = test score, The exprsssion 5(G-1) is
an expression of the grade end has the effect of giving credit for
all previous grades, The exprecsion X(G+1l) i8 an expression of the
test score, and provides for increased welght for higher grades., The
converted score is the average of the two, The formuls provides for
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overlapping of scores and increased spread within grades from one
grade to the next (sec Table L),

The resulting correlation between the group test of resding
comprehension and the gm:prehansion sections of the end-of-year pro-
motional examinations was .572(n = 104; see Teble 3), This, too,
compares favorably with other correlations among group tests (Finley
1963; Harcourt, Brace and World 1962; Tiegs and Clark 1957).

The correlation between the promotionsal examination and the
individualized test was ,561 (n = 97); between the promotiomal ex-
amination and teachers' estimates, ,537 (n = 84); between the individ-
ualized test and teachers! estimates, 428 (n = 303; see Table 3).




Table 4, Matrix for Conversion of Scores on the Reading
Comprehension Sections of the Promotiomal Exeminations

Test Score (X) School Grade {G)
| 1 2 3 L
’ 0 0.0 2.5 5.0 Te5
1o 1.0 4.0 7.0  10.0
2 2,0 5¢5 9.0 12,5
3 3.0 T.0 11.0 15.0
: 4 4,0 8.5  13.0  1T.5
5 5.0 10,0 15.0 20,0

Converted Score = 5(G-1) ‘;': X(Gw1)




CHAPTER VI
-3 TEST RESULTS

The purpese of this study was to examine the hypothesis, impli-
cit in educational policies throughout the United States, that chil-
dren of linguistic minorities learn to read with greater comprehen-
sion in the national language when all reading instruction is offered
in that language than when they first learn to read in the mother
tongue., To test this hypothesis two indications of reading compre-
hension in the naticnal language were obtained from students attend-
ing schools representing each of the approaches in each of three
Indian municipios (tribal areee) in Chiapas, Mexico., Some of thege

students attended Federal or State schools in which all reading in-
struction was offered in Spanish; some attended National Indian In-
stitute schools in vhich literacy was taught in the mother tongue
prior to Spanish,

One indication of reading comprehension was teachers' evalua-
tions, On the day of testing they were asked to nominate "...all of
your students who are able to understand vhat they read in Spenish,"
The proporticns of nominated students were computed for each of the
sub-groups (approach : municipio). The proportions representing each
approach were cmd, by municipio and for thc overall sample, by
means of 2x2 Chi-squares {see Table 5), The other indication of read-
ing comprebsnsion used to evaluate the hypothesis of the study was

students' scores on the group test of reading comprehension., Thesge
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scores were compared, by approach, by means of an analysis of veri-
snce (see Table T),

Differences between Proportions

The hypothesis of this study, that students who received all
reading instruction in the nazional language would read with greater
comprehersion in that languesz: than would studsnts who first learned
to read in their mother tongue, was not upheld ¥hen teachers were
asked to select from among their pupils those who could read with
compreheneion in the national language. In Oxchuc the proportion of
students nominated for testing was significaatly greater in schools
using the bilingual approach; in the other two manicipios the differ-
ences between proportions were not significent but did indicate trends
in favor of the bilingual approach.

For the overall sample approximately 20 per cent of the students
in the all-Spanish Federal and State schools were nominated for test-
ing. Approximately 37 per cent were nominated in the bilingusl In-
stitute schools, Thit difference favors the bilingual approach bde-

ynnﬂ +ha NN lavel of wech=X41

oUVL LBVEL OF Provavility (Chi-square = 53.135; see Table 5),
In Chenalho approximately 23 per cent of the students in State

and Federal schools vere nominated for testing, Close to 25 per cent
vere nominated in Institute schools, The difference is not signifi-
cant (Chi-square = ,216), but does show e trend in favor of the bi-
lingual approach.

In Oxchuc approximately 15 per cent of the students in Federal
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schools were nominated for testing, Approximately 41 per cent were
uminated in Institute schools, This difference favqra the bilingual
approach beyond the .00L level of probability (Chi-square = 66,512).

In Zinacantan close to 30 per cent of the students in Siate
schools were nominated for testing., Close to 42 per cent were nomina-
ted in 'Inatitute schools., Again this difference is not significent
(Chi-square = 1.331), but does show a trend im favor of the bilingual
approach,

The teachers had been asked to indicate ".,.all of your students
who can understand whet they read in Spanish"; beyond this they were
not helped to defline their criteria for reading comprehieneion, Could
1t be that Institute teachers were less stringent in their selections?
An examinatiog of the scores on the group reading test will help to
clarify this question,

Differences on the Group Reading Test

Again the hypothesis of this study, favoring the monolingual
approach to reading instruction, was not urheld; there was a signi-
ficant difference betwssr scores in favor of the bilingual Institute
schools,

The mean score om the group reading test in State and Federal
schools vas 41.59; in Institute schools it was 50.30 (see Tables 6 and
T). Vhex scores on the group test were compared, using sn analysis
of variance (Edwerds 1965:140-148), the aifference between these means
was found to be significant at beyond the .0l level of probability
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(F = 14,i22), Within each municipio mean scores in Institute schools
were higher than ip Federal and State schools, It thus appears that
Institute teachers, who selected larger proportions of their studerts
for teating, were at least, if not more, stringent in their nominations
than were teachers in Federal and State Schools, Not oniy did the
teachers using the bilingual approach nominate more of their students
for testing, but their students scored higher on the group test of
reading comprehension,

Differences among the municipios did not support initial ex-

pectations either, Chenalho, Oxchuc, and Zinacantan were selected
because of their differing attitudes toward schooling. Oxchuc was
considered to be the most enthusiestic, Zinacantan the most resist-
ant, and Chenslho somewhere in between. On the group test Zinacantan
averaged the highest (50.28), Chenalho the lowest (38.55), and Oxchuc
in between (49.96), The mean for Oxchne is heavily weighted in favor

of the Institute schiools (187 were tested in Institute schools as
egeinst 5L in Federal schools); an unweighted mean would be closer
to bk, Had the numbers for each approach been epproximately equal

in the other two municipio~ the overall mean for Chenalho would have

been about 40; in Zinacantan it would heve been about 50. These dif-
ferences among the municiplos are significant at beyond the .0l level
of probebility (F > 10,881; see Table 7).

Wby did studeats in Zinacantasn, iuitially e-pected to score low-
est, score hi,.2st on the group reading test? During the course of

voe Tield study, observing the youngsters in school and at play, this
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investigator came to feel that these of Zinacantan and of peighboring
Charmle (not included in the ssmple) were, as & group, considersbly
brighter at learning school tasks, including literacy, than were
their peere in other Highland mmicipics. This imp.ession was based

not so much on the test scores as on the greater speed '-(ith vhich
they appearsd to learn their lesscns, their out-going, questioning, _
even "fresh" behavior with one another, with teachaxjs, and with other
persons im authority roles, and their readiness to question and re- :
p_hrase nevly learned concepts, This impression, with the concurrent
question of how youngsters of a "culturally very disadvantaged” group
become so bright, merits further study.

It has also been srgued that the pecple of Zinacautan and
Chamula have become more resistant to acculturation then have any
other Highland tribes because of their greater contact with mestizos
for many years (all of the Zinacantan schools visited during the
course of this study were located on or near the Pan American Bighway).
This greater contact, while awakening increased resistance to accultura-
tion, may have more recently awakened a greater understanding of and
motivation towaird literacy than in the more remote mv.mic:i.pios.1

]Zinacantan and Chamula have basically the same economy as do
the other Highland municipios, but less land per capita is availabie
for cultivation; few men can plant a sufficient food supply for their
families, To supplement their crops meny Zinacantecans rent or buy
land for corn cultivation in near-by lowlands; Chamulas resort more
to the sale of home-manufactured items, especially liquor, or to
salaried labor away from the minicipio., Each of these groups trades
more in San Cristobal than does any other.
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Other Daia

Additionsl evidence points toward the greater efficacy of teach-
ing literacy in the mother language (see Tables 8 and 9), While ail
schrol systems enrolled approximately the same proportions of total
hamlet populations, and the Federal and Stgte echcols could hoast of

a somevhat higher schcol attendance (Chi-square = 5.959, 4f = 1, p, ,05),
other signs, such as levels of adult literacy and proportions of lit-

erate girls, indicate that schools using the mother language reached
their commnities with somevhat greater effect. There was a higher
degree of adult literacy in Spanish in communities served by bilingual
Institute schools, even though these schools had shorter histories
(Institute schools had been in existence an average of 11.5 years at
the time of visitation, the others 26.5 years; see also Table 8).

Institute schools were also better able to reach the more re-
sistant members of the child populations, the girls. They had a
higher percentage of female registration (35.5 per cent of total en-
rollment in Institute schools as against 14,7 per cent in the other
schools), and a higher percentage of girls in attendance were nomina-
ted for testing (24 per cent in Institute schools as against 3 per
cent in the cthers; see Table §).

Of the girls who were tested, thoze in Federal and State schools
(n = 7) showved a mean of 23.7T1 on\the group reading test; girls in
Institute schools (r = 68) shewed a mean of 31.25 (see Table 9). The

difference, while not significant statistically, does favor the
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Table 9, Differences between Sexes on the Group Reading Test

o Language of Initial

- Reading Instruccion o Boys Girls

i National Lenguage

- (Pederal and State Schools)

N Mean 42,39 23.T1

| sD 18.52 13.87

. Range ‘ 0-81 2-51

},-__ Madian 42.25 23.75

3“ Number 158 T

N Mother Language

- (Institute Schools)

| Mean 53.90 31.25

L Range 2-84 0-67

o Kumber 222 68

- Total Sample

) Mean 49,11 30.55

- 8D 19.70 25.TT

- Range 0-8l 0-67

Median 51.7T2 36.67

u Number - 380 5

|

=

- t (between approaches) k.61 1.163
PO .001 IB
t (between sexes) 9.617

Pe 001
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bilingual Institute schnols (the inequality of n's of 7 and 68 should
also be borne in mind). Boys in Feu:ral anC State schools (n = 158)
gshowed a mean of %2.39 on the group reading test; in Institute schools
boys avevaged 53.90 (n = 222), This difference is significant at be-
yond the .00l level of probability (t = 4.61, af = 378). The differ-
ence between the overall means of boys (49,11 and of girls (30.55)
is also significant at beyond the .00l level of probability (t = 9.617,
af = b53).

It would have been desirable to distinguish between the effects
of the language cf instruction in the initial teaching of reading and
teachers' ethnic identifications. To do this it would have been necess-
ary to locate a sizeable group of schools in which local Indians taught
in the national language and another group in whicﬁ mestizos approached
reading through the mother tongue .' None of the latter and only two of
the former were located, both in Chanalho, With a sample as limited
as this, at best only a trend can be indicated; however, an examina-
tion of the data may throw some light on the subject (see Table 10).

The two Indian teachers who gave all reading instruction in
Spanish were directors of the two State schools in Chenalho; the Fed-
eral schools in that municipio were staffed exclusively by mestizos,
In the State schools the studentc showed a mean of 35.55 (n = 40) on
the group reading test. For the Federal schools the mean was 28.85
(n = 26). In the bilingual Institute schools, with Indian teachers

vho approached rezding through the mother tomguc, the mean was 46,1k

(n = 49)., The Aifference between means in Federal and State schcols
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Teble 10 Differences among Students of ‘ndians who Taught

Reading Only lz the National Language &nd Two

Other Groups of Teachers in Chenalho

I I Iiz
Teachers Indian Mestizo Indian
Language of Initial National National Mother
Reading Instruction Language Language Language
Mean 35.55 28.85 46,14
SD 22,602 28,913 14,887
Range 0-81 2-65 14-73
Median 29,50 26.17 47,75
Number ko 26 49
b (I. » at = 6’4,33
t (I , a2 =87, p .05
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was not significant (t = 1,626); between State and Inustitute schools

1t vas (t = 2.621, p .05).
Cn the basis of this date it appears that while students learn-

ed to read with comprebension in the national lenguage more effectlive-
1y with teachers of their own ethnic background, they learned still
more effectively when reading instruction was approached throw, .he
mother tongue.

Conclusion

The purpose of this study was to test the hypothesis, implicit
in educational policies throughout the United States, that reading is
best comprehended in the national language vhen it is first learned
in that language by a student who speaks a different mother tongue.
This hypothesis was mot upheld by the data of this study. On the con-
trary, when youngsters who Pirst learned to read in their mother ton-
gue were compared with others who had received all instruction in the
national language, a higher proportien of the former became literate
in the national language and read in it with cignificantly greater

comprehenczion.

©

ERIC

Aruitoxt provided by Eic:




104

CHAPTER VII

AN OVERVIEW

Summerv of the Study

The purpose of this study wae to compare two avproaches to the
teaching of reading in the national language to children of linguistic
minorities, The hypothesis was that these children learn to read with

’: greater comprehension in the mational language when they recelve all

| reading instruction in that language rather than when they first be-
come literate in the mother tongue; this hypothesis is implicit in
educational policies throughout the United States,

To test the hypothesis it was planned to eveluate the rational
language reading comprehension of students belonging to a linguistic
minority, some of whom had received all reading instruction in the
national language and some of whom bal first learned to read in the
mother tongue, No situation existed within the United States in which

both approaches were followed on a scole large encugh to allow ade-

quate evaluation, The study was therefore conducted in three tribsal

settings in Mexico, where each of the tribes exhibited a differing
attitude toward schooling.
Matched semples representing each of the two teaching approaches

were selected within each of three municipios (tribal sreas). A test

of reading comprehension in Spanish was developed and admin'stered to
students in the selected schools, the reliebility and validity oi the

instrument were established for the sample, and the test results were




analyzed statistically. Apolher messure used to evaluate the hypoih-
egig waa the proportions of students deaigmat@ﬁ by their teachers as
litergte in the pationsl lenguage. Chi-squares and an alaliysis of
varignce were the principal statistical procedures used to evaluate
tke hypothesis.

When the proportions of students degignated by thely teachers
a8 able to read with s comprehensizn in Spanish were cowpared in
the overall sample by approech Lo reading instruction, the propor.
tion of students who bad first learmed to reed in the mother tongue
was significantly higher (Chi-square = 53,135, p .001); difforences

favoring the bilingual approach existed within each of the mmnicipica.

When scores on the group test of reading comprehension were
compared, those who had become literate in the mother tongue prior to
reading in Spanish scored significantly higher than the oihersg
(F = 14,122, p .01); significant differences in reading comprehen-

sion were also noted among the municipics {F = 10,881, p .01}, The

internal reliability of the instrument was demonstrsted by the split-
balf method {r = ,965, n = U55), Its validity wes demonstrated both
threugh ils construction, for it used maiterisl common to the lives
of Highlend Maya children and followed the formets of sewversl tests
of reading comprehension currently in use in the United Ststem; and
statistically, by comparirg it with three other indications nf read-
ing comprehension {r; = .k92, ry = ,651, ry 2572}

It was also shows that a significantly higher propertion of

adults in hamlets served by bilingual schools beceme literzie in the




national language (Chi-square = 35.964, p  .00l), and that these
schoole were .etter able to reach the more resistant members of
their communities, th=a girls.

The hypothesiz of the study, that stulents who rereived all
reading instruction jx th national language would read with greater
comprehension ia that language than would those who first became 1lit-
erate in their mother tongue. did not stand up under the scrutiny of
the Aata. On the contrary, it now appears trat children of linguistic
minorities learn to read with greater comprehension in the national

language vwhen the r first become literate in the mother tongue.

Cenclusions

The eviderce of this siudy -- the nigher proportion of liter-
ate students, the higher level of reading comprehension, the higher
proportion of literate adults -- all point to the efficacy of ap-
proacuing reuding in the national language through the mother tongue.
Children whc learn to read this way learn one new skill, reading;
the muterial they study, once read, has meaning, That mearing is

essential lo readivy comprehneasion has been pointed out repeatedly

(see, for exampie, Bruner 1957, 1958; Crosby 1959; Durrell 1962;

Smith and Dechant 1961; Stricklend 1958). When students in thes bi-
lipgual Institute schoois were told that a symbol hsd a certain
sound (for example that "am" had the sound "mrm") they were shown a
word or phrase with an acccupanying picture, both of which had mean-

ing for them., They were not shown s symbol and told & word walch
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for them had no significence; they did not have to mewucrize a strange
sound and a strange symbol and try to understand vhat this was all
about from & teacher who might rot have spoken their language, but
vho, in any case, explained by pointing and perhaps shouting and by
encouraging imitation, rather than by a clear and rational explana-
tion of something already half understood., We may theorize, based
on the daty of this study, that to learn only ons new skill from e
sea of material already understood is easier than to learn two new
and different skills éimultaneously.

It may be argued that while the findings of this study are ap-
plicable to members of isolated communities, they do not hold for
groups in constant contact with the national language, groups such
as urban linguistic minorities, The data of this study throws such
an argument into question; the youngsters who lived in greatest con-
tact with the national language, the Zinacantecans, while showing
generally higher levels of reading comprehension than any other
group, continued to show the usual sguperiority in the bilinguel
schools,

Indeed, the only people for whom exception might be made would
be those who are highly prejudiced agaimst bilingual educatlon apd
might resist reading in the mother tongue. Such prejudice was in-
dicated for paris of Afriga when under British rule, when bilingual
education was scmetimes equated wilk faferior education for Africans,
208 vhen those who wished to attend British Universities bhad to re-

celve their edu-stiom im the sll-Englisb schools of the ruling class,
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Once equality of education, beyond the initial teaching of reading,
is yuaranteed, local prejudices would prcbably die arnd exceptions
from bilingual teaching be questionable, Evidence from the same
British colonlies indicates that even in prejudiced communities stu-
dents receiving bilingual instruction did learn to read with greater
comprehension in English than did those who were taught exclusively
in the government's language {see, for exemple, Grieve ard Taylor
1952; Thurlbeck 1934; Welsh 1934),

It might also be argued that where stud~uts learn to read with
one system of sound transcription and switch into another, as from
Spanish to English, or when they mowve from cne alphsbet to another,
as from Hindi to English, their reading comprehension in the second
language 18 hampered, This has been discradited by Gray, who showed
that reading is essentlally the same for ail styles of transcription,
including ideographs, and for all langusges (1956:43-60); he did not
examine whether it would tak: longer to master new sound-symbol cor-
respondencies under such circumstasnces,

Teachers' ethnic orientations may also play & role in students’
achievenent of reading compreilension in the national language. Dur-
ing the course of thiw study it was observed that teachers who ap-
proeached reading instruction through the mother tongue did differ
solmewant from those who used the patiomal lenguege. There were 4ifr-
ferences in academic prepasration spd professionsl treindng, in was-

tery of the matiomel emd local lzaguages, in sophdstication inm the

netiopal apd locsl culiuresg, and, to & lesger degree, in avtitudes




f
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toward students,

The teachers who approachzad reading through the mother tongue
were not, as a group, as well trained as the others, their mastery
of the national language was poorer, their genmeral =~ademic level
lower, and their understanding of what schooling should be all about K
much more limited, However, they did have certain advantages which
may heve been reflected in the work of their students; they were
themselves, of the local or a neighboring tribe, easily able to com-
minicate in the vernacular when they chose to do 8o, and equipped
with an iruate understanding of many aspects of the local culture,.

In favor of the all-Spanish teachers were their greater mastery
of the national language, their generally higher levels of schooling,
and that many of them had received training in teaching methods and
at least some orientation toward educaiional theory. To their dis-
advantage were, for som*, more negetive attitudes toward the local
commupities, for others, limitea ability to communicate in the ver-
nacular, tor others, little understending of the local culture, and
for some, a combination of all three,

Both groups of teachers were alike 1n regpect to the content
they covered once students had begun to read; it was not observed
that one group was superior to the otker in overall teaching tech-
nlaues.

In order %o unravel the relative effects of teachers'! ethuic
orientations imcluding ability to comounicate in the vernaculsr, sud

the language of igstruction im the iodiisl teaching of wesdiog, 1t
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would have been disirable to compare schools in which mestizos taught
in the vernacular with schools in widch Indians taught in Spanich.
Nore of the Fformer and only two of the latter were located during

the course of this study. Students of the two Indian teachers who
used Spanish exclusively for reading instruction read with greater
comprehension than did their peers studying under mestizos; however,
they read with significantly less comnrehension than those who first
learned to read in the mother language. Based on this evidence it
appears that teachers' ethnic orientations snd attitudes do influence,
but not outweigh, the language of instruction in tE? initial teaching
of reading as_factors in reading comprehersioa in tﬁe naticvaal lan-

guage., This question merits further study.

Impiications for Further Study

There are implications for at least three further studies aris-
ing from this one., They include replication, a further attempt to un-
ravel relative weights of teaschers!' attitudes and the language of iun-
struction as factors in readivg comprehension, and an appraisal of
the cognitive development of Highland Indian childrem, especislly
those of Zinacantan and Chamuls.

Replication studies are always in order, both with groups gimd. -
lar to the original, and with others., Wodle it is this ipvestigator's
impression that the results of this study are generslly applicable,
204 effort was made toverd this end by conducting the study smong
tiree trdbel groupz kmown to heve daflfering stritudes toward school-

g, tie avb-groups Ald bave neay comeonslitics of langusge and




111

culture. Whether or not the results of this study would stand for
r2mbers of culturally very difierent groups I1s worthy of invesiiga-
tion. Certainly a replication among other linguistic minorities is
indicated, It 18 further indiceted that replicatioms be conducted
not only ancag isolated peoples, bu® also among minorities which ex-
perience much contact with the national language. For example, it

— would be desirable to comduct and evaluate an experimental program

'f’ with Spanish-speaking children In New York, the Southwest, for Calif-
ornia, to determine whether the findings of this study hold for
groups which var - in their cohesiveness and which have greater con-

» tact with the dominant culture,

| . The design of this study should be easy to replicate; it is a

- quite common design (Campbell and Stanly 1963), imvolving the selection
of matched samples, the selection or creation of a test instrument,
the administretion of that instrument, an appraisal of the results

‘ which relies heavily on statistical analysis, and a discussion of

possible causal factors, The princinal instrument used for the study

wvas & grovp test of reading comprehension in the national larguage.

In any study care should be taken to insure thst the subject matter

of the test iastrument be meandingful to ths subjects.

Another study arising from this one would be am effort to ex-
amine the pripcipal and secopdexry factoxa lesddng to vesndlog Coiwpoe -

beoglon 1n the nationsl lsoguage. How much doos the languase ol 1n

O]

gtracilon, a2 oppoged to teachers' ethwic oriemtetions, affect vend

ing cowoprebension? How mwch do teacheces® attituvdes 1ndluence Lheiy
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gstudente' work? Is it necessary that a teacher be avle to communi-
cate extensively end subtly with begluning students for them to learn
effectively, or is instructional method the crucial factor? In the
case of reading instruction in the national language for members of
1inguistic mirorities, does comprehension in the nationsl language
depend more on the language of initial teaching or on relationships
between teacher and students? To restate this question in terms re-
ceiving much attention in the United States, would a teacher less
gkilled, less schooled, less understanding of educational theory,
less versed in subtleties of teaching method, be more effective with
minority children in begiuning grades when he himgelf is of their
background end only sufficiently skilled in the dominant culture to
afford them some initial entree into it; or is a well educated, well
trained, kindly but culturally naive, teacher more effective? This
question merits further investigation.

A third study growing out of this one would be an evaluation of
this investigator's impressicn that Highland Maya Children, especlally
those of Zinacantan and Chamula, are exceptiomally bright at learniong
school tasks. If this be 8o, what aspects of the culture create the
geester aptitude? Does the key lie 1o approaches to child rearing?
s it in the degree of contect with the domipant culture? I3 i¢ s
cultural ettitude towerd learning, exploration, spd maonipulation or
the covivoument? Dozs 1t exiend to greater aptitvde Tor the type of
abutiract ressondng iuvolved in ouwr wore advancod golences? Thow

El

guewsi lona 811 suggeet Turtbov tovestigation,
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infant mortality
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size —ROe rooms .
¢. no, teachars, Indian__ — Ladino_____ .
de enrollment —~—— .
e, average ;ttendance '
RO, 4 no, VA
2 .
oyo_____ — ;
girls__ o  — ' —
11, Informant, name___ .
a, vrole_ _ .
be attftude -

©

ERIC

PAFulToxt Provided by ERIC




L7

Leachar-Pupdl Date
' ITrogher's name .
k3 rade(s) Age Sex Paraje
- B iadian? @alary Years of teaching

Irainings Pre-service

i In-service '

- Class sizes registered | present reading test

% tested
boys ‘

girls - ) 3
total .

zc distribution absemtues present. tested
teacher!s egt, €D X Range SD X Range

Joily schedul§_¥

honthiy-yearly language curriculum

L 2K N

Indications of teacher autonomy
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g .

B  Pupil promotion, basis for
% promoted last year
Reporting of pupil progress

}; Tcacher's attitudess

iy

;Cdmo son los nifios?

¢Bs f£dcil o dificil trabajar con ellos? =

4Se siente que estd logrando lo cue quiere lograr?

.u sLe gusta trabajar en esta escuecla o preferirfa trabajar en otra? =

vaservation of teaching methods o « - « . . and pupil participations




Gredo .

Nombre y Apellidos

Edad

. Paraje

En loc siguientes cuadros taclia la ralsbra o frasse correcta:

TE
(4
.
.

| f{ { ;’7/ /7//

.".,“

marsupisl
mufleca

mariposs

comal
canasts

campestre

ple
pleza

peine

malo
macho

machete

verdadero
verguenzs

venado

palo

perro

pero

rafdo
arpa

merimba

sombra
sombrero

sefor




caja chango
cusdro pé Jaro
cada mango
i
i
humo r0jo
humor red
frio reloj

pata
pelo
pato

, bosque

benito

buscar

anillo

LX)

agua tels
aguja insecto
glfiler telsrana
sbanico vaca

gire v oJjo
avién E:::EEEP~ boca
aretes flautists
arriba trompeta

fisuts
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A rojo nango
reja manga
‘ :U ik red ‘ brazo

color la mujer cres
== collar la mujer ;
levants
: brocha la mujer les
— S |
is mujer estd el masstro
en una Jjunta ST oy distrae
(e
la mujer el el msestro
Junte flores , % dibuja X
le mujer Jjasls AM) el meestro
el vestido 9/} deja
- -]
5(‘ el hombre el nifio

. ///4?. R espanta duerme e
: W s

el hombre el niffo ‘
L\ estira firme :
el hombre ’ 3 - el niffo dice
& 7o\ escribe {:“\/, o

A i
-~ las mujeres el caballo
. pasan come
o™ T
1as mujeres gy el csballo
platican ) i bebe
¢
| las mujeres AR el caballo
: patinan % cemine

- e ey




los hombres
caminan

los hombres
cantan

los hombres
38 parsen

los muchachos
desf{lan

los muchachos
afilsn

los muchachos
destilan

el niflo rueds
el nifio rezs

el nifio rie

i
|

—

el nifio arranca
la puerts

el niffo abre
la puerta

el nifio rays
18 puerts

[ 7
las niflas se
portsan

las nifis se
peinan

las nifias se
peran

el coneju cse

¢l coneJo baila

el conejo huye

le gallins
corre

la gallins
borre

la gallina
come

— —

los nifios pier-
den canicas

los nifios Jue-
gsn canlcas

108 niffos apar-~
tan cenicas

el hombre
siempre

el hombre
siembrs

el hombre
siente

ls mujer teje

la mujer tirs

ls mujer baje




el niffo se
viste

el nifio se
viene

el nifio se
detiene

el mosquito
chillas

el mosquito
chups

el mosquito
chapotes

el pdjaro
muere

el pdjaro
vuela

el pdjaro
vuelve

les muJjeres
se miran

las mujeres
sSe gsean

las mujeres
gse slientsn

la rata gine
la mazorcs

la rata gira
la mazorca

la rata Jele
la mazorca

la muchacha
cose

la muchacha
cocinsa

1s muchachea
planchs

ls muchachsa
trae lefia

8 muchacha
platics

la muchachs
pestoreas

ei nifio sale
del 4rbol

el niflo sube
al érbol

el nifio sabe
del 4rbol
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En los siguientes cuadros tacha la palabra opuesta:

—r-
no 1t imo
s{ comid primero segundo
nunca todos
s
'3
alto dar
bueno malo sumar rastar
bajo perder
—
hermano nino
hermana primo pesado bolas
nifa ligero
papel gordo
noche dfa lleno chico
oscuridsad vac{o
ceste lado
oste norte atrés enfrente
sur enmedi.o
mafiana tomar
iuz sol mas muchos I
oscuridad menos

* 15
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Tachs @1 nombre que sea de snimal: gama, correr, gato, cCass. |

-

agua

.-

Escribe las dos letras que .faltan: ag

Escribe ests palsbra: pero .

——

Tscha este nimero: 3.

Pon un cero después del 4 .

Escribe una cruz sobre el nimero dos: 6 8 3 2 .

Tacha todas las letras qua hay en esta 1linea: 8 R 9 L 6 &L,

A

nino
Escribe 1las ietrs que falta:
nifl ]
F
Escribe uns pslabra que empiece con m: .

Tscha la letra que scbrs en gasto para que diga gzto: gasto

Tache el nombre del snimal que es mnés chico:

perro, ratén, caballo, venado.

Es¢ribe une pslabra que empiece con t: .
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————

En los siguientes cuadros hsy un cuento 8 la izquierds y unas

frases a la derecha.

a la derechs es corrects segin lo que lees en el cuento.

Tacha la palsbrs (s{) cusndo le frase

Tachs

la palsbra (no) cusndo no es corrascta

El fuepgo nos calienta
E1l fuego nos sirve pasra cocinsar.

Es sabroso sentsrse Junto &l
fuego en lss noches frias y ofr
cuentos.

(s{) (no) Trsta del fuego.

(sf) (no) Lo usamos pars hacer
la comida.

El pdjsro hizo un nido. Hizo

su nido en un érbol.

Atora el pdjaro se ec. s en el
nide. Se echs sobre los huevos.
Pronto nacerén unos pajsritos.

lm
[
)

(no) E1 péjaro se echa en
el sgua.

(no) E1 nido esté en la casa

(no) E1' pdjsro hizo un nido.

(no) No nacerér psjeritos.

TN NN N
e
M~
Ner® Np®

@
L

L,es ratas son asnimales que
hacen dsio.

Las ratas comen el mafz que
sembramos .

Tratumos Je que no entren
en las milpas. :

(8f) (no) Trata de rates.
s{

) (no) Cecmen nuestras
siembras.

(sf) (no) Son buenss.

Comemos mafz. Necesitamos el
ma{z. Preparsmos 1ls tierrs. Plan-
temos el mafz. Guardsmos el ma{z
pers que las ratss no se lo coman.
El maiz crece grande.

Ya estd listo. Recogemos la
mazorca. Guardamos 13 mazorca.
Ahors tenemos msaf{z pars. comer.

s{) (no) E1 mafz es mslo.

(sL

(8f) (no) Lo cultivemos.
(8f) (no) Lavamos ma{z.

(

8{) (no) Lo tiramos.




con agus. L: necesitamos.

Tenemos una gellina. La gallina (8f) (no) Tenemos uns gellina.
tiene pollitos. Todos los disz 1le (af) (no) Tiene pollitos.
damos de comer y le damos sgua. Ls —/ >
gallins nos da huevos. (sf) (no) Le pegamos.

(sf) (no) Nos da agua.

Una noche un snimal mslo se (s{) (no) El enimal se llevé
llevdo un pollito. Todos estamos — 7 1s gallina.
tristes.

Algunas vecgs hsey nubes en gl (8f) (no) Hay nubes negras.
clelo. Hay nubes blencas y nubes
smarillas. Hey nubes rojas y (sf) (no) Treen agua.
nubes szules. Algunas veces hay (8{) (no) Les nubes siempre
nubes grandes y negras. Algunss traen lluvis.
veces las nubes trasen lluvis.

T—

El sol sale. Es de d{s. E1l sol (8{) (no) El1 sol sale de noche.
gos da luz y calo§. En el é{s tras- (EZ) (no) Nos da luz y calor.
e:gigg:: En el dia vemos & la (8f) (no) Trabajamos en el dfa.

Cusnd= el sol se pone se hsace (81) (no) E? ;glﬁoche vemos
de noche. Algunes veces vemos 1ls (s1) (no) Por la noche dormimos.
luns. Algunss veces vemos lus = =
estrelles. Algunas veces no.

Dormimcs por la noche.
r— - ~ -

El agus nos syuds a vivir. (sf) (no) Ei agus es Gtil.
Bebmos agua. La usemos psra ,
lavar nuestrs rope. La llevamos (s) (no) g:vgie?g:apara
8 la casa en céntaros. GConservamos (2€) (no) La 1levemes en
el agus en c4ntasros. Nos baflemos -/ A=

cdntaros.
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- e e = g} e e e— e e e e o - ————— .....-1
Un niffo ceminaba por un campo. (s{) (no) Trats de un animal.
Llegé hasta un érbol. E1 érbol
ten{s frute. El1 querf{a la fruta. (s{) (ne) Csaminaba sobre el agus

Trsté de alcanzarlas, La fruta es- .
tabasmuy slta. Salté y salté, pero (s{) (no) Vié mucho dinero.
no ls pudo alcenzar. Se subié al

érbol. Se subié a una rama. Tratd (s{) (no) Trsté de aslcanzar

de alcanzsr la fruta. La rama se la fruts.

rompid. Se cayd. Se lastimé todo

sl cuerpo. _ (s{) (no) Después compré la
fruta.

(sf) (no) Se puso triste.

g
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APPEXDXX C

THE INDIVIDUALIZED T®ST (F* READING COMPREHENSION

--sDe dénde eres, Tomfs?

-=Yo soy de Oxchuc, dice Tomfs,
 J

:De dénde es Tomés?
:Es Tomés de Oxchuc?

:Es Tomfs de Huistén?

Pedro est en su casa,

Su casa tiens techo de teja,

El patio de su casa estf limpio porque barre todos los dfas,

Pedro y sa mujer estdn contenios. -

Tienen una casa bonita y iimpia,

(Bl techo es de paja?
:la casa estd limpia?

:La casa estd fea?
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1 (Zinacantan)

-~;De dénd2 eres, Lorenzo?

~-Yo soy de Zinacantan, dice Lorenzo,

(De dénde es Lorenszo?

¢Es Lorenzo de Zinacantan?

¢Es Lorenso de Chamula?

FHISEAR 300 33E860 33 33E3E8E30339838330 305858, 3355, 33 HESSE0 HHEE
Pedro estf en su casa,

Su casa tiene techo de teja,

El patio de su casa estf limpio porque barre todos los dtas,
Pedro y su mujer estén contentos,

Tienen una casa bonita y limpia,

(EL techo es de paja?
¢la casa estd limpia?

(la casa estf fea?




o P

¢Domingo es el padre de Pedro?

158

2a

Domingo es hijo de Pedro., Al levantarse, dice:
--Buenos dfas, papé.

-~Buenos dfas, hijo, contesta el papd.

-~Buenos dias, mami,

~-Buenos dfas, Domingo, contesta la mamf,

Lo primero que hace Domingo es ir por agua, Hace tres

viajes. Se lava las manos, la cara, y los pies,

(Saluda a su papd y su mamé?

tHace cinco viajes por agua?




2b

Amanece. El sol sale, Son las seis de la mafiana,

El nifio Mariano se levanta. Se lava la cara y las
manos., Barre el patio, .rae agua, y da de comer a los
animales,

Después se va a 1a escuela. Asiste todos los dfas,
Ya sabe leer bien. Su papé estd contento y lo quiere
mucho,

--Mi hijo aprenderd muchas cosas que yo no sé, dice

su papé.

tMariano se levanta a las seis?
tMariano es muy flojo?

:Su papd estd enojado?

159




Salvador y Sebastidn platican.

--Y0 tengo ocho carneros, cuatro negros y cuatro
blancos, dice Salvador, Mi hermanipaq}ps cuida todo el
dfa., Cuando tarda en llegar a la casa mi mamé va por
ella,

--Mi papd tiene diez carneros, dice Sebastifn,
Cuatro son de color café y seis son pintos de blanco y
negro., De los pintos, dos son carneritos. T& no ticnes
carneritos,

~-51, tengo carneritos, dice Salvador. Yo mismo
los cuido. Los llevo adonde hay pasto verde para que

coman, Los cuido mucho porque dan lana para los vestidos,

;1a hermanita de Salvador cuida sus carneros?
:Salvador tiene carneros de color café?

tLos dos muchachos tienen carneritos?
;Salvador no cuida a sus carneritos?

:Los carneros no son animales tiles?
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Cuentan que las peflas y las cuevas eran las casas
de los antiguos, Pero una vez llovi tanto, noche y
dfa, que la tierra desaparecié y quedo solamente pura
agua por todos lados,

No se salvaron todos los hombres, Se salvaron
unicamente los que tenfan cofres grandes, porque se
metieron dentr? y los cofres flotaban sobre el agua.

Los que se salvaron se convirtieron en péjaros,

As{ nos explicamos porque hay diferentes clases de

phjaros,

sLos antiguos vivian en casas como la gente de ahors?
:Ia tierra desaspareci$ abajc del agua?

iSe salvaron todas las mujeres?

iLos cofres grandes flotaban sobre el agua?

¢Los hombres que se salvaron volvieron pdjaros?

161




Pas® una vez que un nifio quedd huérfano. Un dia
estaba sentado a la orilla del camino, llorando, cuando
pas$ un ladino,

~-¢Por qué lloras? preguntS, Cuando el nifio dijo
que era huérfanc, el ladino se 1o llev a su casa, en
donde lo crié.,

Cuando fue ya grande el ladino le dijo:

--Ve a cuidar la milpa y después te llevaré la
ccmida,

El muchacho se fue pero el ladino no 1llevd el almuerzo
ni la comida, Ya tenfa mucha hambre y mucha sed, y entonces
comenzd a pensar en qué forma podfa satisfacerlas,

Dio dos brincos y, al tercero, empezd a levantarse
del suelo poco a poco; asf se fue volando hasta un lugar
en donde encontrd agua y comida, Desde entonces siguid
volando y ahora se llama Zopilote Rey,

¢El nific tenfa mamd y pap4?

¢El ladino crid al nifio?

El ladino mandé al muchacho a cuidar sus caballos?
¢El ladino le 112v§ su comida?

¢El nifio velvid conejo?

1628



En cierta ocasidén se encontraron en el monte el
conejo y el venado, EL venado no tenfa sombrero y el
conejo si,

--Mira, hermano, préstame tu sombrero perque yo
no tengo, dijo el venado,

--No, contesté el conejo, porque me quedo sin
sombrero,

--T# no puedes andar con ese gombrero porque eres
muy chiquito, respondid el venado; en cambio yo soy
grande y puedo andar en el monte sin que nadie me agarre,

El conejo se convencid por este razonamiento y
entregd su sombrero al venado,

Cuando el venado tuvo el suiibiero, huyd para no

volver mis, y el conejo se quedd para siempre sin sombrero,

:E1 conejo quiso el sombrero del venado?

:E1 venado dijo que el sombrero era muy grande para el
conejo?

:F1 conejo dijo que nadie le podia agarrar?

¢E1 venado agarrd el scmbrers del consjo?

¢E1 venado regresd el sombrero?




Lo

En 21 affo de 1528 fue conquistado el gran reino de
Chiapa por el capitdn Diego de Mazariegos, Los espaficles
hicieron a los ind{genas esclavos, y los hicieron trabajar
las tierras, las minas, los hicieron construir grandes
palacics y los hicieron cargar los productos del campo &
las ciudades para beneficio de 10s espafioles, Trabajaron
los indigenas sin recibir ninguna recompensa, pero s{
recibieron maltratos, azotes, fuertes castigos como si
hubieron sido animales,

Pero un cura comprendié la triste situacidén de los

ind{genas y se puso a ayudarlos, Los ensefi6 a cultivar

sl algodén, a fabricar ladrillo y teja, y muchas otras
cosas que fueron de gran utilidad para los ind{genas.
Pero les ensefié algo mis grande y ms importante; les
ensefid a leer y escribir,

También les ensefi el camino hacia la libertad, En
1a noche del 15 de septiembre de 1810 el Padre Don Miguel
Hidalgo inicib la guerra en contra de los espafioles para
la independencia de México. Por eso recordamos el 16 de
Septiembre , porque desde entonces los mexicanos luchan

por una completa independencia y libertad,

(Los espafioles ayudaron a los indigenas?

¢El cura maltratd a los campesinos?

¢E1 cura ensefié muchas cosas Gtiles a los ind{genas?
(En el 16 de Septiembre recordamos al Padre Hidalgo?

JAhora todos los mexicanos tienen su libertad completa?
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