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Introductory Comments

The need to accurately conceptualize the scope of a target

population in program dev;lopment is obvious. Some authors, in-

cluding Plata & Santos (1981) have suggested bilingual special

education program models which vary in accordance with the size

of the populati n to be addressed. Initially, literature directly

regarding the population in question will, therefore, be presented.

This material includes estimates of bilingual children in need of

special services as well as enrollment data. General language

minority population statistics are then covered as the size of

the target population appears linked to this information through-

out the literature. The extent and growth of language groups in

the United States, therefore, appears quite noteworthy. Finally

socioeconomic ties are presented.

The appendices'are:

Table I:

Table Is:

Table 2:

1980 Elementary and Secondary Schools Civil Rights
Survey, National Summary of Projected Data

Estimated numbers of persons with non-English language
backgrounds in the United States, by language and age
group: Spring 1976

Estimates of total population and of persons with non
English language backgrounds and of total school age
children in the United States by region and State:
Spring 1976

Map: Location of Language Minority Persons



Cantress (1981) indicated that one may properly anticipate a

normal bell curve in terms of the abilities of any population of

children. When graphed, a normal distribution forms a continuous,

symmetrical, bell-shaped curve. It is high in the middle, indicat-

ing a preponderance of frequencies in the vicinity of the median

and low at the ends, indicating low frequencies at both extremes of

the distribution. Certain direct measures used in behavioral sciences

(for example the height and weight of adult humans) have been found

to closely approximate this model and available evidence suggests

that many traits underlying psychological measures are normally

distributed. (Roscoe, 1975). Review of the literature addressing

the size of the bilingual handicapped student population in the United

States appears quite reflective of the normal distribution framework.

Early reports emphasize the over-representation of bilingual

and multicultural children in special education classes, especially

those for the Educably Mentally Handicapped, in comparison to their

prevalence in the total school population. Culturally and linguistic-

ally biased assessment procedures were frequently cited in this re-

gard. Mercer (1973) reported blacks seven times as likely and Mexi-

can Americans te_ times as likely to be placed in special education

in one school district in California. Data by the California Depart-

ment of Education for the entire state, reportedly, showed. Blacks

as 8.9 percent of the total public school population but 25 percent

of the Educably Mentally Handicapped classes. Spanish surnames were

15.2 percent of the total population and 23 percent of the Educably

Handicapped classes while Anglos were 72.4 and 50 percent,respectively.

(Brydenf1974
). Further, Dunn (1968) judged that about sixty to eighty

10
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percent of children in special classes come from low status

backgrounds including Black Americans, American Indians, Mexi-

can Americans and Puerto Rican Americans. Horber (1976) cited

disproportionate special education placement of bilingual children

in terms of both large numbers of educnbly mentally handicapped

and under-representation in classes for the learning disabled.

special education enrollment statistics proved basic to some

lawsuits concerning linguistically different pupils. Diana v. the

Board of Education (1970) was filed on behalf of Mexican American

children who were or would be placed in Educably Mentally Retarded

classes in California. The complaint alleged due to the use of

culturally and linguistically biased assessment instruments, namely

I.Q. teats, Mexican Americans were inappropriately placed. One month

after filing of the complaint, District Court ordered the testing

and re-testing of children in their primary languages and with

nonverbal instruments. Decisions resulting from such litigation

were among those which embraced educational legislation at the

federal level in the form of the Bilingual Education Act of 1968 as

amended by the Bilingual Education Act of 1978. (Plata and Santos,

1981).

In reviewing 6,069 school districts in the United States, the

1978 Elementary and Secondary Schools Civil Rights Survey performed

a statistical test to determine whether the disproportionate repre-

sentation of one or more groups of students in a program was signi-

ficant. (Office of Civil Rights, 1978). If the assignment to pro-

gram was done without regard to race, ethnicity, sex orcther charac-

teristic of interest then the proportionate enrollment will reportedly

be hypergeometrically distributed (sampling without replacement) with

11



a mean equal t the proportion that the group represents in the total

school enrollment. If the numbers of students were not small (four

or five) the distribution coul4 reportedly, be approximated by the

binomial distribution (sampling with replacement) . This approach

was employed as it is computationally more strident. The signifi-

cance level was set at two standard deviations away from the mean.

If a group's proportion of the total school enrollment is p and if

there are n pupils in the program in question, random ( with respect

to group membership) assignment to a program would result in an average

of np members of that group in the program. Using the binomial dis-

tribution, the standard deviation from the mean would be Ainp(1-p).

Thns a group's representation was considered disproportionate if

it was:

greater than np + 2Viip(1-?)

less than np -

Recent literature contains estimates as to the true size of the

bilingual special education population. McCormick (1980) indicated

that in light of the five million school .1ge children whose parents

native torgue is other than English reported by Reich (1975),a con-

servative estimate of five percent for children with learning dis-

abilities suggests there must be at least :'50,000 bilingual children

with learning disabilities in this country. Baca (1981) projects

420,000 students of limited English proficiency with such handicaps

as mental retardation, learning disabilities or hearing impairment

nationwide. Martinez (1981) estimates twenty-five percent native

Spanish speaking representation by the year 2000 with another seven

percent native speakers of 'other than Spanish or English and

12
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indicates a proportionate number of this thirty-two percent may

be expected to require special education.

Bergin (1980) reported that school districts experienced find-

ings from a task force established jointly by the United States

Office of Education and the Office of Civil Rights following the

Lau v. Nichols (1974) decision on behalf of Asian Americans known

as the Lau Remedies in the form of expanding bilingual programs

However, bilingual teacher complaints about the increased placement

of handicapped students in bilingual programs also surfaced. (Bergin,

1980). FUrther, Gavillan-Torres (1981) suggests that school per-

sonnel may fear using diagnostic instruments in which they have little

confidence to label as handicapped a bilingual special education stu-

dent. This is not to overlook the fact thatit is not uncommon to

still find many minority culture and/or bilingual students mis-

diagnosed and misplaced in special education programs. (Laosa, 1977;

Plata and Santos, 1981).

A report developed at the request of the House Subcommittee

on Select Education in 1981 described the Survey of Individual Edu-

cation Programs (IEP) for Handicapped Children and the 1976 and 1978

Elementary and Secondary Schools Civil Rights Surveys as the two

available sources for examining the racial/ethnic proportions of

children receiving special education. The Civil Rights surveys,

however, appear most visible in reviewing the..literature. Brown,

Hill and others (1978) reported Hispanics and whites participated

in classes for the handicapped consistent with their percentage

enrollment in the total school population citing state and national

summaries of data collected by the 1976 Civil Rights Survey. Martinez

, at=r

eijAn.:AdVki
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(1981) noted the Civil Rights Surveys as identifying 172,763

Hispanics in the United States with physical and nonphysical

handicapping conditions in 1976 and reporting 173,863 in 1978.

The aforementioned House Subcommittee emphasized the Civil Rights

Survey in it's reporting and identified it as the stronger data

source as it provides a higher percentage coverage of Black:,

Hispanic , Asian American and American Indian pupils, unlike the

IEP survey. Proportions of black, white and Hispanic representa-

tion, reportedly, did not change substantially from 1976 to 1978.

The 1978 Office of Civil Rights data shows over-representation of

minority children in some categories when compared with the white

majority and under-representation in others, all of which varied

by ethnic/racial group.

Black special education pupils were clearly over - represented

in programs for the educably mentally hanwwapped, over forty percent.

They were also reported as the top proportion (six percent) parti-

cipating in programs for the emotionally disturbed and the train-

ably mentally handicapped (4.7 percent). These students, however,

demonstrated lower proportional representation in learning disabled

and speech programs than any of the racial/ethnic groups. (House

Subcommittee, 1981) .

American Indian children represented a smaller proportion of

trainable mentally handicapped students than any other racial/ethnic

group. On the other hand, the proportion of special education Ameri-

can Indian students in learning disabled programs was reported as

greater than any other racial/ethnic group.

14



Asian Americans have the highest proportion of special

education participation in programs for the speech impaired (almost

fifty percent). In contrast, they have the lowest proportion of

participation in programs for educably mentally handicapped or

emotionally disturbed students.

As noted earlier, Hispanic:_ special education proportions are

similiar to those of whites. In comparison to whites, however,

Hispanic children appear slightly under-represented in programs

for the educably mentally handicapped and speech impaired.

Finally, projected data from National Summaries of the more

recent, 1980, Elementary and Elementary and Secondary Schools

Civil Rights survey, reports enrollment as American Indian .8

percent, Asian American 1.9 percent, Hispanic 8.0 percent and

Black American 16.1 percent. Black special education students

represented 38.7 percent of the EMR classes and16 percent of LD.

American Indians were .9 percent EMR and 1.0 LD.while Asian Ameri-

cans were .4 percent EMR, 1.5 zpeech impaired and .8 percent LD.



-7-

General language Minority Population Data

Grant and Eiden (1982) reported school enrollment data by

race or ethnicity citing unpublished Abta from the 1980 Elementary

and Secondary Schools Civil Rights Survey as their source. Nationally,

Hispanics represented eight percent (3,179,345), Asian or Pacific

Islanders 1.9 percent (249,003) and American Indian/Alaskan Native

.8 percent (305,730). Notes, however, indicated the survey

tabulations excluded approximately 1,152,000 not reported by race

or ethnicity. Census data of 1970 suggested approximately ten

percent of the school-age population of the United States natively

spoke a language other than English while an even greater number

possessed a limited understanding of Ehglish.(Sabatino and others,

1972). Throughout recent literature considerable reference is

made to the Spring 1976 Survey of Income and Education in defining

the demography of non- English language background persons in the

United States. Brown, Hill and others (1978) from this survey

indicated five million of the now-approximately twenty-eight

million persons with native languages other than English or

living in households in which languages other than English were spoken

were children. Of school-age (six to eighteen) one in ten reported-

ly have such a language background. Mowder (1979) indicated that

while the Bureau of Census in a report issued in 1976 estimates

that well over one million school children have a primary language

other than English, they grossly underestimate the figures for

those who are bilingual. She also reports that the percent of bi-

linguals of elementary and secondary age (four to seventeen) varies

within each language group. Only five percent of persons whose

usual language was Italian were school age while twenty-one per-

cent of those who were predominately Spanish fell in the range of

school age.
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Spanish language background persons constitute the largest

portion, approximately one-third, of the total language minority

population. Other language minorities in the United States included

nearly three million each of Italian and German origin, nearly two

million French and two million whose language backgrounds were

Chinese, Filipino, Japanese, Korean or Vietnamese. Further, Hispanics

represented sixty percent of the school age language-minority group

and six percent of the total pupil enrollment in the fifty states

and the District of Columbia or three million students.

Reflective of their proportion of the general Hispanic population

in the United States, Mexican American children comprised sixty-

three percent of the Hispanic school enrollment. Puerto Rican

children account for fifteen percent. Cuban and Central or South

American children each account for five percent and the remaining

eleven percent were "other Hispanics." (Brown, Hill and others, 1978).

Okura (1979) indicated that Asian end Pacific Americans include

Chinese, Japanese, Korean, Filipino, East Indian, Pakistani, Thai,

Hawaiian, Guamanian and Samoans from the United States Trust Territories

in the Pacific and Cambodians, Vietnamese and other Indo Chinese

"refugees," thus constituting approximately four million people.

The lack of statistics on Asian American youth was cited throughout

the literature. The data upon which one must rely for a profile

of this group appears-to be that which was collected in connection

with the 1970 census. (Mariano, 1979). Takei (1981) reports that

before 1965 most Asian and Pacific American young people were

acculturated second and third generation Americans. However, the

number of foriegn born, limited English speaking children of Asian

and Pacific background in the schools began to increase steadily

after that year.

17
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Hispanics are generally younger than the total white population

with a median age of 22.1 years for Hispanics in 1978 as opposed to

30.6 years for whites. (Brown, Hill and others, 1978). Hispanics also,

reportedly, have larger families. Nearly sixteen percent of Hispanic

families have six or more family members, more than double the per-

centage of nonHispanic households. Among Hispanic subgroups, mean

family size is largest for Mexican Americans.

Finally, undercount of minority groups was cited, in the litera-

ture. Brown, Hill and others(1978) reported the U.S. Civil Rights

Commission's assertion that Hispanics are seriously undercounted in

all census surveys. The Census Bureau was noted to acknowledge

undercount problems and estimated the undercount of Hispanics in

the 1970 Decennial Census as somewhere between that of whites (1.9

percent) and that of blacks (7.7 percent).

18
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National Center for Education. Statistics (1978) reported

geogpaphic distribution of language minorities in the United

States in 1976. Language minorities were located in every state

of the union. Overall, such persons constituted at least ten per-

cent of the total population of twenty-three states. Seven states

had more than one million and seven had between:.7.500000 and one

million. One out of five Spanish language background persons

were located in five states of the Southwest: Arizonia, California,

Colorado, New Mexico and Texas. Hispanics accounted for 36 percent

of the population of New Mexico end 21 percent of the Texas popula-

tion. These five southwestern states. plus New York, Florida,

Illinois and New Jersey account for ninety percent of the Spanish

language background group in the United States. Further, Mexican

Americans are concentrated in the southwest with some residing in

Illinois. Puerto Ricans are concentrated in the Northeast, parti-

culatly New York, New Jersey and Illinois. Cubans reside. in large

numbers in the south, especially Florida. More than one-fourth

of French language background persons live in Louisan') and another

forty percent in the northwest, principally, Maine, Massachusetts

and New York. Each of ten widely separated states had persons of

German language backgrounds. Almost forty percent of persons with

Chinese, Japanese, Filipino, Korean or Vietnamese language back-

grounds live in California. Other language concentrations of

Asian language background reside in Hawaii and New York. These

thx.ee states account for sixty percent of this population. With

specific regard to school age children, nearly one-half of this

group in New Mexico were from nonEnglish language backgrounds.

19



Such children made up more than a quarter of the school age popu-

lation in Arizonia, Texas and Hawaii. In nine other states, children

were at least ten percent of their age group.; Conneticut, New Jersey,

Rhode Island, Florida, Maryland, Alaska, New York, Colorado, California.

Finally, Hispanics are concentrated in the central cities

according to the 1978 Bureau of the Census data. Eighty five per-

cent reported living in metropolitan areas. Half of all Hispanic

families live in central cities while only one-fourth of all non -

Hispanics reside within central cities.
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Socioeconomic Ties

The Rouse Select -*Education Subcommittee report of 1981 reiterates

the assumption that racial/ethnic proportions of students. in special

education should not differ from the racial/ethnic proportions of

the general student enrollment. It, however, goes on to indicate

the absence of studies addressing the question of whether there are

any etiological reasons for expecting group difference in rates

of handicapping conditions. The need to eliminate reasonable non-

educational explanations for enrollment findings is therefore pre-

sented. EUt'in a larger socio-economic context it , reportedly,

might be found that certain groups characterized by inadequate

housing and poor health/nutrition have a relatively high rate of

at-risk infants. ftrther, Chinn (1979) reports the relation of

cultural diversity to exceptionality is one that has frequently

generated discussion and debate. It is reportedly often question-

able whether educational services appropriately provide for the

cultural difference that may accompany the handicap. Watson and

Van Etten (1977) questioned whether disproportionate numbers of

culturally and linguistically different students in special educa-

tion can be accounted for by interaction between ethnic and socio-

economic variables.

Mariano (1979) indicated that Asian American conditions and

needs remain undocumented on a national, regular and reliable basis.

The idea that Asian Americans are economically successful has per-

meated popular and social science literature for years. (U.S. Commission

on Civil Rights, 1980). Marinno (1979) reports that at first glance

census data may suggest a group which is well off in terms of in-

come, employment, education and returns to school. Much of the

literature has focused upon the relatively high levels of educational

attainment of Asian Americans. In 1970, the median number of years

4?
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of schca completed was 12.1 years with the exception of Filipino

men, however, this figure was equaled or exceeded by the five

groups of Asiar, Americans for which data was collected. The pro-

portion of Asian Americans who were college graduates also exceeded

the proportion among majority Americans. (U.S. Commission on Civil

Rights, 1980). On the other hand, among majority Americans 4.8

percent maband 4.1 percent female had fewer than five years

schooling with this proportion exceeded by all included groups

of Asian Americans except Japanese Americans. Filipino American

males with fewer than five years of education established a pro-

portion more than three times that of majority Americans. Mariano

(1979) suggests the need for several adjustments to Asian American

census information after which a different picture is anticipated.

showing a clearly disadvantaged group. Examples given indicate

Filipino and Chinese men are no better off than blacks with re-

gard to median income in standard statistical areas such as Los

Angeles, San Francisco, New York, Chicago and Honolulu where there

are high concentrati Its of Asian Americans. Further, the Asian

unemployment rate is low but this is described as due to the willing-

ness of many Asian Americans to work in low status, low income jobs

for which they are over qualified.

'de.los Santos (1981) reports that general demographic data as

well as, regional and national longitudinal studies reveal that

Hispanic participation and success in all levels of the education

process is not proportional to the ratio of Hispanics in the total

population. A Current Population Report on relative progress of

children through school in 1976 indicated significantly greater

22
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enrollment below typical grade level for one's age were found

for youth of Spanish origin and living in 1) poor families in

metropolitan, central cities or in nonmetropolitan areas of the

south 2) families maintained by an adult who had completed less

than high school 3) households in which the usual language was not

English. (Bureau of Census, 1979). Hispanics aged 14 to 19 appear

twice as likely not to have completed 104h school as whites in the

same age bracket. (Hill and others, 1978). Hill (1978) also re-

ported income data. The median income for Hispanics was 5,564

compared with 6,484 for nonHispanics in 1977. The relative stand-

ing of Hispanics would probably be lowered if comparative data

with just whites were available. Hispanic families with incomes

below poverty level in 1977 were 21.4 percent in contrast of

8.7 percent of nonHispanic families. According to Hill (1978)

there were approximately 4.8 million Hispanics in the labor

force in 1976 with unemployment rate twice that of whites 9.1

percent versus 5.2 percent.

Johnson (1980) described Indian American handicapped children

as disproportionately represented among the poor in the United States

and largely isolated from urban areas. Dissatisfactory educational

status/achievement of this group is apparent in the literature.

Trosper (1981) citing the Bureau of Census 1976 Survey of Income

and. Education, compares American Indians and Alaskan Natives with

majority whites. The sample size, however, was presented as a

research concern. Rates of return to school were comparatively

lower for Indian men than white men. Indian men and white women

were similar in all comparisons. Further, Indian heads of houae

hold living on reservations had significantly higher labor market

23
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participation than those not on reservations. Finally, a :udy

by the United States General Accounting Office of 1977 at higher

education institutions enrolling approximately 2,000 Indian

students showed that they had lower assessment test scores and

grade point averages, especially the freshman level students.
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:eetions, Issues and Concerns

Recent attention to the size of the bilingual special edu-

cation population in the U.S.,appears associated with more diverse

questions, issues and concerns. These appear in need of considera-

tion prior to the emergence of a more reliable picture. _

According to the U.S. Commission on Civil Rights (1980),

districts often submitted incomplete, inaccurate and inconsistent

enrollment data. r= particular, many districts reported totals

that did not agree with computed totals based on race/ethnicity

or sex. Bergin (1980) questions whether linguistically different

youngsters are being excluded from appropriate special education

programs due to a school's fear cf litigation
. '-. and/or

lack of resources. Further, as expressed earlier in t. is report,

misdiagnose is still a noteworthy factor. (Laosa, 1977; Plata and

Santos, 1981). The House Select Committe on Education also sug-

gests that considerable evidence indicates that there are in-school

children who need but are not receiving special education services.

The data is, however, reported as currently inadequate to estimate

the size of this group. Among Indian Americans, nineteen schools

associated with the Navajo and Phoenix area offices of the Bureau

of Indian Affairs with a total of 883 handicapped students showed

49 percent receiving no service. (Comptroller General of the U.S.,

1979).

Despite the continued 7 presence. of the prevalence in special

education consistent with the regular education enrollment or school

age population ratio, questions regarding the interaction between

ethnic and socioeconomic variables and special education need are

25
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quite visible. According to Watson and VanEtten (1977) a question

to be investigated is whether there also existence a disprwortionate

number of minority group children in Apecial education classes

located in areas where the minority is representative of the upper

socioeconomic bracket.

Information presented in this report is reflective of the

variance in the literature with regard to the language component

of the target population, Plata and Santos (1981) simply define

it as linguistically different. Baca anti. Brnnaford (1981) suggest

the term Limited English proficiency going on to indicate it s

reference to a student who comes from a home in w10. oh a language

other than English is most relied upon for communication and who

has sufficient difficulty in understanding, speaking, reading or

writing the English language. McCormick (1980), on the other

hand, is addreasing children whose bilingualism may be "occult".

Such children may speak without an accent but maintain specific

difficulties with English usage and grammar, misunderstand idiomatic

expressions, have decreased reading skills etc. In addition, words

of the mother tongue are more richly saturated with meaning for

bilinguals than the translation equivalent of the second language.

McCormick (1980) assumes that children with developmental immeturities

might be additionally handicapped in school if they were from a

bilingual home environmen::.

26



References

ftP fir 4

Baca, L. & Bransford, J. Meet the needs of the bilingual handi-
capped child. Momentum;1981,81, 26-51.

Bergin, V. Special education needs in bilingual programs. National
Clearinghouse for Bilingualiducation, Arlington Va., 1980.

Brown, G., Rosen N., Hill, S. & Olives, M. The conditiO6 of educe-
.

tion for Hispanic Americans. NationalCenter for Education
Statistics, 1928.

Cantress, L. Jose P and, the right to bilinguel,iPeciel education.
Proceedings from the annual colloquim,*Hispanic,ibsues.
Martinez, S. (Ed.) ERIC Clearingirdse,on,Urban Edueation, 1981.

Chinn, P. The exceptional minoritY-child,iiisdei-and,s00e answers.
The Council for DxceptionaL.Children;19791.532536.

The Bureau of Indian Affiiisls ilOW7in:vroViding.speCial education
services to all hafididePOedIndian,4hit066. Comptroller
General of the United Steite00/8shingto, DEC., 1979.,

de los Santos, A., HispanieZ and community colleges. topical paper
no. 18. Center for the Study of Higher Education. Arizon'a
University, Tucson, 1980.

Dunn, IA. M., Special education for the mildly retarded-Is much of
it justifiable? Exceptional Children, 1968, 5-21.

Grant, V. & Eiden, L. Digest of Education Statistics 1982.
Center for Education Statistics.

Horber, J. The bilingual child with learning disabilities,
(ERIC Document Reproduction Service.)

Subcommittee on Select Education, Committee on Education and Labor.
House of Representatives. Disparities still exist in who gets
special education, 1981.

Jchnsoa, M. (Ed.) Planning services for young handicapped American
Indians and Alaska Native Children. North Carolina University,
Chapel Hill, 1980.

Laosa, L. M. Nonbiased assessment of children's abilities. Histori-
cal antecedents of current issues. In T. Oakland (Ed), Psycho-
logical and educational assessment of minority children. New
York; Brummer/Mazel, 1977.

McCormick, D. "Occult" bilingualism in children with school problems.
The Journal of School Health, 1980, 84-87.

Mariano R. Impa et of census issues on Asian/Pacific Americans. Civil
Rights Issues of Asian and Pacific Americans: Myths and Realities,
U.S. Commission on Civil Rights, 1979.

National

1976.

27



Martinez, H. (Ed) Special education and the Hispanic child. Pro-
ceedings from the Annual Colloquium on Hispanic Issues. ERIC/
CUE Urban Diversity Series Number 74, 1981.

Mercer, J.R. Labeling the mentally retarded. Berkeley: University
of California Press, 1973.

Mowder, B. Assessing the bilingual handicapped student. Psychology
in the schools, 1979, 43-50.

National Center for Education Statistics, Washington, D.C. Geographic
Distribution, Nativity and. Age Distribution of Language Minorities
in the United States; Spring, 1976, August, 1978.

Okura, K. Comparative stuO.of Asian children and learning difficulties.
(Paper presented at the International Conference. of Association
for Children with Learning Disabilities). ERIC Document Repro-
duction Service, 1979.

Plata, M & Santos, C. Bilingual special education: A challenge for
the future. The Council for EXCeptional'Childrent 1981, 97-99.

Reich, M. A comparison of scholastic achievement of Mexican American
pupils in reguclar and bilingual groups in Chicago puplic
elementary school (1974-74 school year), 1975 ERIC reports.

Relative progress of children in school: 1976. Current Population
Reports, Population Characteristics, Series P-20, No. 337.
Bureau of the Census, 1979.

Roscoe, J. Fundamental research statistics for the behavioral sci-
ences. New York: Holt, Rinehart and Winston, Inc.,1975.

Sabatino, D. & Hayden, K. Perceptual, language and academic achieve-
ment of English, Spanish and Navajo speaking children referred
for special classes. Journal of School Psychology,, 1972, 39-46.

Takei, Y.Asian-Pacific Education after Brown and Lau. ERIC Docu-
ment Series, 1981.

Trosper, R. ',adieu Education,Wages and Labor Supply. ERIC Document
Series, 1981.

United States Commission on Civil Rights. Success of Asian Americans
Fact or Fiction. Clearinghouse Publication No. 64, 1980.

Watson, B. & Van Etten, C. (Ed.) Programs, materials and techniques.
Bilingualism and special education. Journal of Learning Disa-
bilities, 1977, 331 -332.

1978 Elementary and Secondary Schools Civil Rights Survey; Analysis
of Selected Civil Rights Issues. Volume I, Reports on Ranked
Districts for the Nation. Arlington, Va. Killalee Associates.
ERIC Document Series, 1978.

28



'f"!r<P.i';', 4 :742

149r- C.) vi
0 0 F40.rI

CO 4-I CO
4-10004,

CI CI
C3 0

A

g
03 .r1 0

42 C.4
CI 0000H
O 14

1211:4 121

rI

Vz41111113k44,4111111--:-' -lima - Mon - sow _nom mum Iowa saws



t.

"
"

"";
'7.;



-1-

Baca, L. & Bransford, J. Meeting the needs of the bilingual handi-
capped child. Momentum, 1981, 26-51.

The authors review information relevant to bilingual special
education. Legal background is presented along with definition
of types of bilingual programs and eiisting programs are identified
as evidence of success in bilingual special education. The posi-
tion bf parocial Echools is given considerable attention.

Bergin. V. Special education needs in bilingual, programs. National
Clearinghouse for Bilingual Education, Arlington Va., 1980.

Survey of the legal and educational developments that have
focused attention on the child with limited Ehglibh who also is
physically handicapped or emotionally disturbk0 and describes some
of the current methods being used to,deal>with''the,child. One
section presents basic principles which 19.iide-the:-desigh, of any
staff training program. One model for teacher training, Diagnostic
Special Education Personnel Preparation Programii,is described.
Descriptions of 18 bilingual special education programs were also
presented.

Bilingual, bicultural child and special education. Report of the
Arizona Identification Model Task Force. ERIC Document
Series, 1976.

A service model on special education for bilingual, bicul-
tural handicapped features recommendations to local education
agencies, to colleges and universities and to human services
organizations.

Brown, G., Rosen N., Hill, S. & Olizas, M. The condition of educa-
tion for Hispanic Americans. National Center for Education
StatisAcs, 1980.

Notes the U.S. Department of Health, Education and Welfare
"Hispanic Initiative" since mid-1977 developed to meet the special
education, health and other needs of Hispanics. Overview of
Hispanics in the United States is presented including language
characteristics and problem of definition. Hispanic participation
in education is given extensive comerage.

Bryon, D. Special education and the linguistically different child.
Exceptional Children, 1974, 589-599.

Review of the condemnation of tests used for educational place-
ment as linguistically and culturally biased. The linguistic de-
ficit and the linguistic difference models are explored as possible
explanation of the verbal behavior of linguistically different child-ren. In addition, educational implicatims of each model are discussed.
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Bureau of Indian affairs special education opportunities for
exceptional children, youth and adults: The first annual-
report to the Department of the Interior. Bureau of Indi!..
an Affairs, ER/0 Document Series; 1980.

The first annual repOrt (1979) of the-Bureau'of Indian Affairs
Advisory Committee for Exceptional- Children reflects activities,
loncerns and recommendetiOne to the Department `of the. Interior
for providing apprOptiate spedializectseryidee-for edUOstion of the
projected 4,506 American Indian :.and Alatki Witive exceptional
children.

Chinn, P. The exceptional minority dhild:Issues and some answers.
The Council for Exceptional Ohilftient,,1979,, 532-536.

. '.
The primary focus of this,article,,4,detcribed, as an attemptto suggest that for,mmiy ekpectiOnel-:Minority',Ohildren there, are

educational needs that havErntst. been4rdOideeforimptgASSuesaddressed are the rel#tionship'Of.cuiturel diiiisii*. to;;-00eptionality;identifying the exceptionWMinority thild-ind',N4ding2aWMeetingthe issues. Finally efforts' which can fedilitetetne'edfidOtiOnal
process for exceptional minorities in, the meantime are suggested underthe subheadings of developing positive self-concepts, fosteringmotivation and developing teacher sensitivity.

Civil Rights Issues of Asian and Pacific Americans: Myths & Realities.
(A consultation sponsored by the United States Common on
Civil Rights) Washington, D.C., 1979.

Presentation and evaluation of demographic data and general
perceptions associated with Asian Americans as a group.

de los Santos, A., Hispanics and community colleges. Topical paperno. 18. Center for the Study of Higher Education. Arizona
University, Tucson, 1980.

Demographic data is suggested as indicative of Hispanic receiptof programs and services at the community college level at an unfairdegree. The proportion of Hispanics who graduate is significantly
less than that of whites. Attempts to ameliorate this situationare suggested.

Diagnosis and intervention in bLingual special education: Searchingfor new alternatives: Proceedings. (edited version of paperspresented at statewide conference on bilingual special educationplanning project) Boston, Mass., ERIC Document Series, 1978.

Papers include : Cultural diversity, Implications for change;A ten point plan for special education for the Hispanic child;and Vocational plans for bilingual special education.
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Disparities still exist in who gets special education. Report
to the Chairman, Subcommittee on Select Education, Committee
on Education and Labor, House of Representatives by the
Comptroller General of the United States. ERIC Document
Series, 190.

The report examines the impact of P.L. 94-142, the Education
for all Handicapped Children Act, and other federal laws on the
numbers and typos of handicapped children who receive special
services. Five issues are addressed in separate chapters: the
numbers and characteristics of students receiving special educa-
tion; the number of unserved eligible children; overrepresenta-
tion of learning disabled as well as minority students; and factors
influencing who receives special education including state de-
finitions and eligibility criteria.

Geographic distribution, nativity and age distribution of language
minorities in the U.S.: Spring, 1976. National Center for
Education Statistics Bulletin, Washington, D.C., 1978.

Findings released from the Spring 1976 Survey of Income and
Education are summarized in regard to: proportions of language
minorities in the U.S.; the largest language minority group;
location of language minority persons; percentage of language
minority persons in the various states etc.

Gordon, E. Disadvantaged populations. Yeshiva University, N. Y.
Social Sciences, 1967.

The bulk of this bulletin is bibliography. It is presented
in three primary sections including problems of the disadvantaged,
demographic and status studies and social and cultural patterns.

Horber, J. The bilingual child with learning disabilities, 1976.
ERIC Dcsument Series.

Reviewed is research on the bilingual child with learning
problems. It is suggested that appropriate tools for evaluation
of bilingual children be developed andused and that specific re-
medial programs be planned for each child. It is reported that
relatively little attention has been addressed to the specific
needs of the bilingual child experiencing learning prcblems.

Johnson, M. (Ed.) Planning services for young handicapped American
Indians and Alaska Native Children. North Carolina University,
Chapel Hill, 1980.

Eight papers examine issues in providing special education
services to young native Americans with handicaps. The first paper
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considers the needs of young children as well as such programming
aspects as culture and tribal involvement. A subsequent paper
discusses principles and systems for child evaluation programs.
Twenty-one brief program descriptions are presented and guidelines
for designing and in-service training are also present.

Kim, L. Korean Americana: An emerging immigrant community. Civil
Rights Digest, 1976, 42-43.

Highlights the major characteristics of the Korean American
population and lists some of their most pressing problems and needs.

McCormick, D. "Occult" Bilingualism in children with school problems
Journal of School Health, 1980, 84-87.

The relationship of bilingualism to learning disabilities and
the incidenceof bilingual children referred for medical evaluation
of developmental problems is discussed.

Martinez, D. Hispanics in 1979- -A statistical appraisal. Agenda
1979, 21-24.

This article discusses the state of the Hispanic community
in early 1979. In light of P.L. 94-311 of 1976 calling for the
expansion of statistics reflecting the socioeconomic status of
Hispanics, this article addressing one agency's difficulties in
implementing this mandate and the status of other agencies in
working on the law's requirement.

Martinez, H. (Ed) Special education and the Hispar4:: child. Proceed-
ings from the Annual Colloquium on Hispanic Issues. ERIC/
Cue Urban Diversity Series Number 74, 1981.

Collection of papers examining contemporary issues and pro-
blems in bilingual special education. Papers include:

-Cantress - Jose P. and the right to bilingual special
education

-Weffer- Factors tote considered when assessing bilingual
Hispanics.

crGavillan-Torres - Preliminary report on a project to examine
the state of the art in assessment of Hispanic children
suspected of handicaps.

Mowder, B. Assessing the bilingual handicapped student. psychology
in the Schools, 1979, 43-50.

This paper reports that federal legislation demands that
bilingual children be assessed in their primary language or mode
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of communication. It, therefore, explores the issues involved in
asaeasing bilingualism and handicapping (e.g. learning
disabilities) of bilingual, culturally different children and evalu-
ates the assessment methods that have been devised.

O'Connor, M. Equal educational opportunity for Puerto Ricans. National
Institute of Education. ERIC Document Series, 1976.

This article discusses the marginalization of Puerto Ricans
in the United States. Educational disadvantages are a primary focus.
Educational opportunities are presented in respect to several major
cities. Ethnic, geographic and demographic dimensions in the U.S.
and the colony are presented.

Okura, Po Comparative study of Asian children and .earning difficulties.
(paper presented at the International Conference of Association
for Children with Learning Disabilities) ERIC Document Series,
1979.

The reported prevalence of learning disabilities in the United
States is explored and compared with that assc,ciated with China and
Japan. L.D. has become one of the most serious afflictions-of'
childhood in the U.S. In contrast, educators and other processors
in China and Japan report that dyslexia is rather rare in their
countries with the exception of cases of clear neurological dysfunc-
tion. Response to this includes some researchers challenge of
this discrepancy. However? the presence of studies indicating
that differences in cognitive abilities do exist are also noted
with focus on explanation and implication orsdardifferences.

Persons of Spanish origin in the United States; March 1978(Advance
report) Population characteri test Current population
reports, Series -20, No. 328 Bureau of Jensus, Suitland
Maryland Population Division

This report presents advance data collected in MaIsch 1978 by
the Census Bureau on the demographic? social and economic charac-
teristics of persons of Spanish origin. Characteristics presented
include age, sex, educational attainment, employment status, and
income.

Place of birth and language characteristics of person of Hispanic
origin in the United States, Spring 1976. National Center
for Education Statistics Bulletin, Washington D.C., 1978.

Some findings from the opring 1976 Survey of Income and
Education are reported. Population size and degree of Spanish
language maintence and usage were outlined, Report subheadings
included Hispanic origin subgroups; nativity; current language
and source of data.
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Plata, M & Santos, C. Bilingual special education: A challenge
for the future. The Council for Exceptional Children, 1981,
97-99.

Primary focus is definition of °bilingual special education
and service delivery models. A comprehensive self-study format
is offered in order for local education agencies to initiate re-
sponsible actions toward the development-of an appropriate curri-
culum for bilingual handicapped pupils.

Prewitt, D. A selected bibliography of bilingual special edu,:ation.
ERIC Document Series, 1982.

This is a bibliography of research on bilingual /special edu-
cation for children in preschool through high school:: Most of the
references are journal articles written within..the,lest.five years
or documents available from the Eddcbtional ResoqrolvInfOrmation
Center(ERIC). Cited are works on-cognitive de*elaPmeat, langdage
development, intelligence and intelligence teitingl-aearning pro,
blems, educational needs psychological characteristics and cultural/
social backgrounds of children from minority ethnic groups.

Project BUILD "Bilingual understanding incorporates learning disa-
abilities." An ESA Title VII Basic Bilingual Education
Program. Community District 4. Final evaluation report
1979-1980. ERIC Document Series.

This project was established in Septembar, 1976 in New York
Community School Disttict 4. This evaluation Audy represents it's
fourth year of operatim. It is a unique bilingual program in that
it is a combination of special education and bilingual education
methdologies and concerns. The main aim is provision of appropriate
supplemental education treatment for bilingual children with learn-
ing disabilities.

Ramirez, B., Hockenberry, C., & McCall, C. Special education policies
for American Indian and Alaska Native exceptional students; A
development and resource guide. Council for Exceptional Child-
ren, Reston, Va, 1980/82

Focus is the movement to expand and refine special educationpolicy and programs as it relates to state(public), Bureau of IndianAffairs, tribal or Indian community controlled and cooperative school
systems serving American Indians and Alaska Natives residing in andon reservations. Additional challenge involves provision of services
consistent with the cultural needs of these exceptional children.This is further complicated by the presence of Indian communities
in rural, isolated and sometimes remote settings.
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Reich, M. A comparison of scholastic achievement of Mexican American
pupils in regular and bilingual groups in Chicago public ele-
mentary school (1974-75 school year), 1975 ERIC reports.

The success of the bilingual program was evaluated by compar-
ing two groups of Mexican American elementary pupils in the same
school. One group attended regular classes. The bilingual group
was students whose knowledge of English was extremely weak.

Relative progress of children in school: 1976. Current Population
Reports, Population Characteristics, Series p-20, No. 337.
Bureau of Census, 1979.

This report provides information on factors that are associated
with children's progress through elementary and high school. Factors
investigated included sex, race, Spaniih origin, language ability
metropolitan-nonmetropolitan residence, poverty status and educational
attainment of head of household.

Rodriguez, R. Issues in bilingual/multicultural special education.
ERIC Document Series, 1981.

Discussion of the inadequacy, inappropriateness of bilingual
special education programs as well as the unsystematic approach to
such.Tharemesome recommendations also including numbers of pro-
fessionals adequately equipped to assess this population and the
importance of utilization of minority professionals.

Sabotino, D. & Hayden, K. Perceptual, language and academic achieve-
ment of English, Spanish and Navajo speaking children referred
for special classes. Journal of School Psychology, 1972, 39-46.

Purpose of this study was identified as determination of per-
ceptual, language and academic functions of english, Spanish and
navajos referred for special placement. Test variables which dis-
crimlm!ted among native English speakers and those who spoke native
Spanish or Navajo were es predicted, those tasks which involved
knowledge of linguistic. rules of English.

Spanish Americans in the United Staves - Changing Demographic
Charscteristics. Research Institute for the Study of Man.
ERIC Document Series, 1976.

Changes in socioeconomic and demogr,Thic characteristics were
examined using primarily the 1970 aensus data.

Spiridekis, J. Special education for the Greek bilingual child:

Greece, Cypurus and the United States. (paper presented
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for the Council for Exceptional Children Conference on the
Exceptional Bilingual Child), New Orleans, LA ERIC Document
Series, 19e1..

Severely limited resources for Greek speaking children are
suggested for those in the U.S. and abroad. The general condition
of Greek bilingual special education is-articulated along with
suggestions for future action.

Squires, G. Bridgidg the gap's.. a reassessment. Minnetote State
Advisory Committee to the U.S. Commission on Civil Rights.
ERIC Document Series, 1978

This is an assessment of a 1975 report on issues in Indian
education and employment in the Twin Cities. Data indicates that
little progress has been made.

Survey of school programs and practices, 1980. National Education
Association Memo. Washington D.C. Research Division. ERIC
Document Series, 1980

The associations 1980 survey involved sending questionnaires
to 805 representative school. systems. Among topical areas explored
were provisions for educating the hand!.capped and nature of written
plans for ending racial and sexual discrimination.

Takei, Y. Asian-Pacific Education after Brown and Lau. ERIC Docu-
ment Series, 1981.

Report explores Asian and Pacific Americans in the areas of
employment, housing, education and social service. Differentiation
as to the degree of assimilation into American society before and
after 1965 :as made and explored in regard to the areas of concern.

The Bureau of Indian Affairs is Slow in Providing Special Education
to all Handicapped Indian Children. Comptroller General of
the U.S., Washington D.C. ERIC Document Series, 1979.

The Navajo and Phoenix area offices are used as examples in
review of the progress of the Bureau of Indian Affairs in achieving
the Education for All Handicapped Children Act of 1975. Some pro-
gress is noted. However areas lacking progess were documented and
recommendations made.
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The education of Hispanics. Proceedings Midwest Conference.
Chicago, IL. ERIC Document Series. 1980.

The report summarizes the proceedings of the Midwest
Conference on the Education of Hispanics, the last of a
series of five regional working conferences sponsored by the
U.S. Department of Education. Among nine individual presentations
and discussions were 1)the exceptional Hispanic child and 2)bilingual
special education.

Trooper, R. Indian Educatifm, Wages and Labor Supply. ERIC Document
Series, 1981.

Data from the 1976 Bureau of Census National Survey of In-
come and Education wa ahe source of inforintion. Comparison of
the 3,848 American Indians and Alaskan Natives included in the
survey were made with whites on the basis of wages, labor force
participation and education.

United States Commission on Civil Rights. Success of Asian American
Fact or Fiction. Clearinghouse Publication No. 69, 1980.

Exploration of the basis and validity of the idea that Asian
Americans are economically successful. The 1970 census data is
addressed in such areas as occupation, income and levels of education.

Waggoner, D. Leazuage and demographic characteristics of the U.S.
populatJ'ia with potential need for bilingual and other special
educat..onal programs. National Center for Educat'.,on Statistics.
ERIC Document Series, 19754

This report summarized the language background information and
certain demographic characteristics of language minorities in the
United States. The data was derived from the Survey of Languages,
a pilot'study of the non-English language background population
aged four and older sponsored by the National Center for Education
Statistics.

1975-76 LAU compliance evaluation report. report No. Seattle
Public Schools, Washington Department of Management Information
Services. EZUC Document Series, 1977.

Data collected during the 1975-76 school year in Seattle as
part of t'e school district's activities to comply with the Lau v
Nicholas Supreme Court decision by categorizing students according
to language background. It also contains a comparison of achievement
gains between English fluent and limited English ability students
after the introduction of bilingual services.
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1978 Elementary and secondary schools civil rights survey: analysis
of selected civil rights issues. vol. 1 Reports on ranked
districts for the nation. Killalma Associates, Inc.,
Arlington, Va. ERIC Documents Series, 1978.

This report is drawn from a 1978-79 survey of 6,069 school
districts in 50 states regarding their compliance with Fi)deral
desegregation and equal educstion laws. Among the areas cond.:ared
were; pupils identified as requiring special education services but
not currently enrolled; disproportionate representation of minorities
to special edm:stion.

1979-80 LAU year end report. Los Angeles Unified School District
Pub. No. 379. ERIC Document Series, 1980.

This second annual year end report summarizes the efforts in
the Los Angeles Unified School district on behalf of children whose
primary language is not English. The response is documented in the
form of programs in English as well as the students native language.
Major divisions of the LAU plan included; identification of national
origin of minority students and assessment of their needs as well as
special education programs.

1980 Elementary and secondary schools civil rights survey, national
summaries. DBS Corp., Arlington Va. ERIC Document Series, 1982.

National summary of data on the characteristics of students
in United States public schools based upon the fall 1980 Civil
Rights Survey. Table 1 presents national projections of survey
data and table 2 includes survey data on which projections were
based. The survey attended to such areas as enrollment participa-
tion in special education and bilingual programs, and high school
graduation on the basis of student's sex, ethnic group Bud disability.

1980 Elementary and sec ndary schools civil rights survey, state
summaries. Vol. I & II. D='S Corp, Arlington Va. ERIC Document
Series, 1982.

Pall 1980 Civil Rights Survey data on students enrolled in
the United States public_ schools by state.

1980 Resolutions: national association for Asian and Pacific American
education. National Association for Asian and Pacific American
Education, Berkeley, California. ERIC Document Series, 1980.

This paper contains nineteen resolutions adopted by the national
association regarding Asian and Pacific Americans. Among resolution
concerns were 1) the maintenance of Asian/Pacific American linguistic
and cultural traditions by educational institutions, 2) increased
funding of multicultural education and 3) increased collection of
data on this group



WatscJa, B. & Van Etten, C. (Ed.) Programs, materials and techniques
Bilingualism and special education. Journal of Learning Dis
abilities, 1977, 331-332.

Focus on the examination of variables necessary for the
successful functioning of the linguistically and culturally different
child. This article is presented as an introduction to a more
lengthy report reviewing:social policy and it's relation to the
the education of linguistically and culturally different groups
in the United States both past and present.
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Location of Laguage-Minority Persons
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0 Language-sinority persons were located in every State in the Union.

However, sawn States had more then a million language -ainority

persona, seven had between 500,000 and Walton, and an additional

1$ States had biomes 100,000 and 500,000 such persons.

0 Swish-language background persons were located in ail regions and

States. Newswire three out of five were located is five States of

the Southwest -Aelsoss, California,
Colorado, New Mexico, and Tokas.

These five States plus New York, Florida. Illinois, and New Jersey

accounted for about 90 percent of tne Spanish-language background

population.

0 More than one-fourth of French-language background persons lived in

WUWAVIAll, and Another 40 percent in the States of the Norchemor,

principally Naine. Massachusetts, and New York.

0 Lath of ten widely-separated States
had 100,000 or wore persons of German-

language background.
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_INTROIXICTICN"

G.

This research paper will first define and describe the target popula-

tion and discuss the common problems in distinguishing a "disability"

from a cultural or linguistic difference. Having defined this population

and the specific problems in appropriately identifying these students

as exceptional students, the author will then summarise the legal mandates

impacting on the assessment of linguistically and culturally, different

students. Thirdly,. a brief summary and review of the research on the

uses and misuses of standardised assessment instrmmehta will be presented.

Fourthly, the most common approaches being practiced in the field of

nondiscriminatory assessment will be described and critically analysed.

This study will then recommend viable alternative nondiscriminatory

assessment and evaluation techniques, approaches, and recommended model

practices. In summary, recommendations in the area of cross cultural

assessment and evaluation will be made for local, state, and federal

educators who are involved in either the development of policies or

the implementation of services to culturally and linguistically different

students who may or may not have exceptional needs.
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win is OUR TARGET POPULATION?

This research paper focuses on a group of children identified as

linguistically and culturally different. This group is composed of child-

ren who are native speakers of a language other than English. It in-

cludes both children from immigrant families and children from native-

born American families who speak languages other than English. It must

be remembered in defining this population, that in defining 4 child as

a member of a particular language group, one must not separate the

language from the particular cultural context in which it is spoken.

Different cultures may share alCOMMOLI language and yet vary greatly in

cultural values: Erench speaking children from Haiti, Canada, and

France represent very different cultural and linguistic populations.

Therefore; the term linguistic minority student refers to a student

who is a native speaker of a language other than English. However,

within this category there is wide diversity. The term may refer on

one hand to those students of varying degrees of literacy who have just

migrated with their families to the United States. It may refer to

students who are living in the United States and learning both languages

simultaneously. A third category is the second generation students who

prefer to speak English at school and speak their native language within

their own home. Finally, there are the migrant children who may be

represented in any of the above descriptions. The following representation

describes the continuum. (Advisory Board of Access, 1980)

Linguistic Minority

Recent
Immigrant
Students

A

Students in U.S.
using two languages

1 48

Second Generation Migrant
students prefer Student
English - speak
Li at home
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The term culturally and linguistically different exceptional child-

ren is defined as those individuals exhibit discrepancies in growth

and development due to health related imp4irments; hearing impairments;

mental retardation; orthopedic related handicaps; serious emotional

disturbances; learning disabilities; speech impairments; or visual

impairments. (Advisory Board of Access, 1980). The linguistic levels

of these children would fall at varying points on the following continuum.

Linguistic Levels of Exceptional Students

Monolingual Domitkant Li Bilingual Englilh Dominant Mbnol1ingmal
Ll (non and some . Students (L2) with Ll thglish
English) English Ia. & 12 ability (Li for this

(L2) (approximate
equal profi-
ciency devel-
oped)

. child)

Semilingual
& L2

(approximate
equally poorly
developed)

On the left of the continuum are the monolingual speakers of the

first language. Then we have the dominant Li speakers, who have some English

ability. In the middle of the continuum-are the apparent bilingual students

with comparable proficiency in both languages. Many of our exceptional'

students fall within the middle of this continuum and "semilinguals". A

child defined as a semilingual is a child who is displaying equally poor

ability in both languages. This kind of student is unable to perform

cognitive tasks in either language. According to oummins (1976), his/

her threshold leval of language development that is needed for this

child to function academically has not been reached. Next on the

continuum are the English dominant students with some Li

2 49
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Finally, there is the monolingual English students.

Although categorical definitions of students have often served to

label students, isolate them, and deny them equal access to educational

programs, because these categories aro used throughout school systems in

the United States and are the basis for establishing funding under P.L.

94.142 (The FAucation for the Handicapped Act), a brief description of

each of the major categories will be presented from the perspective of

serving the linguistic minority exceptional student.

The first widely used category is that of mental retardation. Accord-

ing to the American Association of Mental Deficiency (AAMD):

"Mental retardation refers to significantly sub-
average general intellectual functioning existing fs#

concurrently with deficits in adaptive behavior
and manifested during the developmental period."
(Grossman, 1971)

In this definition, intellectual functioning refers to results of

individual intelligence tests and significantly sub-average refers to

an I.O. score more than two standard deviations below the mean. Adaptive

behavior refers to the degree to which the individual meets personal

independence and social responsibility expected of hic age and cultural

Agroup. (Grossman, 1977)

The socio-economic and cultural and linguistic bias of standardised

tests, particularly I.O. tests, has led to questioning the value of

using these tools with limited English proficient students as well as

with other cultural and linguistic minority students. (Cole, 1981;

Olmedu, 1981; Garcia, 1981; Rescnly, 1981; Laosa, 1977; Oakland

and Matuszek, 1977; and others)

Mercer (1971) discovered that of those persons who would have bee4

labelled as mentally retarded if their classification depended solely on

test scores, a full 84% had completed eight, grades or more in school,

3
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83% had held a job, 80% were financially independent or a housewife, and

almost 100% were able to do their own shopping or travel alone.

Culturally and linguistically different students are most affected

by the process of standardized testing. Unfamiliar teat content, attitudes

of the examiners, unfamiliar with the child's culture, the students limited

proficiency in English, language variations, unfamiliarity with test con-

ditions, and lack of motivation to perform well on the test are all critical

factors that influence a student's performance.on standardised tests.

Therefore, -whe label mental retardation traditionally arrived at through

intelligence tests is a very misused classification with linguistic,

cultural and racial minority students.

A second exceptional category is the behaviorally disordered. Accord-

ing to Ahodes and Tracy (1972), characteristics of behaviorally disordered

students fall into two categories: hyperactive-aggressive and fearful-

withdrawn. Some characteristics that appear in many definitions are:

inability to learn that can not be explained by other factors, difficulty

in relating to others, inappropriate behavior under normal circumstances,

general unhappiness, and development of physical symptoms for personal

issues. (Ambert, Dew, 1982)

Linguistic minority students, particularly recent immigrants, under-

go extreme stress and culture shock and exhibit, temporarily, signs of

behavior disorders. In addition, culturally different students, who

may be behaving appropriately for their own cultural group, may be seen

as behaving abnormally in this society's context and may be erroneously

labelled as emotionally oz behaviorally disordered. On the other hand,

linguistic minority students exhibiting extreme signs of emotional

disorders may not be identified because their behavior may be explained

away in terms of cultural differences.

4
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A third category, that of learning disabled is defined in P.L.

94.1142 as:

"Specific L-D means a disorder in one or more of
the basic psychological *ceases involved in
understanding or in using a language, spoken
or writton, which may manifest itself- in -an

imperfect ability to listen, think, speak, read,
write, spell or do math calculations. The term
learning disabled does not refer to itndenti'who
have learning problems. which are primarily the
result of visual, hearing, or motor handicaps%
or mentally retarded or.culturally, educationally
or economically disadvantaged."

In contrast to the federal definition of learning disabilities,

Mercer (1976) discovered that in 42 state departments of education,

the definition of learning disabilities resulting primarily from

environmental "disadvantaged" were excluded in only 55% of the regu-

lations. Current definitions, in many state regulations, don't

clearly indicate that culturally different children who lack English

skills should be excluded from being labelled L-D. (Gonzales, 1977)

Linguistic minority students who have not reached the level of

English necessary to perform cognitive tasks are often misclassified

as learning disabled. A misconception exists that if a student has

achieved enough language to communicate but is not able to use that

language in order to perform more difficult cognitive tasks, then that

student must be learning disabled. (Cummins, 1971; Duncan dire Avila,

1979)

According to Cummins (1976) the "threshold level of competence"

in each of the child's languages must be determined in order to determine

which language should be used to instruct the child. All other factors

considered equal, the child should be taught in his/her strongest

language. Cummins warns against educators demanding that linguistic

5 52
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minority students use English in order to learn when the student has

not had the amount of time necessary to develop the level of English

language needed to cognitively handle the content. According to Cummins,

it takes approximately five years for a student to develop a language

to a point where he/she can completely function in that language.

Therefore, when a student is asked to perform in a language that he has

not yet fully developed, he will perform poorly and can be erroneously

classified as L-D. (Cummins, 1980)

A fifth category is communication disorders. When assessing lin-

guistic minority students, the students must be assessed in two languages

and findings must be interpreted across language.

Developmental errors made by second language learners, in syntax,

articulation, and vocabulary are often wrongly lcbelled as a communica-

tion disorder. (Ambert, Dew, 1980) The child whose language use should

be categorized as different because he/she is developing within the

norm and also is as ring another language or a variety of the same

language is often misdiagnosed as having a disorder.

Other disorders such as hearing, vision, and other physical dis-

orders are often undetected in linguistic minority students. For

example, according to specialists of the hearing impaired (Fishgrund,

1980), thereis a high incidence of hearing loss among Portuguese

minority students that has gone undetected. If linguistic minority

students who have physical disorders can be identified, then many of

these students can, with minimal remediation, remain in a regular class-

room.

A final category which is considered in some states to be included

in the definition of exceptional education is the Gifted. However,

P.L. 94.142 does not consider the Gifted Child as exceptional.

6 53



The most recent definition used in found in Federal Lau Section 904

of the Gifted and Talented Children's Act ,of 1978 which states:

"Gifted and talented children means children who
are identified at the prescbools.eleMentary or
secondary levels as possessing demonstrated or
potential abilities that,givemvidence.of high
performance capabilities ikereiOuCh as in-
tellectual creative, opeeial academic; or
leadership ability, or in peflormi0g.and visual
arts, and who by reason'thereof, require services

or activities not ordinarily provided by schoolso

There are many lists of subjective descriptors thought to define

gifted children. The problem is that most linguistic minority students

do not gain access to gifted programs because of biased identification

procedures, evaluatorstand programs unstaffmd with bilingual personnel.

(Ambert, Dew, 1962 )

".".-1.T,
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WHAT LMAL MANDATES HELP SAFEGUAr0

LINGUIST IC MINORITIES IN 'THE ASSESSMENT PROCESS

It was not until the civil rights movement of the sixties, that the

needs of ethnolinguistic groups began to be recognized. Since then, there

have been however, legislativelexecutive and judicial actions on behalf

of ethnic minorities. 41 the legislative level. Title VI of the Civil

Rights Act of 1964, prevents discrimination on the basis of race, color,

or national origin is any federally funded program. Therefore, any

school system could be found guilty by the Office of Civil Rights of

discriminating against culturally and ling4istical1i different students

if that system denies equal access to this populatton of students.

"Furthermore, the Bilingual Education Acts, (1968, 1974 and 1979)

Title IX of the Civil Rights Act (1972), Section 504 of the 1973

%habilitation Act, the Equal Education Opportunity Act (197h) and

P.L. 94.142 (Education of the Handicapped Act) provide additional

legislative protections for linguistically and culturally different

students."

On the executive level, the Office of Civil Rights issued both the

Federal Lau Remedies (1975) and the well known Nay 25th 0.C.F Memorandum

(1975). The Federal Lau Remedies was the result of the Lau v. Nichols.

(1974) Supreme Court decision which clearly established the fact that

a school cqn not claim to provide equal access to limited English pro-

ficient students by providing them with the same services. The decision

rendered in the Lau v. Nichols case was on behalf of the Chinese students'

rights to have support services in their language and in English as a

second language. The United States Supreme Court stated that "there is

no equality of treatment merely by providing students with the same

8
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facilities, textbooks, teachers, and curriculum, for students who do

not understand English are effectively foreclosed from any meaningful

education." The Lau Eemedies demanda`transitional bilingual program

for all limited English proficient students, including those with

"disabilities". Specifically the remedies require that a district

implement a systematic procedure for identifying numbers of LEP

students in a system, assess the relative language dominance of

students in native language and Ehglish, and to provide an appro-

priate instructional program which would ensure educational oppor-

tunity.

The May 25th Memorandum addressed the issue of inappropriate place-

ment of minority students in soecial education classes. The memorandum

specifically stated that "School districts must not assign national

origin, minority group students to classes for the mentally retarded on

the basis of criteria which essentially measure or evaluate English

language skills".

As a result of the 1970 memorandum, a Task Force was formed by the

Director of the Office of Civil Rights. This Task Force consisted of

Puerto Rican, Mexican American educators, social scientists and

Community leaders who developed monitoring strategies and recommendations

addressing the assessment and placement of minority students in classes

for the handicapped. (Bergin, 1980)

At the Judicial level, the fact that a student's linguistic or

cultural difference cannot be used to label a child as "exceptional"

or "disabled" has been clearly established in several cases in state

courts.

These include: Diana v. The State Board of Education (California,

1973); Larry P. v. Wilson Bites, Superintendent of Public Instruction

9
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for the State of California (California, 1979); and Martin Luther

Ktnz, Jr. Elementary School Children, et al v. Ann Arbor School District

Berl F. Supp. 1371 ED-(Midhigan, 1979)..

In Jose P. et al v. Gordon M. Ambach et al (New York, 1979) a New

York court mandated that the New York City Board of Education evaluate

students in their native language or by whatever means a student is able

to communicate.

In Lora v. Board of Education of the City of New York: 465 F. Supp.

1211 (1977), the court asserted that the overrepresentation of minority

students in special education classes violated the rights of minority

students.

The Guadalupe v. Tempe ElementarzSthool District (1971), also

raised the issue of the improper use of standardised intelligence tests

to place students in classes for th^ mentally retarded. According to

Bergin (1980) an out of court settlement of the Guadalupe case provided

many of the same provisions agreed to in the Diana Case (which involved

the misclassification of Mexican Americans in classes for the mentally

retarded). In the Guadalupe Case, the recognition of disproportionate

numbers of Mexican Americans and Yaqui Indians in classes for the

mentally retarded led to provisions to limit that number systematically,

within a limited period of time.

The above court decisions have been based on the euaranteed provisions

under P.L. 94.142 (The Education for all Handicapped Children Act) which

guarantees educational rights for all exceptional children. A most

important provision in this act entails that "handicapped" children

receive a free appropriate education in the least restrictive envir-

onment. Specifically, both the provision that a student has the right

to be assessed in his/her dominant language and that parents have a

10
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right to be communicated with in their home language help safeguard the

rights of linguistic and cultural minorities.

Nevertheless, misclassification and misplacement of linguistic

minority students still continues despite P.L. 94.142 safeguards, other

legislative mandates, and numerous court cases. According to Bergin

(1980) at the point of the Iau lemedies (1975), bilinglial teachers

began to complain about the rising numbers of exceptional students

that were being placed in bilingual classrooms. The reasons given

for this underrepresentation of linguistic minority exceptional students

in special education classes were the inappropriate assessment instruments

and the lack of bilingual special education teaching,staff and materials.

According to Landurand (1978), less than 5% of all limited English pro-

ficient students enrolled in bilingual programs were evaluated and

identified as exceptional. A further research investigation by

Nutted and Landurand (1983) of 20 oohool districts in *J.:3. revealed

that a substantially smaller percentage of limited English proficient

than the 12% national incidence figure for special. education are being

identified for special education.

It appears that many linguistic minority students, who have little

communicative abilities in English, are not being identified and referred

for special education at a rate equal to their monolingual English

speaking peers. On the other hand, linguistic minority students, who

have attained some level of English communicative ability are main-

streamed into regular monolingual classes, are disproportionately

referred for special education services and over enrolled in special

education classes. (Landurand, 1980)

Bias in testing has inevitably led to inappropriate placements.

11
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Mercer (1973), was the first to document this problem when she found

in her Riverside study that the rate of placement for Mexican- American

students in classes for the mentally retarded was four times larger

than their representation in the total school enrollment. Tucker

(1980) studying several school districts in the Southwest explained

the difference in proportions in enrollment as merely a relabeling

from mentally retarded to learning disabled.

12
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NEAT ]S NONDISCRIMINATORY ASSESSMENT?

In November of 1975, the Education for All Handicapped Children Act

was signed into law, and it took effect October 1 of 1977. A provision

of P.L. 944-142 is the assurance that testing and evaluation materials

used are not racially or culturally discriminatory. Tests must be

administered in the child's native language, and adapted to assess

specific areas of educational need, rather than provide a single IQ score.

The child must be evaluated in all areas with a suspected disability, e.g.

intelligence, academic performance, hearing, vision, communication, emotional,

and health.

"Non-Discriminatore identification and placement is basically defined

by Section 612 (5) (C) 94.142 which says that in order to qualify for

assistance, a state must establish:

Procedures to assure that testing and evaluation materials and procedures
utilised for the purpose of evaluation and placement of handicapped child-
ren will be selected and administered so as not to be racially or cul-
turally discriminatory. Such materials or procedures shall be provided
and administered in the child's native language or mode of communication
unless it clearly is not feasible to do so and no single procedure shall
be the sole criterion for determining an appropriate educational program
for a child.

In determining whether an assessment process is appropriate, the tester,

the test, and the testee must all be considered as important components in

this dynamic process.

A. THE TESTER

Nho should test linguistically/culturally different atudents? All

things being equal, a tester who speaks the language of the child, under-

stands the culture of the child, and is a skilled assessor will be the best

choice for the child. The examiner's knowledge of the culture of the child,

either through birth or training, is also extremely important for understanding

the examinee's behavior and perception of the testing situation (Plata, 1782).

In addition, Oakland and Matuszek (1977) state that examiners who do not give

evidence of a warm, responsive, receptive but firm style towards minority

children will not be able to establish the rapport needed for successful

13
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testing and therefore, will not obtain the best performance from the child.

Because of the lack of native language assessors, many school systems

use discriminatory testing practices.

Typically, the student is givenan evaluation where English language

is used as the medium for testing. Because of the linguistic minority

students attainment of basic oral-aural lflglish skills, it is assumed

that this student can be evaluated in English. Prior to testing, lan-

guage proficiency in Ihglish and native language is not determined.

Standardised instruments selected by the monolingual English psychologists

are selected and administered to the student. Scores are computed, even

though many psychologists are aware of the irrelevancy of the norms and

inappropriateness of many of the items to the child's cultural back-

ground and experience. The result is that little is learned about the

Child's level of functioning and misclassification is most likely to

occur.

A second common evaluative approach involves a situation where a

linguistic minority student, referred for an evaluation, is obviously

of limited English proficiency. The school psychologists attempt to

evaluate the student with the help of an interpreter. The interpreter

is given no training in administering tests. The psychologist is un-

aware of the accuracy of the interpreted question. The standardized

instruments used still contain inaporopriate items and still have not

been normed on this population. Furthermore, other potential oroblems

in using interpreters are:

1) the interpreter may not be equally fluent in both languages
and may translate incorrectly to the child or to the teste.

2) the interpreter may identify with the child and subconsciously
prompt the right responses non-verbally or through other cues

3) interpreters are usually not trained or familiar with the
principles of test administration, human development, and
human relations
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I) interpreters who are of different social class, race, or ethnic

group maybe negatively disposed towards the child even though

they speak the same language. Because of these and other pit-

falls, school systems should either try to avoid using inter-

preters or develop special programs to train them. (Nattall,

Landurand, 1983)

A third current evaluation practice is to have a limited English pro-

ficient student evaluated by a bilingual psychologist, who is unfamiliar

with the child's cultural background. Other school personnel, unable

to speak the student's language, delegate to the bilingual psychologist

the total responsibility of evaluating the student and recommending a

placement. This practice is very poor because the psychc7.agist may

be vary insensitive to the child's cultural background, and/Or may

also be a poor assessor.

A fourth approach involves a sensitive bilingual psychologist,

who understands the limited English proficient student and his culture

and understands how to use evaluation instruments cautiously. He/

she relies on a multidisciplinary approach to assessment and gathers

relevant information about the child from many sources. The result, in

this case, will probably be a more accurate assessment of the child's

abilities and weaknesses and a more appropriate placement for the child.

In sum, it can be said that the psychologist must use, in the assessment

process, his/her knowledge of social, cultural, cognitive, affective,

and psychomotor development, individual differences, second language

acquisition, and learning and behavior disorders in order to identify

the students' potentials and weaknesses; select appropriate techniques

to meet the student's needs, assess the results of prescribed interventions

in improving performance; and to rcfcr students' requiring special services

to the appropriate program.

In order to make accurate assessments, a number of areas should be

examined, such as the child's interaction with adults and peers in the

school setting; school adjustment; functional ability level; adaptive
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behavior; social development; performance in basic academic skills in the

primary and secondary language; and perceptual-motor skills. The constitutional

protections of equal educational opportunity and due process must be maintained,

and ethnic/racial, sex, cultural, and language variables must be considered.

B. THE TESTEE

The child's level of Eaglish proficiency, the attitude of the child

being tested, and the behavior of the child taking the test all influence

the child's performance and the way that performance is interpreted by

the tester. The behavior of child= during a testing situation is very

dependent on many factors. The way their culture defines learning, their

past experiences with test taking, whether they were reared in a cooperative

or competitive environment, (Pepitone) their cognitive style (Ramirez,

Castenada), their cultural values (Camanza) are all major factors in deter-

mining a child's performance on standardized instruments. A child whose

culture does not value "timer in the same way as Biro- American middle class

culture will not respond to "timed tests" in the same way as many middle class

Euro-American children. A child who exists in a cooperative learning environ-

ment will appear unmotivated in a test taking competitive environment. In

addition, a child who J.L4 primarily field sensitive in his/her relationship

to adults and to instructional material will have difficulty responding to a

formal situation demanding him/her to perform formal tasks to a non personal

adult. An assessor who understands the cognitive/perceptual/ and interactional

behaviors of his student can adapt hic technique and procedures in order to

establish the rapport that is necessary for this ethnolinguistic student to

perform at optimum level.

C. THE TEST

The literature on nondiscriminatory assessment has primarily focused

on the biases of standardized instruments. Tefts have been critized for

"item bias" and improper standardization. Tests used in American schools
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are generally written by middle class individulas and reflect an Anglo

conformity ideology typical of that class level and culture.(Nercer, 1979).

Not only do the content items reflect Enro-American middle class experiences

but values such as competitiveness and emphasis on time also reflect Euro-

Americma middle class culture. Ethnolinguistic minority students who have

not experienced these values and have not learned this content obviously are

at a disadvantage in taking these standardized teats.

In addition to item bias, most tests used in the United States are

normed on the majority population. Even when tests claim to have included

minorities in their standardization population, minorities are included

in such small ratios that the results are insignificant in influencing

the standardization results.

Furthermore the interpretation of test scores is of critical con-

cern especially when a culturally or linguistically different student

is concerned. The assessor needs to probe further as to the possible

reasons for the student's low score. Was the test administered to a

limited rhglish proficient student in English? Does the student speak

a nonstandard dialect and was the test given using a standard native

dialect? Was the child unfamiliar with skills needed to take the test?

Many questions need to be answered prior to making any interpretations

about the student's performance.
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WHAT ARE ITHE APPROACHES BEING USED,

IN ORDER TO ELIMINATE OR REDUCE BIAS IN TESTING?

A widely used approach in testing limited English proficient students

is to translate and/Or adapt standardized tests. This approach implies

direct or written translations, weighing the non-verbal portion more

heavily than the verbal and varying the speed and power components of the

test (Mercer, 1979). The advantages are that this approach is easier than

developing new tests. In addition, children's scores improve when given the

test in native language (Mitten, 1983). Nevertheless, this approach presents

many prpblems. Standardized translated versions of tests do not take into

account the many regional dialects that students have (Plata, 1982 DeAvila &

Havassey, 1974). In addition, words do not have the same meaning when translated.

Words in one language may not have the same frequency of use in a second language

(DeAvila & Havassey, 1974. Therefore, a word that maybe considered very

basic in a child's second language may be a very difficult or non-existent word

from the perspective of the child's first language. In addition) the content

still reflects American middle class culture (Mercer, 1979, Plata, 1982).

Translating a test does not deal with the question of whether a child has

"experienced" the items; if the child's experiential realm does not include

exposure to specific situations and experiences, responses to items dealing

with this issue are invalid and the results suspect.

A second approach used is to establish ethnic norms. The intention

in developing ethnic norms is to compensate ethnic minority students for

their "deprivation". Ethnic norms are problematic in that they have the

potential for encouraging lower expectations for minorities.

A second problem in this approach is that it does not provide educators

with any accurate diagnostic information needed for educational programming.

Instead, it may lead to false comparisons between different ethnolinguistic

groups. A further problem with establishing ,Ahnic norms is the
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reinforcement of a false assumption that groups are ethnically homogeneous.

Use of ethnic norms will encourage the tendency to assume that lower scores

are ultimately indicative of lower potential, thereby contributing to the

self-fulfilling prophecy of lower expectations for minorities as well as

reinforcing the genetic inferiority argument proposed by Jensen (1971)

and others (Multilingual Assessment Program, 1976).

A third attempt to respond to criticism of standard I.Q. tests is

to create "culture fair tests". Under the category of culture fair tests

are: the common culture approach: the learning potential approach, and

the neo-piagetian approach.

According Nuttall(1983) the common culture approach employs the use

of problems or tasks that are equally familiar or unfamiliar to people

in most cultures. These teats tend to be non-verbal, performance oriented,

symbolic responses to relationships among figures or designs. The ad-

vantages of this approach is that it is economical, and can be applied

to all groups. Some of these tests minimize dependence on verbal ability,

(Cervantes, 1977) speed, item content, and test wiseness (Mick, 1982).

This approach has been widely criticized for many reasons. Mercer

(1979) and Oakland and Matuszek (1977) contend that this approach is

unable to yield similar means and standard deviations for different

racial groups and social classes. Mercer (1979) further criticizes this

approach for its non predictability of academic performance. Mick (1982)

points out that several of these tests like the Ibven's require formal

skills learned only in a school situation. Oakland and Matuszek (1977)

criticize the fact that his approach does not assess important psycholog-

ical characteristics. According to Nuttall (1983) some common tests

which fall within the common culture approach are Cattell's Oilture Fair



Tests for measuring intelligence (Institute for Personality and Ability

Testing, 1973), Raven's Progressive Matrices (1960), Goodenough Draw-

A-Man Test (Harris, 1963), Leiter International Performance Scale (1966),

Bender-Gestalt Visual Motor Test (1938).

A second approach in the category of developing culture fair teats

is the Learning Potential Approach. In this approach children are pre

and post tested on a non verbal reasoning test such as the Pavans.

Between tests they are trained to process the test. The difference

between the first score and the score after training is the child's

learning potential. Proponents of this approach contend that it gives

a measure of the child's ability to learn. Budoff (1976) claims that

it predicts non-verbal learning performance ia school. Opponents of

this approach claim it is extremely time consuming (Bodriques de

Fernandes, 1981) and test data is limited to non-verbal area and

does not predict future academic performance (Mercer, 1979).

An example of the learning potential approach is Raven's Pro-

gressive Matrices using a test-train-retest paradigm of M. Budoff (1972).

A third approach within the category of culture fair test is the

Neo-Piagetian Approach. This approach consists of applying neo-

Piagetian measures to determine cognitive development. According to

DeAvila deliavassey (1974), scores on tests taken in Eftelish, gpanish,

or bilingually showed no appreciable differences. Performance of

Mexican and American samples both were within expected limits of

cognitive development for given chronological ages. No ethnic

differences were found.

Opponents of this approach cite the following disadvantages:

the ability to predict academic performance is unknown, because many
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school systems do not organize their curriculum according to developmental

stages, the practical les of this test are limited, and Piagetian cog-

nitive theory is difficult for teachers and parents to understaid.

Examples of this approach (Nuttall, 1983) are the Piagetian measures

developed by DeAvila and Struthers including Cartoon Waservation Scales.

Measures are computerised to Give information and recommendations to

Parents, teachers and administrators through a system called PAPI

(Program Assessment Pupil Interaction) (DeAvilei 1974. Stmthere and

DeAvila, 1967).

A fourth approach to diminish discrimination in asse '.at is the

creation of culture specific teats. These are specific teats designed

for each malor American sub-cultural group (Laosa, 1977). The advan-

tages of this approach is that it allows the child to be assessed at

his/her level of functioning relative to expectations of his/her

family and subculture (Mercer, 1979). This approach further high-

lights the fact that test performance is highly dependent upon the

degree to which the test reflects the test taker's own culture. There

are several criticisms of this approach. It is impossible to contruct

tests for every subculture. In addition, student's performance on these

tests does not predict the child's ability to function in relation to

American core culture (Mercer, 1979). Examples of culture specific

tests are: Black Intelligence Test of Cultural Homogeneity CUTCH-100

(Williams, 1975). This test inclue's one hundred multiple choice vocab-

ulary items which deal exclusively with Black culture. However, since

the vocabulary list was chosen from the dictionary of American slang,

it iJ probably biased against middle class Blacks.

A second test, Enchilada Test (Ortiz & Ball, 1972) contains thirty-

one multiple choice items which deal with Mexican-American barrio life.
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A fifth approach is Mercer's Multi Pluralistic Approach. This approach

uses parent interview and student testing in comprehensive assessment of

the whole child (including medical, socio-cultural, intellectual and

behavioral aspects). This approach develops multiple normative frame-

works for socio-cultural, socio-economic, racial-ethnic and geographic

groups. A student's estimated learning potential is computed by com-

paring his/her score with the average score for persons from similar

backgrounds (Nuttall, 1982).

The SOMA (System of Multi Pluralistic Assessment) has advantages

and disadvantages. It provides comprehensive information to classify

a child. Another claimed advantage is that it is easier to renorm

existing tests and obtain infomation from parents thIn to develop new

unbiased tests (Nuttall, 1979). However, SOMPA has been heavily criticised.

Some major criticisms voiced are: the validity of the SOMPA is just

beginning to be established (Nuttall, 1979; Oakland, 1979), lack of

national norms is major drawback (Nuttall, 1979; Resehley, 1979), the

length of the battery makes it impractical for routine use (Plata,

1982), the estimated learning potential does not predict achievement

(Oakland, 1977). Because the estimated learning potential is designed

to predict how well a student could perform in an optimum socio-

culturally pluralistic learning environment, and because very few of

those environments actually exist, the estimated learning potential

becomes educationally useless for purposes of educational planning and

programming. An additional two criticisms of the SOMPA are that some

minorities find the ':regression formula!! concept demeaning. The process

of adding points to a student's score because of the students socio-

cultural background is viewed by some minorities as more harmful than
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helpful. In addition, SOMPA does not provide useful diagnostic inform-

ation to program for the child.

The fifth approach is a Task Analysis Approach. In this.approach

the tester analyzes the skills and behavior required to answer each test

item and determines reasons why the child does not respond correctly.

The child is then trained in the areas of weakness and retested

(Kaufman, 1977). Because emphasis is on the mastery of content,

thp advantage of this approach is that children are treated as indi-

viduals and not compared to others. (Mercer and Usseldyke, 1977)

In addition, treatment is an integral part of the task analysis model.

The model is essentially a test-teach-test approach (Mercer & Ysseldyke,

1977). Criticism of this approach is that some of the methods of analyzing

the tasks can become difficult as tasks become complex.(Kaufman, 1977).

Another criticism is that this approach has been used mostly in academic

achievement areas. Examples of this approach are Key Math Test, Woodcock

Reading Mastery Test. According to Nuttall (1983), exponents are Kauffman

(1917), Resnick, Wang and Kaplan (1973), Gold (1972) and Bijou (1970).

A sixth approach is Criterion referenced Tests. Unlike norm-

referenced tests, criterion referenced measures are used to compare an

individual with established criteria or performance standards, and not

with other individuals.(Popham & Jozek, 1969). A strength in this

method is that it evaluates a child on clearly specified educational

tasks (Mowder 1980) and is directly interpretable in terms of specific

standards (Oakland & Matuszek, 1977). There are several cited dis-

advantages to this approach. Reliability and validity are difficult to

ascertain and cultural biases are herd to eliminate (Oakland & Matuszek,

1977).
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A second criticism is that selecting appropriate behavioral ob-

:lectives and criteria, can prove to be difficult and time consuming.

(Lama, 1976; Boehm, 1973)

A third criticism is that the tendency to use these tests to

establish standards of excellence or desirable educational goals should

be avoided (Oakland & Matuszek, 1977). An example of this approach is

SOBER - Espanol (Cornejo, 19Th) which provides comprehensive evaluation

for Spanish reading (Nuttall, 1982).

A seventh and final approach is the Global Approach To Test Bias.

In this approach, nonbiased assessment is viewed as a process rather

than a set of instruments. Kati factored assessment values language

dominance, adaptive behavior and sociocultural background (Boechly, 1979).

Every step in the assessment process is evaluated as a possible source

of bias (Tucker, 1980). The advantage of this approach is that it is

the most comprehensive and realistic approach so for developed to aid

the practitioner in identifying the sources of bias operating in their

assessment system (Ambert, Greenberg, Pereira, 1980). The disadvantages

in this approach are that it underestimates the role of content bias

of tests, it is too time consuming and does not guarantee eliminating

bias. Examples of this approach are: Guide for Non-biased Assessment

(NRRC, 1976); Tucker's (1980) Nineteen Steps for Assuring Non-biased

Placement of Students in Special Education.

Based on the author's experience with local school assessment

procedures in relation to limited English proficient students, the

Global approach to Assessment is highly preferred as a necessary first

step in assessing any student. Other approaches such as criterion

referenced, task analysis,,and test-train-retest models need to be

pursued particularly with this population.
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WHAT ARE THE MOST COMMON ASSESSMENT PRACTICES?

Several surveys (Coulopolous & De George, 1982; Morris, 1977;

Bogats, 1978; Mick, D., 1982) have described the testing practices used

by school personnel to assess limited English proficient children.

In a 1977 survey of twelve large school systems, (Arizona,

California, Colorado, Florida, Illinois, Nevada, and Texas),

Morris found that the four tests most commonly used were the Bender-

Gestalt Test, Draw-A-Person, Leiter International Performance Scale,

and Wechsler Intelligence Scale for Children (W1SC-English version).

The first three of these tests fit in the common culture approach to

diminishing bias because there is less reliance on verbal skills.

According to Nuttall (1983), five yeari later when Coulopolous

and De George surveyed twenty-one school psychologists in Massachusetts,

they found the four most frequently used tests were the exact same ones

obtained by Morris, even though other instruments and approaches were

available. The study found that the English speaking psychologists

administered the tests using interpreters, pantomine, or whatever

amount of English the child had mastered.

In the largest study of all, Mick (1982) surveyed one hundred and

fifty-seven administrators of special education in four states, (Texas,

New Mexico, Florida, Massachusetts and two cities, Philadelphia and

New York). She reported her results i.n terms of accessment "modifications',

for bilingual (Hispanic) students rather then in terms of specific tests

used. However, Mick reported that non-verbal subscales were frequently

used. Use of criterion-referenced tests, pluralistic assessments, and

culture-fair tests were used only occassionally. The most frequent
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modification cited was the use of language proficiency tests. Often

modifications that were used only occassionally were matching the ex-

aminer to the examinee, observing the child in the classroom, and

using interpreters. Seldom were they attempting to improve the child's

test taking skills or to use local ethnic norms (Nuttall, 1983).

In the twenty-one school systems surveyed in Nuttall and Landurand

report (1983) to the Office of Bilingual Education and Minority Affairs,

the most frequently used testing approaches were the common culture

approach and adaptations/translations of existing tests. None of the

systems reported using the culture specific approach or the Global

approach. Seven of the twenty -one systems reported using the multi-

.

pluralistic approach in total or in selected parts mainly the adaptive

battery (ABTC).
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ARE THERE VIABLE ALTERNATIVE

COMPREHENSIVE CROSS-CULTURAL APPROACHES?

It is the contention of this author after reviewing the research

in the assessment of linguistically culturally different students that

of the approaches presented, the Global Approach To Test Bias offers

most promise because of its emphasis on the process of evaluation.

In addition, for each child from a linguistic minority background,

a multi disciplinary assessment team should be composed. This team

should include at least one person who sneaks the child's language

and is familiar with the child's culture and one person experienced

in bilingual education, preferably in the child's language.

Prior to conducting any assessments, a determination of the child's

level of proficiency in both his/her native language and in English must

be made. Care should be taken in selecting instruments that claim to

test proficiency. Both oral and written proficiency must be determined.

In cases where there are no instruments to test proficiency in a child's

native language, then an informal assessment approach needs to be devel-

oped in order that this information be made available.

The child should be observed by the assessment team in a variety

of settings, including the classroom. A description of how the child

functions in each of theca settings should be got Levi.

A team member thoroughly knowledgeable about the child's culture

and language should prepare a home survey after visiting the child in

his/her home setting. This team member should ascertain what language(s)

the family normally speaks, what language(s) is spoken in the neighbor-

hood, what exposure the child has had to the English speaking core
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culture, and the child's educational background. Information about the

child's previous history and experience is critical in cross-cultural

assessment.

A medical examination is an important aspect in cross-cultural

assessment. Often, linguistically and culturally different students

are placed in restrictive special education settings when the problegs)

could easily have been corrected by eyeglasses, hearing aids, or other

psysical devices. Many physical problems uhich can be easily rectified

go undetected because the child does not receive a medical examination.

A fourth area of assessment which is often overlooked when working

with linguistic minority students, is the educational assessment com-

ponent. At minimum, reading and math diagnostic assessments must be

conducted in both native language and English. It is not enough to

know that a ten year old child is performing in Diglish at a second

grade level. What specific skills does the child display in both

languages? Which specific areas does the child display skills in

one linguage? Which specific areas does the child display a lack of

skills in both languages?

Instruments such as Key Math Diagnostic and Woodcock Johnson may

be helpful in determining the child's academic achievement status.

For the many limited English proficient students, informal reading

and math inventories in their native languages must be developed.

This requires native language speakers preferably who understand the

educational background of the child and skilled educational diagnos-

ticians.

In determining what areas to assess in greater depth, the first step

should be gathering as much available information as possible. The child

should also be observed in his/her natural setting; assessment information
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obtained from his/her classroom behavior; interaction with classmates and.

peers; the quality of his/her work, and interest and difficulty levels.

A parent interview is helpful in providing further background information.

After the data gatherihg process is completed, the assessor can then

hypothesize as to the possible preceding factors which may have contributed

to the assessor to decide what assessment techniques and instruments maybe

appropriate.

All assessments should focus on determining how the child functions

both socially and cognitively in both English and the native language.

Therefore, all procedures and techniques should be administered by an

appropriately qualified professional who is familiar with the child's

culture and speaks the child's language. If, after every attempt has

been made, there is no appropriately qualified professional to conduct

these assessments, then an interpreter needs to be sought and trained

to skillfully work with the monolingual assessor. Cross training and

teaming needs to occur between interpreter monolingual assessor.

In regards to the assessment process, assessment procedures and

recommendations for placement in special programs should be chosen

to miximize the child's opportunities to realize his/her potential

for success. All vast results and information should be interpreted

in the context of the child's cultural and social background.
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WHAT RECOMMENDATIONS CAN BE MADE TO

LOCAL STATE AND FEDERAL EDUCATORS TO

ENSURE THAT CULTURALLY UISAND T

DIFFERENT STUDENTS BE APPROPRIATELY ASSESSED?

The problem of providing appropriate assessment for children

from linguistic minorities is plagued by a general lack of information.

Many local diitricts and states do not presently collect data on these

children. There is a need to collect data on numbers of children in

particular language groups in various monolingual regular, bilingual

and special education prograrm. Available data should be collected on

the number of children from linguistic minorities who have limited

communication skills in English, according to language group. Specific

information is needed on linguistic minorities who have educational

handicapping conditions according to category of handicap, type of

placement and language group. Of this group of linguistic minorities,

a breakdown of limited English proficient students by handicap and

placement is needed. It is very important that the Office of Educa-

tion require that states request this information from local districts.

ihformation of this nature should be coordinated, interpreted and

disseminated.

The development of an effective system to collect, analyze and

disseminate date, about linguistic minority children is an important

first step toward a better understanding of the problem (Task Force on

Cross-Cultural Assessment, 1980).

Considering the high risk of inappropriate educational placements

for linguistic minority children, it is critical that bilingual and
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special education programs work closely together. In many states,

bilingual special education programs are nonexistent or not defined

clearly. There is an overall lack of coordination at federal, state,

and local level. Because of this lack of coordination, inappropriate

assessment procedures and placements continue to occur. There needs

to be assigned staff at local and state level to coordinate and mon-

itor assessment, placement and programming of linguistic minority

students. Once this coordination is in place, then areas such as

developing standards for assessors in competency in the language and

guidelines for use of interpreters in assessment of limited English

proficient, children can be addressed.

A third area of critical need is the lack of training personnel.

A major need cited by bilingual and special education directors in

twenty states is lack of bilingual certified assessors and specialists

to serve linguistic minority exceptional students. There are in many

states no guidelines for determining many levels of linguistic com-

petency for those professionals assessing children from linguistic

minority groups.

A third recommendation is that the Office of Education assume a

leadership Position in addressing training needs in bilingual special

education. The Office of Special Education shon10 require state agencies

in their comprehensive system of personnel development to address the

issue of staff development in bilingunl special education. Funds should

be appropriated in this area. The development of cadre of trained

Personnel must be addressed.

There is a need for research in this area in order to determine

best methods of assessing these children. The effect of a child's
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cognitive style on his/her performance is one area among many that needs

further research. The Office of Education should, through requests

for proposals, encourage needed research in area of cross-cultural

assessment.

As stated throughout this paper, current assessment practices result

in inappropriate placements for children of ethnolinguistic backgrounds.

At present, assessment of children from linguistic minorities is often

conducted in English, if the child understands the language at all.

If not, assessments are conducted through an interpreter, who has little

if any knowledge of assessment. The reliance on inappropriate instru-

ments continues. There needs to be the development?! a comprehensive

system of assessment for ethnolinguistic children. This system should

encompass at the state level a development of policies and guidelines

and a means of monitoring the implementation of these guidelines at the

local level.

Cross-cultural assessment is an area plagued with problems. These

problems stem from lack of administrative coordination, lack of trained

personnel who speak languages of children, lack of descriptive data,

lack of clearly articulated guidelines and procedures,' and lack of

research. If linguistic minority students are to receive appropriate

assessments, placementspand programs, emphasis must be plaeed in

addressing the above areas and not on finding the appropriate tests.

There will never be a test or tests constructed to solve the problem(s)

in cross-cultural assessment. The ethnolinguistic child needs to be

understood and described in his/her cultural and linguistic context

at home, in the community and at school. A well articulated, creative,

comprehensive cross-cultural approach is needed in order to do this.

Are we able to meet this need - this challenge?
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Students in Special Education and uifted Programs. Dissertation,
Ohio State University, 1982.

Morris, J. "What tests do schools use with Spanish-speaking students?"
Integrated education, March-April, 1977, 11(2), 21-37.
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Mowder, B. "A strategy for the assessment of bilingual handicapped
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Mass.. D.C. Heath ana-Company, 1950.

Plata, M. Assessment, placement, and programming of bilingual exceP-
tional pupils: A ractical approach. Reston, Virginia: Council
for Exceptional Children, 1952.
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pp. 1-9.
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Abbott, obert, & Petersen, Petricia. -Learning Disabilities - They're
All Around You.- Paper presented at International Bilingual-Bicultural
Education Conference, Jhicago, 1975, PP. 2-12.

This article discussed the diagnostic-educational procedure with the
bilingual-biculgural child. The following major cultural and
linguistic differences are discussed: language, family structure,
values, and learning styles. In sUMmary, the authors conclude that
learning disabilities transcend linguistic and cultural barriers.

Ambert, A. ! Dew, N. Special Education for Exceptional Bilingual Students:,
A Handbook for Educators. University of Wisconsin-Milwaukee, Midwest
National Origin Desegregation Assistance Center, 1982.

This handbook addresses seven major areas: the legal rights of excep-
tional bilingual students, categories of exceptionality with special
considerations for the bilingual child, assessment of exceptional
bilingual students, parental involvement, program options for excep-
tional bilingual students, and special education services for
exceptional students.

A Position Statement on Nonbiased Assessment of Culturally Different
:beion 9 Task Group on Nonbiased Assessment. Hightstown,

N.J.: Northeast Area 'Learning resource Center, 1976. (ERIC Document
reproduction Service No. ED 13i 821)

Intended for educational assessors, school administrators, and those
involved in the education of teachers and assessors, this manual presents
guidelines for nonbiase ^4 --.44-nal assessment of culturally different
children. Three ma,for issues are addressed: standardization of tests
(norms, validity, reliability and criterion-referenced techniques);
educational assessors (bias in testing, cooperation, rapport, theoretical
models, test scores, wider knowledge and communication and recommendations),
and funding and legislation (Public Law 94-142 and recommendations).
Included is a 10-page guide for nonbiased and nondiscriminatory assess-
ment of the culturally different child, which can be used as a resource
by assessors before, during, and after the evaluation of referred
children.

Armstrong, R. A. "Tests bias from the ion -Anglo viewpcint: A Critical'
cvlluaicn of intelligence test items by members of three cultural
minorities." Dissertation Abstracts International, 1972, .11(4-A),
15C2.

This study sought to examine bias to standardized testing by having
members of minority groups comment on test samples. After adminis-
tering items from intelligence tests to them, the author asked
members of three cultural minorities to evaluate the fairness of
the sample. As a comparison, a small group of Anglos were asked
to respond to, and assess for non-Anglo bias, the same items.

Arley, H. D. "Some comments on culture fair tests." Personnel Psychology,
1972, IL(3)) 433-446.

In this paper the author critically examines culture fair tests. He
argues that culture fair tests: measure different psychological
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functions than traditional tests, vary considerably in format, may
possibly increase the differential between culturally disadvantaged
and more advantaged students, have questionable item content because
it isn't certain yet which type of items the culturally disadvantaged
perform better on, and they have not yet been proven to have higher
validity than traditional teats, The author concludes that the
elimination of group differences on tests is futile and calls for
studies of the behavioral significance of test differences.

Backman, Margaret. "Patterns of Mental Abilities: Ethnic, socioeconomic,
and Sex Differences." American Educational researcit Journal, January
1972,1;1), 1-12.

This paper presents research that documents that sex may play a greater
role in the development of patterns of mental abilities than either
ethnicity or SES.

Ballard, Joseph. -Ftblic Law 94-142 and Section 504. Understanding what
they are and are not", MC, 1977.

This paper explains and clarifies key aspects of P.L. 94-142 and
Section 504.

Bela, Helene F. 'Assessing Learning Disabilities in terms of Cultural
Background."

p2t,ofDne:lucatiotjsgCalifondastateDeartrnetPshl
Services Department, East Side Union High School District, 1 1.

The author discusses a.project which represents a model that is pro-
posed as an intermediate step in on-going development of a culture-
fair model for assessing the learning and behavior problems of
adolescents. In this model, diagnosis is re-centered from the
traditional focus on variables assumed to be within the youth, to
a focus on the youth as a person who is developing within a total
learning space. In this model information about the child's
specific cultural and social patters being transmitted to the
student is sought and evaluated.

Bereiter, ;1. "The future of individual differences.' Harvard Educa-
tional Review, 1969,3/(2), 310-318.

Inited.response to A. R. Jensen's "How Nbch Can We Boost IQ and
Scholastic Achievement?" (1969). Suggests that as a function of
various factors of a complex society, individual differences in
intelligence will become more consequential. Discusses Jensen's
prososal for educational programs. Outlines possible implications
of early education experiments and educationally induced I0 gains.

Bergen, J. R., & Parra, B. B. "Variations in IQ testing and instruction
and the letter learning and achievement of Anglo and bilingual Mex-
ican-American children." Journal of Educational Psychology, December
1979, 71(6), 819-826.

Investigates the effects of variations in language of test adminis-
tration on IQ, learning and achievement in Anglo and bilingual Mexican
American preschool children. Purpose is to examine the relationship
between 10 and academic learning under varying instructional conditions.
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Hypothesizes that variations in the language of test administration
influence IO performance. This was supported.

Bergen, John R., & Parra, ElenaB. "Variations in IQ Testing and
Instruction and the Letter Learning and Achievement of Anglo and
Bilingual Mexican-American Children." Journal of Educational
Psveholoor, January 1979, AO), 819-826.

Investigates the effects of variations in language of test adminis-
tration on IQ, learning and achievement in Anglo and,bilingual
Mexican American preschool children. Purpose is to examine the
relationship between ID and academic learning under varying
instructional conditions. Hypothesizes that variations in the
language of test administration influence IQ performance. This
was supported.

Bergin, Victoria. Special Education Needs in Bilingual Programs.
Inter America Research Associates, Inc., National Learning House
for Bilingual Education.

This document reviews bilingual special education from an historic
review, parent and community support, teacher training and program
implementation.

Bernal, E. M., Jr. "Introduction: r.espectives on nondiscriminatory
assessment." In T. Oakland (ed.), Psychological and educational
assessment of minority children. New York: Brunner /hazel, Inc.,
1977, xi-xiv.

Introduces problems in assessment and placement of minority child-
ren in special education programs. Distinguishes between testing
and assessment. Outlines problems of misclassification of children
and need for sensitivity to expressions of cultural behavior.
Discusses need to build upon cultural strengths of minority children.

Berry, J. W. "Radical cultural relativism and the concept of intelligence."
In J. W. Berry & P. R. Dasen (eds.),.=LLognitjatu_resisLinoturet
in cross-cultural psychology. London: Methuen & Co., Ltd., 1974,
pp. 225-229.

Theoretical article dealing with consequences of generalizing
Western concept of intelligence to other cuLares. Outlines need
for investigation of culturally indigenous ideas of cognitive
competence and wide sampling of behaviors to determine individual's
skills. Outlines growth cf Western concept or intelligence 'lis-
torically. Discusses valuing of different cognitive behaviors
across cultures.

Biesheuvel, S. "The nature of intelligence: some practical implica-
tions of its measurement." In J. W. Berry & P. II; Dasen (eds.),

idcoition:zaeaars12l 1L'oss-culturalsiltureatio.
London; Methuen & 0o., Ltd., 1974, pp. 221-.224.

Reviews concepts of general intelligence, primary mental abilities,
and development of specific skills. Discusses influence of environ-
ment and culture, measurement of intelligence, and use of a



"common test" to predict adaptive behavior. Discusses conditions
for test use including behavioral criterion and consistent validity
among differing groups.

Blachford, Jean S. "A Teacher views criterion-referenced tests."
Today's Education, March-April 1975, ALIA p. 36.

Points teachers must consider as they become part of the National
Movement toward criterion-referenced tests, and a plea for proper
inservice education.

Bowles, S., & Gintis, H. "IQ in the U.S. class structure." Social
Policy, Double issue: November/December 1972, January/February
197321(4' & 5), 65-96.

Discusses the role of IQ in the class structure. Gives brief
review of the I0 controversy, with special attention to the
social consequences of intelligence differentials among races
and social classes. Summarizes research related to the economic
importance of IQ.

Bruner, Jerome, & dole, Michael. "Cultural differences and indifferences
about psychological processes." National Society for the Study of
Education Yearbook on Early Childhood Education, 1972, pp. 867-876.

This article discusses difference and deficit hypothesis that have
been used to explain the intellectual performances of students who
are culturally different. The central thesis of the article derives
from a reexamination of the distinction between competence and
performance. The problem is to identify the range of capacities
readily manifested in different groups and then to inquire whether
the range is adequate to the individual's needs in various cultural
settings. From this viewpoint, cultural depreviation represents a
special case of cultural difference that arises i en an individual
is faced with demandz to porform in a manner inconsisteat with
his past experiences.

Bryan, D. N. "Special education and the linguistically different
child." jkiseptional lhildren, 1974, la, 589-599.

The author reviews the literature to support the contention that a
disproportionate number of minority group children are placed in
special classes because of biased placement tests. Noted are
recent court challenges and criticisms of special class placement
as both educationally unsound and racially discriminatory.

Budoff, M., Carman, L., Fi Gimon, H. An educational test of learning
potential assessment with Spanish apeakinf south. (Vol. No. 71).
Cambridge, Mass.: Research Institute for Educational Problems,
1974. (ERIC Document reproduction Service No. ED.108 436)

The authors compared the predictive ability of certain learning
potential (LF) and IQ tests with 54 low- income Spanish-specking
students (grades 2 through 6) in a transitional bilingual urban
school. The Raven LP procedure, the Semantic Test of intelligence,
the Wechsler Intelligence Scale for Children (WM) in Spanish,
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and the WISC Vocabulary Subtest in Spanish and iglish were admin-
istered to the children.

Cattell, R. B. Are I.Q. tests .intelligent ?" Psvcholoev Today.
larch 1968, pp. 56-62.

Proposes two kinds of intelligence, fluid and crystalized. Discusses
research, definitions, measurement, and development of culture-
fair tests based upon fluid-ability measurement. Discusses correla-
tion between the two factors, prediction value, effect of age.
Provides several tables and graphs, including examples of culture-
fair test items.

Cervantes, R. A. nsarProbleridalertangusziemlv
American students. Washington, D.C.: DHEW/National Institute
of Education, 1974. (ERIC Document %production Service No.
Et 093 951)

The problems of using standardized tests with Mexican-American
students, particularly the problem of "ethnic validity," are
reviewed. inadequate norm group representation, cultural bias,
and language bias are purported by the author to be the most
common faults of standardized tests. The elimination of stan-
dardized testing as a principal means of individual or minority
group oriented educational program assessment is suggested.

Chinn, P. "The Exceptional Minority Child: Issues and Some Answers."
The Council for Exceptional Children, April 1979, pp. 532-536.

This article briefly addresses some of the issues in identifying
the exceptional minority child, the issues of fostering a positive
self concept, motivating the exceptional minority child and
developing teacher sensitivity is discusned.

Cohen, Alan. "Some Learning Disabilities of Socially Disadvantaged
Puerto Rican and Negro Children." ERIC Document, pp. 37-41.

The findings of several tests are used to describe some learning
disabilities and patterns common in lower-class Puerto !.can and
Negro children. In particular, perceptual dysfunction is pointed
to as a major causal factor in the reading problems of the disadvan-
taged.

Cohen, R. A. -Conceptual styles, culture conflict, and nonverbal tests
of intelligence." American Anthropologist, October 1969, 21(5),
828-856.

Two incompatible conceptual styles are identified, relational and
analytic. Theoretical research discussion on (1) incompatibility
in conceptual styles as a notable indicator of "culture conflict:n
(2) characteristics that distinguish such conflict from "deprivation
and "culture difference" and (3) styles of conceptual organization
as culture bound characteristics. Includes* sixteen references and
'taxonomy of test response characteristics and socio-behavioral
correlates of conceptual styles."
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When, ?mane. "Conceptual Styles, )ilture 'Conflict, and Non-verbal
Tests of Intelligence." American Anthropolorrisit, October 1969,
115), 828-856.

Two incompatible conceptual styles are identified, relational and
analytic. .Theoretical research discussion on (1) imcompatibility
in conceptual styles as s notable indicator of culture conflict,
(2) characteristics that distinguish such conflict from "deprivation"
and "culture difference," and (3) styles of conceptual organization
as culture bound characteristics.

Cole, M. "Culture, cognition and I.n. testing." National Elementary
Principal, :larch-April 1975) .51.(4), 49-52.

Discusses role of past experience as primary factor influencing
performance on achievement and ability tests. Classroom viewed
as representative of specific culture and relationship to cultural
differences of children. Author notes that responses often depend
upon familiarity with words, content of problem, -and home culture.
Discusses tests as measure of past experience, not general ability;
discusses implications for education.

Components of the system of multicultural pluralistic assessment
WYMPi). The Psychological Corporation. New York; Harcourt,
Brace Jovanovich, Inc., 1978.

SOMPA (System of Multicultural Pluralistic Assessment), developed
by Jane Mercer, and nonmed on 2085 California school children, is
the outgrowth of ten years of research designed to more accurately
establish a child's learning potential. SOMPA includes measures
of physical functioning (the Medical Model) adjustment and IO
(the Social System Model) and acculturation (the ?luralistic
SO PA's unique quality is the consideration of IO as a measure of
social system learning, not potential. Learning potential is
established by comparing a child's performance with that of
children with similar levels of acculturation, and adjusting the
IC accordingly.

Condon, E., Peters, J. Y. A Suiro-Fuas, C. Special Education and the
Eisnanic Child! Cultural Perspectives. Teachers Corps Mid-Atlantic.
Network, Temple University, Philadelphia, Tenn., 1979.

This document presents the problems of identification, assessment,
evaluation and placement as they apply to exceptional Spanish
speaking students. The authors discuss the linguistic and cultural
vIriables which interact with and affect the educational process
with respect to Spanish-speaking children. The reader is made
aware of the linguistic and cultural interference in the educational
process and guidelines for meeting the specialized needs of excep-
tional Spanish-speaking students are suggested.

O=man, L., & Budoff, X. "Factor structures of Spanish- speaking and
non - Spanish- speaking children on :oven's Progressive Matrices.
Educational It Psychological Measurement, 1974, 2.4.(4), 977-981.
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The authorshperformed a factor analysis of the Raven Progressive
Matrices for 228 Spanish-speaking and 243 English- speaking students
to determine if the test measured the same factors in both groups.
Four factors were identified: continuity and reconstruction of
simple and complex structures, discrete pattern completions,
reasoning by analogy, and simple continuous pattern completion.
The last factor was distinct only for the English-speaking group,
as it merged with discrete Pattern completions with the Spanish-
speaking students. The authors conclude the Raven measured the
same characteristics with both groups.

Coulopoulos, D., & De George, G. .Current Methods and Practices of,
School Psychologists in the Assessment of Linguistic
C..ildren. Massachusetts Department of Education, Division of
Special Education, 1982.

This study presents the current state of the art in Massachusetts
as it pertains to the ethnic minority child. The authors provide
a description of current practices and test use based on the
findings of a survey they conducted of the school psychologists
in Massachusetts communities having a bilingual program.

Coulter, W. A., & Morrow, N. W. Adaptive Behavior: COnceots and
Measurements. New York: Grume & Stratton, 1978.

The authors present the importance of adaptive behavior in deter-
mining the presence or absence of a handicap bias such as place-
ment bias, item bias, and tast bias are discussed. Definitions
of adaptive behavior, and survey results of what practitioners
think about adaptive behavior are presented.

UrareatAn:Packa:e. King of
rissia, .a.: Nations ?rning source Center of Pennsylvania,

1978.

This is a program designed for inservicing educators involved in
the assessment of exceptional children. The packet contains eight
simulated assessment activities intended to alert users to the
problems of culture-fair testing and to potential sources of test
bias. The 45-page document includes guidelines for group dis-
cussion of each of the simulations. A narrative portion contains
an overview of test bias, key issues in testing minority children,
and methods for coping with the problem.

Cress, J. W. "Cognitive and personality testing use and abuse."
Journal of American Indian Education, 1974,1113), 16-19.

The writer argues that cognitive testing among American Indian
students has valid though limited usefulness. Although scores
on cognitive tests may not be interpreted as valid estimates
of capacity or intellectual potential, they may be seen as
accurate predictors of academic success within the dominant
culture. Personality tests, on the other hind, stand in need
of demonstrated validity among American Indian populations.
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Orrains, Jim. "Tests, Achievement, and Bilingual Students." ,Focus
National Clearinghouse for Bilingual Tit:cation, No. .9, February
19d2.

The author contends that the implicit identification of adequate
surface structure control with "English proficiency" leads teachers
to eliminate lack of English proficiency as an explanatory variable,
consequently, low academic performance on test scores among minority
language students are attributed to deficiencies in the student or
his or her background experiences.

Darlington, R. B. Is Culture-Fairness Oblective or Subiective? Paper
presented at symposium of annual meeting of American Education
research Association New Orleans, La., February-March 1973. (ERIC
Document Reproduction Service No. ED 080 601)

The search for an objective, culture-free test is doomed to failure
except in the special case where different cultural groups have the
same mean scores on the criterion variable to be predicted by the
test. In the general case, it can be shown that no test (except one
with the rate quality of perfect validity) can meet all the criteria
reasonably expected of a "culture-fair" test.

De Avila, E. A., 3c Havassy, B. I.Q. Tests and Minority Children.
Austin, Tex.: Dissemination Center for Bilingual Bicultural
Education, 1974. (ERIC Document Reproduction Service No.
ED 109 261)

Test publishers and the users of standardised IQ and summary-score
achievement tests have failed to consider the problems associated
with testing the minority child. Since'the results of these tests
are used to determine the educational, economic, and social future
of children, a harder look at the minority child's cultural back-
ground is essential.

De Avila, E. A., & Havassya B. "The Testing of Minority Children - a
neo-Piagetian Approach. Today's Education, November-December 1974,

72 -75.

Examines limitations of standard 12 tests for minority children.
Proposes alternative assessment model. Discusses research on neo-
Piagetian measures of cognitive development with Mexican American
and other children in four South-western states. Outlines use of
computerized system for informational and instructional needs,
including individualized programs for each child tested.

De Avila, Edward. "Mainstreaming Ethnically and Linguistically Different
Children: An exercise in Paradox or a New Approach?" istaibitea
and the Minority Child. LTI on Special Education, Reston, Va.:
The Council for Dccepticnal Children, 1976, pp. 93-109.

The author begins by critically evaluating the current approaches to
mainstream testing and contends that because of these limitations,
he attempted to develop an assessment system built on the theories
of Piaget. The PAPT information system is described as an attempt
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to provide a new direction which meets the needs of educators as
well as the needs of ethnically and linguistically different child-
ren.

De Avila, E., fc Havassy, B. "Plagetian alternative to /4.: Mexican-
kmerican study." In N. Hobbs (ad.) Issues in the Classification of
2kceptional Children. San Francisco: jossey-Bass Publishers, 1975,
PP. 2145 -265.

The authors discuss the Piagetian theory of intellectual development
in contrast to the theories of Jensen and :mires. Following this
discussion is a comprehensive description of the field study of
Fiagetian measures. The authors conclude that the lack of congruence
between the neo-Piagetian and standardized measures points to
problems associated with schools and curriculum and children should
not be penalized for these problems.

De George, G. P. "Steps in the Development of a Criterion - Referenced
Test. The Bilingual Journal, February 1977,1(2), 7-10.

Outlines basic steps involved in writing of criterion-referenced
tests and indicate their preferred use. Pt2ctical approat;h: pro-
vides teachers with information whereby instructional decisions can
be made regarding individual students.

U5.semination and Assessment Jenter ror Bilingual Education. I.Q.
Tests elle anority Chil4ren. Austin, Texas: Dissemination and
Assessment Center for Bilingual Education, 1976.

This publication demonstrates point by point the inadequacies of I.Q.
testing for Spanish-speaking children and children of other minorities.
designed for use by elq-.!ators, this edition provides useful informa-
tion about tests of intelligence based on translations; ethnic norms;
and other elements that are not equally familiar to minority group
children. The ,uthors present the problems involved in I.Q. testing
and provide suggestions for solving these problems.

7ishran, J. Deutsch, M., Hogan, L., Uorth, ft Whiteman, M. Guidelines
for teydng mJnorit7 group chileren. Ann Arbor, Mich.: Society for
the Psychological Study of Social 133UPS, 1963. (EZC Document
Feproduction Service No. ED COl 642)

Standardized tests currently in use present a number of difficulties
with disadvantaged minority groups. They may not provide reliable
differentiaticn in the range of minority group scores. The lower-
class child will tend to be less verbal: less 'self- confident, less
motivated toward academic achievement, less competitive intellectually,
less exposed to stimuluting materials in the home, less knowledgeable
about the world, and more fearful of strangers than the middle-class
child.

Fitsgobhcn, T. J. The Use of Standsrdized Instruments with Urban and
:acority-Rrolo pnti).3. New York: Harcourt Brace Jovanovich, 1971.
(USG Document ioproduction Service No. ED 068 5C5)



The Harcourt trace Jovanovitch Test :`,apartment has expressed concern
about administering standardized tests to uroan and minority group
pupils. It has calved for modification .of test development procedures
to insure that the instruments are valid and appropriate. Areas
of concern include selecting appropriate norms and the testing of
those pupils whose native language is not English. The author 'claims
test developers have a responsibility to consider issues of test
interpretation and use of test results. Information on the effective
communication of standardized test information to the community
is included.

Fowles, 1. R., ' Kimple, J. "Language Tests and the "disadvantaged"
reader." ;la= 'L'orid, 1972, IL(3), 183-195.

The authors examine the validity and cultural bias of three standard
tests of linguistic skill. Included were the Nepman Test of.
Auditory Disorimination (ability to distinguish sounds of language).
Harrison-5troud leading :tacitness Profiles (diagnostic device for
placing children in school), and Illinois Test of Psycholinguistic
Ability. A discussion of the Literature and research on reading
reveals that the tests do little to indicate now children function.
It is concluded, instead, that the tests help perpetuate a cycle
of branding minority-group children as failures, and then calling
for inappropriate remediation.

Frederiksen, N. ,low to tell, if a test measures the same thine iq
different cultures, Princeton, educational Testing Service,
1976. (ERIC No. ED 131 093)

A number of ways of determining whether a test measures the same
thing in different cultures are examined. Methods range from
simple techniques to those reauiring statistical and psychologi-
cal knowledge.

Gartner, Alan; Greer; Colin; Sc lessman, Frank, (eds.). The New
Assaults on Enualit: _IQ and Social Stratification., New fork:
Harper & Row, 1974.

Nine experts examine the past and present of the I.Q. controversy
and draw some important conclusions about the role of I.Q. in
society.

'.:4villan-Torres, E. "Feview of literature on assessment instruments
used with limited English proficient Hispanic children suspected
of having handicaps, undated.

The author reviews specific assessment instruments in view of
their appropriateness for use with minority groups. Acommendations
for improving assessment practices with limited English proficient
Hispanic children are presented.

Gerry, 'A. H. -Cultural myopia: The need for a corrective lens."

,____21JouHOLS-4-11;119.91LELd191111, 1973,100, 307-315.



The author discusses the recommendations of a Department of Health,
Education, and Welfare task force for implementing the antidiscrim-
ination provision of a 1970 Office for Civil Rights memorandum.
The memorandum prohibited discrimination against minority children
resulting from failure to recognize their differing linguistic
and cultural identity characteristics. Assigning children to
classes for the mentally retarded on the basis of measures and
evaluations of English language skills was prohibited. The task
force recommended that school districts be notified of possible
discriminatory practices and suggested procedures to correct
these practices.

Gonzales, G. "Language, culture, and exceptional children."
EXceDtinnal Children, May 1974, pp. 565-570.

This paper presents the role of linguistics in the educational
assessment of culturally different children. The linguistic and
cultural bias of 10 tests as well as the role of adaptive be-
havior and community acceptance in minority groups are discussed.
Note is made of the difficulty of identifying gifted children who
are culturally different.

Goslin, David A. Teachers and Testing. New Cork: Rassell Sage
Foundation, 1967.

An exploratory study of the uses of standardized tests in schools,
teacher's experience with tests and testing, their attitudes and
roles.

Green, Donald Ross, Sc Draper, John F. "Exploratory studies of bias
in Achievement Tests." ERIC DCQUMENL September 1972.

This paper considers the question of bias in group administered
academic achievement tests, bias which is inherent in the instru-
ments themselves. A body of data on the test of performance of
three disadvantaged minority groups -- norther urban black;
southern rural black; and southwestern Mexican Americans as
samples in contrast to white advantaged groups in the same regions,
was analyzed using five different general methods for examining
tests for bias.

Green, Donild Ross. Racial and Ethnic Bias in Test Construction.
Monterey, California: McGraw-Hill, n.d.

Adapted from a federally funded stilt, of the same title. The
researcher found the need for changes in test construction pro-
cedures to produce unbiased instruments and suggests that
research should be a standard part of producing a test.

Greenblatt, J. "I.Q. testing and minority youth." University of
Washington, Seattle, 1979. Paper done for Educational Psychology
.&79.

research on IQ testing among Jnicano, Black and American Indian
students is examined. Provides several explanations for low
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national average /0 for minorities. Offers some suggestions and
alternatives for culture free test. Interpretation of I0 tests
in schools is investigated.

Greenlee, 1111. "Specifying the Needs of a Jilingual Developmentally
Disabled Population: Issues and Case Studies." atc DCCUMENT,
February 1980.

This paper concentrates on reviewing what has been reported about
"normal" bilingual development of Spanish and ihglish Children.
Sketches of three children who might be called bilingual, but
who show various developmental problems and a diverse set of
abilities. These sketches illustrate the heterogenuity of
linguistic skills and different program requirements of bilingual
developmentally disabled children.

Barber, Jean R. "The Bilingual gild with Learning Problems." ERIC
Clearinghouse, The Council for 3cceptional Oaildren. Heston,
Virginia: 1976, pp. 2-5.

This paper reviews the research on the bilingual child with learning
problems. The author notes that a disproportionately large number
on non-Diglish speaking children are placed in special education
classes for the educable mentally retarded, and that this group is
underrepresented in classes for the learning disabled. It is
suggested that appropriate tools for evaluating these children be
developed and programs planned.

Havighurs'., R. J. "Chat are the cultural differences which may affect
performance on intelligence tests?" In A. Davis (ed.), Intelligence
and cultural differences; a stud, of cultural learntne and problem
solving, Chicago: University of Chicago Press, 1951, pp. 16-21.

Examines role of social class as determiner of experience and
performance on '.ntelligence tests. Identifies three types of
culture in U.S. Dcarnines home, family, community and school
contexts. Provides analysis of characteristics of upper
middle and lower classes which appear relevant to test performance
and resulting cultural differences.

Hilliard, A. G., III. tandnrdizatinn and cultural tins as impediments
to the scientific study and validation of "intelligence." Joulmalof search and :eeloQment in__Eduation, Winter 1979, 12(2), 47-58.

Examines standardized IQ tests validity and utility as scientific
assessment device. Outlines issues involving race stereotyping,
test norms, content, and cultural and linguistic bias. Identifies
problems regarding predictive value, diagnostic misuse, and
statistical analysis of tests. Proposes rethinking of both
testing and the constrict of -intelligence- itself'.
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Holmen, Milton G., Docter, Richard. Educational and Psychological
Testi, e. New York: 2assell.Sage Foundation, 1272.

An evaluative study of the testing industry, its products, end how
they are used, with action recommendatiora for Those who influence
gatekeepers of our society.

Hunt, J. M. Psychological asseasment education and :motel class.
Trim the Nissouri :onfercnce on the Legal and .3iucational Con-
sequences of the 1ntelligenee resting alceent:' Handicapped
Children and nority Group liildren. 1972. (ERIC Document
Zetoroduction Service No. Ed 077 943)

The origins of norm-referenced testing and the arguments against
its use are summarized in this paper. The implications of the
intersctionists' view cf heredity and environment are also
examined. Alternative schemes for psychological assessment which,
the author claim, could guide the teaching process and encourage
ingenuity in teaching, are outlined. Tonics such as the concept
of intelligence and the effect of achievement and motivational
autonomy, maturation and experience, and race and social class
differences on I0 scores are discussed.

,dLts1.Z342ii:AIsd2t-ent'featonfniasirle, eklistan:de. The
National Learning Resource Zonte: of Penn., 500 Valley Forge
Plaza, King of Prussia, Penn. 19406.

This guide reviews the evaluation of tests for culture fairness
from five perspectives: technical adequacy, item content, testing
conditions, Characteristics of the child, and examiner character-
istics.

;.O. Tests and :Unorit7 1.;ildren. Zeveloped by alltilingual Assess-
ment Program, Stockton, CA., Austin, Texas: DA CBE. (1974).

his lemonstratea the inadequacies of I0 testing for
Spanish-speaking children ,and other minority children. Informa-
tion about tests of intelligence based on translations, ethnic
norms, and other elements are critically discussed. The authors
offer suggestions for solving these problems.

Jaramillo, M. 'Cultural conflict curriculum and the exceptional child."
EXceptional Children, May 1974, pp. 505-587.

The author asscea that there is a special need for teachers to
realize that there will be cultural conflicts between themselves
and some of their students, to try to understand different cultures,
and to use these differences to enrich the education of all their
students.



Jensen, A. R. Intelligence, learning ability, and socioeconomic
status. Paper presented at a symposium by the American Educa-
tional .bsearch Association, Chicago, 1968. (ERIC Document
Reproduction Service No. ED 023 725)

Discussed are the theoretical explanations of the observation that
low 10, low socioeconomic status children appear to be brighter
in certain ways than low I0 middle-class youngsters. The two
different theories of MO as a function of socioeconomic status--
environmental or cultural vc. genetically determined biological
factors--are evaluated. Also presented is a discussion of the
importance of cultural bins in tests and of the various corre-
lations of I0 and learning tests.

Jensen, M.. & Rosenfeld, L. B. "Influence of mode of presentation,
ethnicity, and social class on teachers' evaluations of students."
Journal of Educational Psychology, August 1974, 4K(4), 540-547.

Investigates transmission and influence of ethnic and social class
stereotyping on teachers' judgments of students. Teachers rated
students on evaluative criteria after various types of videotape
presentations of lower and middle class Anglo, Black, and Chicano
children. Findings indicate ratings are affected by mode of pre-
sentation, ethnicity and social class.

Johnson, D. L.. 4c Jchnsont C. A. -Comparison of four intelligence
tests used with culturally disadvantaged children." Psyci,ological
Reports, 1971, 28(1), 209-210.

Responses to three brief intelligence tests, the Slosson Intelli-
gence Test, the Peabody Picture Vocabulary Test, and the Goodenough
Draw-A-Man Test, were compared with scores on the Stanford -Binet
for 29 Head Start Children. Correlations with the S-B ranged from
.79 to .64. The Slosson was judged the best brief substitute for
the S-B in that it correlated .79 with S-B and its mean 10 was
virtually the same as the S-B mean.

Jinn, R., Gottlieb, J., Cush in, S., 1 Yoshida, R. "Zvaluating
Mainstreaming Programs, Models, Caveats, Considerations, and
Guidelines." .Exceptional children, May 1978, pp. 588-601.

A variety of practical and theoretical issues pertinent to eval-
uation of mainstreaming programs are presented. The paper concludes
with a presentation of guidelines for developing and appraising
mainstream evaluation reports

Jcnes, R. Mainstreaming and the Minority Child. Leadership Training
Institute /Special Education, The Council for Exceptional Children,
Reston, Virginia: 1976.

This book provides conceptualizations, strategies, and techniques
for teaching minority students in mainstream settings. Theoretical
questions are balanced with practical concerns in areas ranging
from fundamental issues involved in testing minority children to
parental perspectives of mainstreaming.



Kagan, J. S. "Inadequate evidence and illogical conclusions."
Harvard 3ducational .b view, Spring 1969,_1112), 274-277.

Invited response to Jensen's "Hve :inch Can We Boost 10 and
Scholastic Achievement?" (1969). criticizes conclusion that
if a trait is under genetic control, then differences between
populations are due to genetic factors. Cites studies of
identical twins which indicate environmental effect. Dis-
cusses possible effect of mother-child interaction on 10
scores.

Kennedy, Graeme. "The Language of Tests for Young Children."
The LanguageEducation of Minority Children: Selected Readings,
B. Spoloky, (ed.). Newbury House Publishers, Roxbury, MA:
1972.

In this paper the author analyzes in some detail the way that
tests are often unsuitable for young children and for non
native speakers of English.

La Belle, T. A. "Deficit, difference and contextual explanations
for the school achievement of students from minority ethnic
backgrounds." UCLA Educator, December 1976,1111), 25-29.

Examines three major explanations for the generally low achieve-
ment on IC and standardized tests by economically poor ethnic
minority students. ;views cultural deficit model and focuses
on cultural difference and contextual models. Cites research
with various ethnic minority groups. Draws implications for
types of changes proposed in testing and educational practices.

Laos*, T. Y. "Nonbiased assessment of Children's abilities: historical
anticedents and current issues." In T. Oakland (ed.), ,Psychological
and educational assessment of minority children. New York: Brunner/
Mazel, Inc., 1977, pp. 1-20.

Presents historical perspective on "nonbiased assessment of
children's abilities." Focus is particularly on conceptual,
sociological, technical, and ideological development that
bears most directly on current issues in non-discriminatory
assessment. No particular ethnic group identified.

Learn, M. E. "Children who are tested in an alien language - mentally
retarded?" The New Republic, May 1970, 162, 17-18.

Presents evidence that Mexican American students are assigned
to classes for the mentally retarded because they are given
culturally unfair IC tests in English instead of Spanish.
Purpose is to show misuse of IC testing. Chicanos and Blacks
located in Texas, Colorado and California are subjects of br..ef
study.

Locks, N. A., Pletcher, B. A., ,Z4 !Oynolds, D. F. Language Assessment
Instruments for Limited English Speaking Students. A Need
Analysis. Department of Health, Education and Welfare, National
Institute of Education, Washingington, D.C.: 1978.
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This report provides information on the adequacy of instruments
available for assessing the performance of limited-Zoglish-speaking
students and indicates areas of need. The report is divided into
three sections: The first section is current priorities in the
development and dissemination of assessment instruments for limited-
English speaking students in grades K-6. The second section contains,
by language group, assessment instruments that were available for
review, unavailable or under development. The third section contains
exhibits that indicate the various survey and review instruments
used by ATR in the conduct of the study.

Longstreth, L. E. "A comment on "Race, IQ, and the middle class" by
Trotman: rampant false conclusions." Journal of Educational P3P.
chology, August 1978, 70(4), 469-472.

The validity of Trotman's (1977) study on "Race, IQ, and the Middle
Class" is questioned. Purpose is to show that Trotman's findings
are in contrast to a position that assigns some roll to the genes
in accounting for racial differences in intelligence.

MacArthur, R. S. Mental abilities in cross-cultural context. Paper
presented to Department of Psychology Colloquium, MbOill University,
Montreal, 1966. (ERIC Document Reproduction Service No. ED 024 742)

Issues involved in testing the mental abilities of non-western,
nonurban ethnic groups are discussed in this paper. The paper
reviews conceptions of intelligence and intellectual potential,
prediction under fixed and adaptive conditions, the question of
environmental influences, and some formal test factors. Ekamples
are drawn from African, Canadian Indians, and Eskimo groups.

MacDonald, J. B. "Some moral problems in classroom evaluation/testing."
The Urban Review, Spring 1975, 8(1), 18-27.

Identifies five major points regarding the nature and function
of evaluation in the classroom. Defines moral evaluation and
suggests teachers' role and responsibility in assessment of
students. Provides guidelines for appropriate testing and
discisses social consequences of evaluation, including aspects
of tracking and school records.

Martinez, R. (ed.). Special Education and the Hispanic Child.
ERIC/CUE Urban Diversity Series,- No. 74. Ni: Ex.:, Clearing-
house on Urban Education, August 1981.

This publication is a series of written versions of presenters in
the Second Annual .Jollequium on Hispanic Issues. The following
major topics covered are: Jose P. and the Right to Bilingual
Special aducation, factors to be considered when assessing bilingual
Hispanic children, the state of the art in the assessment of Hispanic
children suspected of handicaps, Puerto 'Acan mother's cultural
attitudes towsri the use of mental health services and training
educators to meet the needs of Hispanic exceptional students.
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assnchlsrtts DspIrtment of Edlention. for Identification of
Ltmitel-En.lish Preficiene- Students Special Needs. Massachusetts
Department of ucntion, Division ol Special Education, March 1980.

This manual is a resource to aid teachers in understanding and
providing limited English proficient students with appropriate
services. It includes sections on observation, modifications in
the regular classroom, learning problems, reading, language
patterns of the child, and general testing procedures.

McDiatmid, G. L. "The Hazards of Testing Indian Children." ma
DOCUMENT. 1971.

Referring principally to Indians on reserves, this summary paper
discusses the role that poverty, health and nut.7..ition, social
conflict, language, and test motivation Play in relation to in-
terpretation of test data obtained on Indian children. .Approaches
to measurement of the Indian child's mental ability that are
reported to be promising and discussed.

Me ndoza- Friedman, M. "Spanish bilingual students and intelligence
testing." Ihral, Association of California School Administrators,
November 1973, 3 2), 20-23.

Outlines IQ test problems for the bilingual and bicultural
Chicano child. Deals with impact of testing; disproportionate
number of Chicano children wrongly classified as mentally
retarded. Discusses cycle of.low expectation and low
achievement. Provides historical review of bilingualism
and testing controversy, citing specific studies. Author
studies performance of low income Latino and Anglo students
on Lorge-Thorndike Intelligence Test. Practical recommenda-
tions include additional bilingual education projects, use of
criterion-referenced tests, training programs for bilingual
specialists.

Mercer, Jane R. "I.Q.: The Lethan Label." Psychology Today,
Vol. 6 pp. 44-47; 95-97, September 1972.

Mercer contends that schools have the primary responsibility for
identifying the mentally retarded via the I.Q. test which she
concludes is inaccurate and unfair.

Miarcer, Jane R. Labeling the Mentally Retarded. Berkeley: Uni-ersity
of California Press, 1983

Federally sponsored study of clinical and social system perspectives
on Mental Retardation in an American community.

Mercer, J. R. "A technique to compensate for culture bias in iq tests."
Phi Delta Kappan, May 1976, 1L7,(9), p. 632.

Briefly smimarizes Jane R. Mercer's testing technique SOMPA -
System of lulticultural Pluralistic Assessment.
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:fiercer, J. R. -Sociocultural factors in the educational evaluation
of Black and Chicano children." Presented at the 10th Annual
Conference on Civil and Human Rights of ,educators and Students,
Washington, D.C.: February 1972.

Data from author's research in area of mental retardation
classification with focus on Chicano and Black children.
Addresses biases in assessment procedures, stigma of special
classes end inadequate programming. Discusses function of IQ
score on retardation classification, cultural bias of tests,
definition of mental retardation, and practical alternatives.
Three references.

Mercer, J. R. "Current retardation procedures and the psychological
and social implications on the Mexican-American." A position
paper for the Southwest Cooperative Baucational Laboratory,
Albuquerque, N.M.: April 1970.

Presents findings from research which identifies processes and
procedures apparently responsible for directing disproportionately
large numbers of Mexican American children to special education
classes. Two hypotheses are explored relating to discriminatory
referral and discriminatory clinical procedures. Focus is on
nature of intelligence tests. Sixteen references.

Mercer, J. R. SO4PA: System of MUlticultural Pluralistic Assessment.
Technical Manual.. New Lark: Psychological Corporation, 1979.

Data from author's research in area of mental retardation class-
ification with focus on Chicano and Black children. Addressee
biases in assessment procedures, stigma of special classes and
inadequate programming. Discusses function of I.Q. score on
retardation classification, cultural bias of test, definition
of mental retardation, and practical alternatives.

Mercer, J. R., Est Ysseldyke, J. -Designing diagnostic-intervention
programs." In Oakland, T. (ed.) Psychological and Biucational
Assessment of Minority Children. New York: Brunner /hazel,
1977, pp. 70-91.

The authors contend that to develop a nondiscriminatory diagnostic-
intervention program, a multi model approach is needed. This multi
model approach should incorporate a medical model, social system
model, the psychoeducational process model, the task analysis
model and the pluralistic model. The use of the five models in
a coherent system allows the educator to know the chi'd's current
level of functioning and makes it possible to implement a diagnostic-
intervention approach.

Messick, S., & Anderson, S. Educational testing, individual develop-
nent, and social re:monsibiliy. Princeton, N.J.: Micational
Testing Service, 1970. (ERIC Document Reproduction Service No.
ED 047 003)
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scent criticism contends that educational and psychological tests
are unfair and inadequate measures of the capabilities of minority,
poverty, and other educationally alienated groups. The authors
suggest that there nre two main issues, the first scientific, the
second ethical. Is n test a valid measure of the characteristics
it purports to assess for particular types of individuals in par-
ticular circumstances? The whole question of test use is examined,
beginning with whether or not a test should be utilized for a
specified purpose.

Moreno, S. 'Problems related to present testing instruments." El
Grito, Spring 1970, pp. 25-28.

Defines problems in assessment of rexiean American children
using achievement, aptitude and intelligence tests developed and
normed on English speaking population. Outlines concerns re-
garding validity, reliability, and availability of valid tests
for ':exican Amerionn students. Cites research on monolingual
Spanish speaking and bilingual children indicating inappropriate-
ness of tests in English. Discusses research involving norms,
predictive validity and readiness tests. Outlines needs of Spanish
surnamed children and makes several recommendations.

Morris, J. "ghat Tests do Schools Use with Spanish-Speaking Students?"
Integrated Education, 1977, li(2), 21-37.

The author reports his findings after conducting surveys in sixteen
city school districts of the most widely used tests and procedures
followed in assessing Spanish speaking students. He concludes
with recommendations districts could follow in order to improve
the assessment process.

MOwder, B. -A Strategy for the Assessment of Bilingual Handicapped
Children." January 1980, Vb1.1L(1).

This paper dicen3ses the need for measurement experts and educators
to nderstend that no one test method is sufficient for the assess-
ment of bilingual children. The paper discusses past measurement
directions and makes recommendations for the assessment of bilingual,
culturally different children.

Aarphy, L. 3. "The Stranglehold of Norms on the Individual Child."
(:hildhood Education, 1973, 42(7), 3)43-349.

Cur culturc'z unnstified :eh:mon c.1 ::;:rnative categories has
i-he effect of Preening PxnPotAtions about Phtldren and emphasizing
their weaknescee and problems, rather than their strengths. Tests
must he viewed in the context of the child's total coping behavior,
both during 1%he +est and in daily .life.

Yew Jersey State Department of Education. Self-StIdy Glide for Non-
biased Assess::.ont. ';ear Jersey State Departaient of Education, 1980.

This glide :as developed in rooponse to increased awareness and a
need by child study team members in New Jersey. The guide is a
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self-st.Idy tool for individual practitioners. The goal is for
readers to incorporate the concepts into their professional
decision-making, and eliminate, to the greatest degree possible,
bias from their assessments..

Nolte, M. C. School Testing, Grouping and the LPW. Paper presented
at the Annur=F:ing of the National Organization on Legal Problems
of Education, Colorado Springs, 1975. (ERIC Document ilaroduction
Service No. ED 113 817)

There are grounds for connern about testing's relationship to the
law because, where a constitutional issue is involved, the burden
of proof cf need for the test immediately shifts to educators.
Throughout the history of testing in this country, the courts
hare often intervened to assure that students, While they are
in school, are free from discrimination, either in word or
act, by school effinials. ''son a crtal fnrie showing of dis-
criminatory impact, those doing the tesWiTust demonstrate the
rationale for the testing procedures and the validity of the
tests.

Oakland, T., Matusek, P. "Using Tests in Nondiscriminatory Assess-
ment." In Oakland, T. (ed.), Psychological and Educational Assess-
ment of Minority Children. New York: Brunner/Hazel, 1977.

Identifies several issues regarding appropriate use of assessment
techniques with minority children and diagnostic intervention
services. Examines historical and current issues, legislative
action, technology, and a conceptual model for service delivery.
Contains eight appendixes dialing with many issues including
annotated bibliography of language dominance measures. Extensive
references provided throughout.

Oakland, T. -Predictive validity of readiness tests for middle and
lower socioeconomic status Anglo, Black and Mexican American
Children." Journal of Educational Psychology, August 1978, 21(4),
574-582.

Identifies the predictive validity of six tests of academic
readiness for Anglo, Black and Mexican American first grade
children from middle and lower socioeconomic status homes.
Finding's suggest that, as a group, the readiness measures
tend to be more valid for Anglos than Blacks and tend to
have greater predictive validity for middle class than for
lower class children. seventeen references.

Oakland, T. Psychological and ;educational Assessment of Minority
children. New York: Brunnerzel, 1977.

Identifies several issues regarding appropriate use of assessment
techniques with minority children and diagnostic intervention
services. Examines historical and current Issues, legislative
action, technology, and a conceptual model for service delivery.
Contains eight appendixes - dealing with many issues including
annotated bibliography of language dominance measures.



Padilla, A. clarzt, 3. :4. "IQ Tests: a case of cultural myopia."
!lational Elementary Principal, March/April 1975,1kS4), 53-58.

Identifies reasons IQ tests are partly responsible for under-
education of Spanish surnamed children. Examines who should
be tested, When, and for what reasons. Discusses potential
influences of test administrator, effects of pressure and
motivational factors. Focuses on negative characteristics
of culture free tests, translations, no testing; advocates
culturally sensitive testing.

Parker, Stephen (transcriber). Conference on Special Education
:!eeds and ::ultioultural/:Ialtilimmal ' )iildren. University of
Wisconsin-ill'oaa;i77.1arch 8-9, 1979), Illinois Resource
Center, 1979.

This publication includes a series of seven transcribed presen-
tations in the area of bilingual special education. Some of the
key areas addressed are: legislation, identification and referral
procedures, assessment procedures, program development, staff
development, and parental involvement.

Pedrini, B., Pedrini, D. T. Intelligent Intelligence Testing.
Omaha: University of Nebraska at Omaha, 1972. (ERIC Document
reproduction Service No. ED 069 694)

Intelli4enee tests should be used to help people; they should
not be used to penalize them. Furthermore, our focus should
be on treatment; it should not be on labeling. IQ tests often
stigmatize young children and poor persons of all ages. Large
groups of black Americans,Spanis.1-Americans, and Indian-Americans
are probably misclassified as to ability because of a different
society and culture.

Phillips, Beeman (ed.). Assessing minority ;roue llildren. A
Special Issue of Journal of School Psychology. N.L.: Behavioral
Publications, 1973, Vol. 11(4).

In this special issue eleven different articles are included
dealing with the assessment of minority group children. Articles
denlin with the assumptions underlying psychological testing
and criterion-referenced and norm-referenced assessment of
minority group children are presented.

Plata, Assessment, Placement, and '.rogramming of Bilingual
Exceptional A Practical Approach. Virginia: Council
for Exceptional Jhildren, 1982.

This publication presents an historical perspective in bilingual
special education. The author presents practic21suggestions
for aspossing bilingual exceptional pupils, major issue in
placement and programming of bilingual handicapped students.
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Proceedings of a Multi-CUltural Colloquium on Jon-Biased Pupil
Assesfi:gent at Alban7, New York. Eponsored by Bureau of School
Psychological and Socill Services, Bilingual Education Unit,
June 1977.

This publication consists of proceedings of six comprehensive
presentations on nonbiased psycho-educational assessment of
non-English dominant pupils.

Ratteray, J. D. The Testing of Oiltural Groups. 1.212110eAl
*nalvsis of the literature on Testin., and a Pro osition. Santa
Monica, Calif: and Corporation, 1974. ERIC Document
Reproduction Service No. ED 113 371)

This study grew out of the need to find and 'Ise standardized tests
that would accurately depict the performance of various cultural
groups in America.

Reschly, D. 'Regional 9 Task Group on Non-biased Assessment." Guide
for nonbiased Assessment. Northeast Regional Resource Center,
November 1976.

This guide is designed as a resource for the assessment of the
culturally different child or any referred child.

Reschly, D. J. "WISC-R. factor structures among Anglos, Blacks,
Chicanos, and Native-American Papagos. Journal of Consulting
and .Clinical Psychology) 1978, AD), 417-422.

Research compared factor structures of Verbal Comprehension,
Perceptual Organization, and Freedom from Distractibility
of the WMC-R for a sample of Flo, Black, Chicano and
Native American Fapago children. Investigated appropriaue-
ness of test and examined comparability of factor structures

and construct validity evidence for Full Scale IQ and
verbal-performance.

Resnick, L. 3., Wang, :1. C., & Kaplan, J. "Task analysis in curriculum
design: A hierarchically sequenced introductory mathmematics
curriculum." Journ11 of replied Behavior finalysisj 1973, 13
679-71C.

This paper presents the outcome of research exploring application
of detailed task analysis procedures to the problem of designing
sequences of learning objectives. A specific sequence of
"objectives" is proposed and hypothesized to be those that best
will facilitate learning. Relevant literature on early learning
and cognitive development is considered in conjunction with the
analysis and resulting sequences. It concludes with a discussion
of the ways in which curriculum can be implement(!d and stt:died
in schools.
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Sabatino, David A., Kelling, Kent, Hayden, David, L. "Special
Education and the Culturally Different Child: Implications for
Assessment and intervention. Children, April 1973,
PP. 563-567.

This article discusses the problems in testing culturally different
students and makes a plea for increasing the number of qualified
assessors.

Samuda, R. J. Psycholcgical Testing of American Minorities: Issues
and Consequences. New York: Harper &

Outlines issues involved in standardized norm-referenced testing
of minorities. Reviews intelligence testing, genetic and envir-
onmental theories, and technical problems of measurement.
Discusses effects of environmental factors on performance and
educational and social consequences of testing. amines alter-
natives including cirterion-referenced tests. Includes Compendium
of Tests for Minority Adolescents and Adults.

Samuda, R. "Problims and Issues in Assessment of Minority Group
Children." In R. L. Jones (Ed.), Mainstreaming and the Minority
,child. Reston, Virginia: Council for Exceptional Children,
1976, pp. 65-76.

The author discussed the causes for the abuse of tests, the con-
sequences of testing for minority group children, and the trends
in the use of norm- referenced tests with minority children.

Settler, J. M. Assessment of Children's Intelligence. Philadelphia:
W. 3. Saunders Co., 1974.

Test is designed to aid students' education in the wide range
of psychological evaluations. Three main goals are presented:
(1) to assist the student with the process of psychological
evaluation (2) to guide in the selection of materials and
(3) to summarize and integrate the findings of many studies
that have been concerned with individual intelligence tests
gnd with variables in the testing situation. Chapter Four is
titled "Testing Minority Group Children."

Schmidt, F. L., 1 lunter, J. E. "nacial and Ethnic Bias in Psy-
chological Tests: Divergent Implications of Two Definitions
of Test Bias." American Psychologist, 1974, 29(1), 1-8.

This article examines the two most widely accepted definitions
of unfair test bias. In 1968, Cleary defiled unfair test
bias in terms of consistent under- or over - prediction of
actual performance levels of minority or majority groups.
Thorndike's 1971 definition holds that a test is unfairly
biased whenever the difference between the minority and majority
groups is greater on the test than in ac teal performance. These
two definitions, which superficially appear to be similar, are
shown to be very different in their implications for minority
selection.
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Sedlacek, W. E. Rcent Developments in Test Bias Research: Univer-
sity of Marrland Caltural Stu-4- Center :enearch.itePo
CcJ.lege ear : J11 versity of aryland, 197. LAIC Document
heproduction Service No. ED 127 532)

Three types of test bias are discussed: content bias, atmosphere
bins and -Ise bias. -fihilc much concern has been expressed about
the content of tests or the atmosphere in which they are given,
it is more important to focus on how tests are used in making
decisions about people. Four models of test use are defined:
regression model, constant ratio model, conditional probability
model and the equal probability model. The writer feels that,
rather than asking if tests are biased, one should ask if the
society is biased, since tests are always employed in a cul-
tural context.

Shutt, Darold L. '.Family Participation in the Psychological
Evaluation of Minority Children.- Paper presented at the
Southwestern Orthopsychological Association Meeting, Oalveston,
Texas, November 1972. ERIC DOCUMENT.

JaTajo family participation in the evaluation of their children
is described in thii paper. The author introduced the Riskey-
Nebraska Test of Learning Aptitude. This instrument, developed
for use with deaf children, requires no verbal instructions or
verbal responses. Use of this non-language individual test when
combined with family participation resulted in significantly
different scores. The current emphasis has been placed on the
validation of the Hiskey-Nebraska Test of Learning Aptitude for
use with bilingual minority group children.

State of Florida Department of Education. A Resource Manual for the
Development and Evaluation of Special Programs for Exceptional
Students. Volumn 111-B, Evaluating the Non-English Speaking
Child, state of Florida Department of Education, April 1982.

This manual provides guidelines for school personnel in con-
ducting evaluations of limited alglish proficient exceptional
students.

Steinberg, 3. M.. 1 Dunn. L. A. ailture and Conservation in
'Chiapas. Paper presented at the Biennial Meeting of the
Society for :search in Child Development, Denver, Col., April
1975. (ERIC Document Ibpaoduction Service No. ED 116 802)

This study examined the influences of culture, language and
familiarity with materials on the ability to solve traditional
conservation problems. A total of 80 Tzeltal-speaking child-
ren from two traditional Mayan villages participated in the
study.



itiggins, J. "An Alternati7e to Blanket Standardized Testing."
Toda7's 1.975, G1, pp. 38-40.

An explanation of and argument for depending on random and
matrix sampling in education testing.

Stodolsky, s., a Lesser, G. "Learning patterns in the disadvantaged."
jiarvardEducational 70view, Fall 1967, IL(4), 5k6-593.

Original stgdy tested adnese, Jewish, Negro, and Puertc Rican
six and seven year old children of middle and lower class on
four mental abilities: Verbal Ability, :basoning, Number
Facility, and Space Conceptualization. Indicates these abilities
are organized in ways determined culturally; social class
produces difference in level, and ethnic group produces differ-
ences in both level and pattern of abilities. Included are
specific findings, replication study, and implications for
future educational practices. 74 references.

Test bias: A bibliography. Princeton, N.J.: ERIC Clearinghouse
on Tests, raasurement, and Enluation, 1971. (ERIC Document
kproduction Service No. ED 051 312)

This is a bibliography of articles, research reports, mono-
graphs, books, and reference works related to test bias. Refer-
ences listed cover the period from 1945 on, and are grouped under
two main headings: General Educational :tferences and Employment
References.

Thomas, Alexander. Retardation in Intellectual Development of Lower
lass Puerto awl ln ,c rem qty. L:1.0 earing ouse,
The Council for Exceptional Children, Reston, Virginia, May 1969.

To study the home environment of the Puerto Am as it relates
to the children's academic achievement, forty-five working
class families were interviewed in light of variables such as
achievement and classroom behavior. The results indicated
that paren's were interested in their child's education. and
the low reading score of these children could be attributed
to poor schoolings.

Torrance, 7. Paul. Discover. and Nurturance of Giftedness in the
)ilturally Different. Roston, VA: CEC 1977 .

In this monograph, the author offers creative non psychometric
eppreaches of discoverinc giftcdncss in culturally different
students. Creative alternative approaches for nurturing gifted-
ness are discussed.

Torrence, E. P. -Are the Torrance Tests of Creative Thinking Biased
against or in Favor of -Disadvantaged' Groups?" Gifted Child
Quarterly, 1971, 15(2), 75-60.



In an effort to establish the validity of his Torrance Tests
of Creative Thinking, the author reviews a number of studies
which have used the instrument. The majbrity of the stddies
reported show no statistically signigicant differences in the
overall scores of different racial and socioeconomic groups.
Instead, some groups tended to do better on one part of the
test, while others excelled on alternate sections.

Torrance, E. P. -Non-test indicators of creative talent among
disadvantagd children." Gifted Child Quarterly, 1973, 17(1),
3-9.

The introduction to this article contains a discussion and
review of tests which do not exhibit racial or socioeconomic
bias, and those that are biased in favor of blacks. After ac-
knowledging that some persons may be opposed to any testing of
minority students, the author presents a non-test alternative
to identifying gifted or talented minority children. The al-
ternative is a four-page checklist of observable behaviors which.
are considered creative positives. The checklist can be used in
selecting, guiding, and encouraging creativity in gifted disad-
vantaged children.

Tucker, J. A. Nineteen Steps for Assuring Non- biased Placement of
Students in Special Education. reston, Virginia: ERIC Clearing-
house on Handicapped and Gifted Children, 1980.

The author establishes a clear viable nineteen step process for
evaluating and Placing students in special education. This
article is an excellent useful tool particularly to school
personnel who work with linguistically and culturally different
students.

U.S. Commission on Civil Rights. -Quality Education for Mexican-
American Children. Integrated Education, March-April 1977,
pp. 38-41.

This paper addresses numerous detailed recommendations to
state departments and OCR in the areas of curriculum, student
nssignment, teacher education, and counseling of Mexican
American children.

Vasquez, J. A. "Cultural differences: Implications for learning,
teaching, and testing. Cccasional Papers., Center for Development
of Comhunity College Education, University of Washington, 1977a,
Mo. 28, 67-68.

Discusses (1) cultural and socioeconomic differences among
minority children which have strong implications for learning
and therefore for teaching (2) how these distinctives suggest
the need for reconstructing tests end the testing situation.
Focus is to show thy there is disparity in academic achieve-
ment between minorities and mainstream youth. Motivation of
minority students briefly examined.
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Weber, George. "Uses and Abuses of Standardized Testing in the
Schools." Occasional Poem No. 22. Washington, D.C.:
Council for Basic Education, 1974.

Brief, clearly written critique of intelligence, aptitude and
achievement tests; their uses, limitations and abuses; and
discussion of current controversies surrounding standardized
testing.

Williams, R. L. The 3ITCH-100: a culture-specific test." Journal
of Afro-American Issues, 1974,-1(1), 103-116.

Provides review of several types of test construction. Outlines
research done to design the culture specific BITCH-100 (Black
Intelligence Test of Cultural Homogeneity) test for Black pop-
ulation. Discusses test administration to 100 Black and 100 'White
subjects of lower and middle SES. Examines validation process,
the BITCH as a measure of intelligence and correlational data
with California Achievement Test. Saggests test may be used in
other ways in addition to use as measure of cognitive function.

Wolff, J. L. "Utility of socioeconomic status as a cnntrol in
racial comparisons of IQ." lalofEcatiorsgaJourrlalPs'holo.
August 1978,12S4), 473-471.

The validity of Trotman's conclusions as four' in "Race, IQ,
and the Middle class." (1977) are questioner. (1) a critique
of her methodology and (2) a critical examination of her results.

Yoshida, R., nac:iillan, D., ::.Myers, E. "The decertification of
anorityGroup ENR Students in 3alifornia: Achievement and
Wastmcnt." M,instrclming and the Minority Child. GEC,
:.'eston, Virginia, 1976, pp. 215-235.

:alifornia's response to civil rights litigation which resulted
in the reassignment of 11,CCC to 1141CCO educable mentally re-
tarded students to regular classrnoms with some mainstreaming
assistance is reported. This paper also presents findings
of an Office of Special Education project which assessed the
success of decertification of students in terms of student
achiee::ent rind adjustment.

Zirkel, P. ;%. pI-2-sc .tr7kStIniststudents and standardized tests.
Albany: 'few Yorl: State :ducation Zept., 1912. (ERIC Document
:oproduction Ser.-ice :Zo. ED ceo 594)

A revlc of the research reveals that standardized intelligence
and Achirm-sent testing presents linguistic, cultural and
psychological difficulties for Spanish-speaking children. These
difficulties are evident in internal or intervening variables,
such as the language usci in the administration of the test,
the extent of the verbal factor in it, and tho ethnic background
of its administrator. At the corn of the prol.'.0- 1:1:3 been the

4-4frg of Spanish-speaking chi:Artr.
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hir%el, F. "Spnnish-speaking students and standardized tests."
Urban ":eview jtine 1972, 5.-o 32 -LC.

arTiet: of studies dealing with Spanish-speaking students
and standardized tests. Examines research on intelligence
tests, achievenent tests, and psychological reactions to
test.ng. Findings indicate testirg difficulties are
linguistic, cultrnl, nnd psycholcgical in nature, and
are influenced by variables such as language used in the
administration of the test, extent of test's verbal
factor, and ethnic bacl:gnaund of administrator. Outlines
need for new instrumentation.



GUIDE FOR NONBIASED ASSESSMENT

Prepared by:

Region 9 Task Aroup on Nonbiased Assessment
Northeast Regional Resource Center

November, 1976

This Guide may be used as a resource throughout the, assessment process of any
referred child but is considered critical for the assessment of the culturally
different chi 1 d.

This Guide may be duplicated.

112



REFERRAL

1. Are the parents/guardans aware that a referral has been made for
their child, and by whom?

2. Is this child's presenting problem clearly and precisely stated on
the referral?

a. Does the referral include descriptive samples of behavior
rather than opinions of the referring agent?

b. Is there supportive documentation of the problem?

3. Is the referral legitimate?

a. Does the referring agent have a history of over referral of
children from certain cultural groups?

b. Could irrelevant personal characteristics (e.g. sex or attrac-
tiveness) of the child have influenced the decision to refer him/her.

c. Could the referring agent have misinterpreted this child's actions
.or expression due to his lack of understanding of cultural
differences between himself and the child?

4. Can the assessment team provide the referring agent with interim
recommendations that may eliminate the need for acomprehensive
evaluation?

a. Is it possible that the curriculum being used assumes that this
child has developed readiness skills at home that in reality
he/she hasn't had the opportunity to develop? If so, can the
team assist the teacher in planning a program to give this child
the opportunity to develop readiness skills?

b. Can the team provide information on the child's cultural background
for the referring agent so that there are fewer misunderitandings
between the referring agent and this child and perhaps other
children of similar cultural background?

5. Have I informed this child's parents/guardians in their primary language
of the referral?

a. Have I explained the reason(s) for the referral?

b. Have I discussed with the parents what next step activities may
be involved?

e.g. - professional evaluations
- use of collected data
- design of an individualized educational plan, if necessary

c. Have I discussed due process procedures with the parents?

d. Do I have documented parental permission for the evaluation?

e. Have I asked the parents to actively participate in all phases

of the assessment process?
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f. Have I informed the parents of their right to examine all
relevant records in regard to the identification, evaluation
and education-al plan of their child?

MEETING THE CHILD

1. What special conditions about this child do I need to consider?

a. What is the child's primary home language?

b. Do I know about the child's home environmental factors?
e.g. - familial relationships/placement

- social and cultural customs

C. Do I understand this child's culture and language so that I
can evoke a level of performance which accurately indicates
the child's underlying competencies?

d. Is this child impeded by a handicap other than the referral
problem that may result in his not understanding what I am
talking about?

2. What special conditions about myself do I need to consider?

a. How do I feel about this child?

b. Are my values different from this child's?

c. Will my attitude unfairly affect this child's performance?

d. Can I evaluate this child fatrly and without prejudice?

e. If not, would I refer him/her to another assessor if one is
available?

3. Have I examined closely all the available existing information and
sought additional information concerning this child?

a. Has the child's academic performance been consistent from
year to year?

b. Is there evidence in this child's record that hiS performance
Was negatively or positively affected by his classroom place-
ment or teacher?

c. Are his past test scores consistent with his past class performance?

d. Am I familiar with past test instruments used to evaluate this
child and how well can I rely on his prior test scores?

e. Have I observed this child in as many environments as possible
(individual, large group, small group, play, home)?

f. Am I making illegitimate assumptions about this child? e.g. Do
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I assume he speaks and reads Spanish simply beCause he is
Puerto Ricer? .

g. Have I actively sought additional information on non-school
related variables that may have affected this child's school
performance?

e.g. - health factors (adequate sleep, food)
- family difficulties
- peer group pressures

4. Does this child understand why he/she is in the assessment situation?

a. Have I tried to explain at his/her level of understanding what
the reasons were for his referral?

b. Have I given this child the opportunity to freely express
his/her perceptions of the problem"'.

c. Have I discussed with the child what next step activities may
be involved?

SELECTION OF APPROACH FOR ASSESSMENT

1. Have I considered what the best assessment approach is for this child?

a. Considering the reasons for referral, do I need to utilize
behavioral observations, interviews, informal techniques or
standardized techniques or a -combination of the above?

b. Have I given as much thought to assessing this child's adaptive
behavior asI.have to his/her academic school performance?

c. Are the appivaches I am considering consistent with the child's
receptive and expressive abilities?

d. Am I placing an overdependence on one technique and overlooking
others that may be more appropriate?

e. Have I achieved a balance between formal and informal techniques
in my selection.

2. If I have selected to use standardized instruments, have I considered
all of the ramifications?

a. Am I testing this child simply because I've always used tests.
in my assessment procedure?

b. Am I administering a particular test simply because it is part
of THE BATTERY?

c. Am I administering a test because I have been directed to do
so by the Administration?
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d. Does the instrument I've chosen'tnclude persons in the
standardization sample from this child's cultural group?

e. Are subgroup scores reported in the manual?

f. Were Ihere large enough numbers of this child's cultural
group in the test sample for me to have any reliance
on the norms?

g. Does the instrument I have selected assume a universal set
of experience for all children?

h. Does the instrument selected contain illustrations that
are misleading and/or outdated?

i. Does the instrument selected employ vocabulary that is
colloquial, regional and/or archaic?

. Do I understand the theoretical basis of the instrument?

k. Will this instrument easily assist in .delineating a recommended
course of action to benefit this child?

1. Have I reviewed current literature regarding this instrument?

m. Have I reviewed current research related to potential cultural
influences on test results?

TEST ADMINISTRATION

1. Are there factors (attitude, physical conditions) which support the
need to reschedule this child for evaluation at another time?

2. Could the physical environment of the test setting adversely affeCt
this child's performance?

- room temperature - poor lighting
- noise - furnishings inappropriate
- inadequate space for child's si;e

3. Am I familiar with the test manual and have I followed its directions?

4. Have I given this child clear directions?

a. If his/her native language is not English, have I instructed..
him /her in his/her language?

b. Am i sure that this child understands my directions?

5. Have I accurately recorded entire responses to test items, even though
the child's answers may be incorrect, so that I might later consider
them when interpreting his/her test scores?

5. Did I establish and maintain rapport with this child throughout the
evaluation session?
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'SCORING AND INTERPRETATION

1. Have I examined each item missed by this child rather than merely
looking.at his/her total score?

a. Is there a pattern to the types of items this child missed?

.b. Are the items missed free of cultural bias?

c. If I omitted all items missed that are culturally biased,
would this child have performed significantly better?

2. Am I aware that I must consider other factors in the interpretation
of this child's scores?

a. Have I considered the effect the child's attitude and/or
physical condition may. have had on his performance?

b. Have I considered the effect that the child's lack of
rapport with me may have had on his performance?

c. Does my interpretation of this child's performance include .

observations?

d. Do I realize that I should report and interpret scores within
a range rather than4as a number?

3. What confidence do I have in this child's test scores?

a. Are test scores the most important aspect .of this child's
evaluation?

b. Will I allow test scores to outweigh my professional judgement
about this child?

CONSULTATION WITH TEAM MEMBERS AND OTHERS

1. Am I working as an integral member of. a multidisciplinary team on
behalf of this child?

a. Have I met with the team to share my findings regarding this
child?

b. Are other team member's evaluation results in conflict with mine?

c. Can I admit my discipline's limitations and seek assistance from
other team members?

d. Do I willingly share' my competencies and knowledge with other
team members for the benefit of this child?

e. Has the team arrived at its conclusions as a result of team
consensus or was our decision influenced by the personality
and/or power of an individual team member?
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2. Is the muitidisciplinary team aware of its limitations?

a. Are we i'ware of community resource personnel and agencies
that might assist us in developing do educational plan
for this child? Do we utilize such resources before, during,
and after the evaluation?

b. Jo we on the team feel comfortable in including this child's
parents In our discussions?

ASSESSMENT REPORT

1. Is me/ report clearly written and free of jargon so that it can 'be
easily understood by this child, his parents, and teachers?

2. Does my report answer the questions asked in the referral?

3. Are the recommendations I have made realistic and practical for
the child, school, teacher, and parents?

4. Have I provided alternative recommendations?

S. Have I included in my report a description of any problems that
I encountered and the effects of such during the assessment
process?

INDIVIDUAL EDUCATIONAL PLAN

Are we making this child fit into anistablished program or ere
we developing an individualized educational plan apprcpriate for
this _child?

1. Have we identified this child's strengths and weaknesses?

2. Have we specified long range goals and immediate objectives
for this*child?

3. Are we willing to assist the teacher in imOimenting this
child's educational plan?

4. Have we stated when and how this child's progress will be
evaluated and by whom?

FOLLOW UP

What are my responsibilities after we have written this c:iild's educational
plan?

1. Have I discussed my findings and recnmnmadations with this child's
parents and explained their due process rights? Have I given
the parents a written copy of this child's educational plan?
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2. Have I met with those working with this child to discuss
the educational plan and to assist them in implementing
its recommendations?

3. Have I discussed my findings and recommendations with this
child at his level of understanding?

4. Can I help those working dir,ectly with the Jlild to become
more familiar with this child's social and cultural background?

5. Have I sought this child's parents' permission for release
of any confidential materials to other agencies and professionals?

6. Will I periodically review this child's 'educational plan in
regard to his/her actual progress so that any necessary
changes can be made?

SOME FINAL THOUGHTS

1. Do I believe in the right to an appropriate education for all
children?

2. Would I be comfortabltif MY child had been involved in THIS
assessment process?

3. Is there a willingness and desire on my part to actively
participate in in-service activities that will lead to the
further development of my personal and professional growth?



CHAPTER III

COGNITIVE LINGUISTIC DEVELOPMENT
AND LANGUAGE - CULTURE TIES

Synthesis Document 1

by

Robert N. St. Clair, Ph.D.

The role of the bilingually handicapped in Amercian culture
can best be understood from a theortical framework known as the
sociology of knowledge. According to this view, people exist in
a social system which they consider to be real, but which they do
not know has been socially constructed for them and by them.
This is evidenced, for example, in face-to-face interactions
where one person creates a "conversational image" of the other
during their first encounter. This image is based on non-verbal
behavior, speech patterns, interaction strategies, and other
forms of daily routines. What one asks and says or does, in this
model, is just as significant as what one fails to say or do. A
common place example of constructing conversational images can be
readily found among parents who constantly refer to their sons
and daughters as "my baby." This is the image that a mother
constructs during early infanthood, but which she has never let
go of regardless of the fact that "her baby" may be middle aged
or older. In the rhetoric of this model, she is the playwright
who has written a social drama in which her son or daughter is
forever a child; and she is the actor who performs the role of
motherhood; and she is the audience and the critic who constantly
monitors her own behavior in order to insure that the "play" is a
success. Her baby pictures and bronzed baby shoes are all part
of the scenery that she uses in her social drama; and, most
importantly, language is the medium which accomplishes this.
Language, then, becomes a social barometer in which another's
behavior provides psycho-social insights in how one views the
social world. The conversational image of a handicapped
individual has been largely determined by traditions within the
mainstream society. These are social dramas in which the
populace have created themselves as the protagonists and those
who do not fit within their system as devalued. The handicapped
have been given predetermined roles to play. They are deemed as
socially distant. They have been tacitly categorized as
"outsiders" by the system and consequently become victims of
mainstream oppression.

1. Special gratitude is given to Dr. Philip C. Chinn, Special
Assistant to the Executive Director for Minority and
Handicapped Concerns, the Council for ExceptionalChildren.
His astute comments and evaluation of this essay has been
very valuable. Many of the quotations are taken directly
from his own written response of this synthesis.
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The concept of labelling forms an intrinsic part within the
sociology of knowledge; and it accounts for why bilingual
minorities are treated as outsiders. It argues that the process
is socio-political because many within the citizenry may break
laws and go unpunished while other may abide by the regulations
and will, nevertheless, become falsely accused.

Perceived as
Deviant

Law breakers Non-law breakers

PURE DEVIANTS FALSELY ACCUSED

Not perceived SECRET DEVIANTS CONFORMING

Those who CONFORM to the system and who are in the mainstream
pose no threat. Those who are considered as true outsiders by
everyone are labelled as PURE DEVIANTS. This category may shift
in values from time to time. Prior to the turn of the century,
for example, women who wanted to vote were considered pure
deviants. Similary, the concept of divorce was tantamount to
complete anomie and insanity, but now the reverse is almost true
- nearly everyone is divorced. Hence the category of the true
outsider is related to socio-historical values. The more
interesting aspects of labelling theory can be found under the
categories of the SECRET DEVIANT and the FALSELY ACCUSED. The
former is part of the power system (a large corporate lobby, a
strong professional organization, the economic power elite,
etc.), whereas the latter are socially, ethnically, morally, or
physically powerless. They are the non-conforming who provide a
direct threat to one of the power groups or whose socio-economic
dependency and control is related to those in power. Howard
Becker mentions the process of labelling and he begins with the
MORAL ENTREPRENEUR who has a vested interest in some aspect of
social control and who attempts to incorporate these elitist
views through legislation. Once there is the creation of laws
and policies, the moral entrepreners depend on the SOCIAL
ENFORCERS to carry out the new laws and procedures. The
enforcers have no vested interest in the morality of a
legislative act, but they do have jobs and it is within their
professional interest to maintain a modicum of compliance with
the law. The social enforcers are everywhere. They are the
policemen, the military, and most civil servants within the
machinery of government. But, most importantly, they are the
school teachers who are directly involved in promulgating the
epistemology of mainstreaming and who by their very act of
testing have labelled those who do not conform as outsiders. In
her study of labelling among the handicapped, Jane Mercer, has
found that the social entrepreneurs were the psychiatrists and
the psychologists who have created laws and policies which have
stigmatized those who are mentally retarded, culturally different
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and physically disabled. Furthermore, it has been argued by some
political sociologists that they had a professional interest in
maintaining dependency and control upon those groups who bene-
fitted them economically as consultants and socially as care-
takers. Special education teachers and linguists within this
rubric, have become the social enforcers of the moral entre-
preneurs. They are the ones who make the laws and policies
work. Without them the process of stigmatization and control
would fail. The third group in the interactive process of
labelling is the VICTIM. These are the people against whom the
various laws have been created and against whom the social
controls are imposed. They are the ones who have been falsely
accused by society. There are many victims within American
society, but some are doubly stigmatized because they belong to
microcultures withi.i subcultures. An individual may, be labelled
because of ethnic identity, religious preference, prescribed or
ascribed gender, age, socio-economic level, the use of a
different home language, geographical residence, or other forms
of exceptionality (Rothman, 1978). But, consider the plight of
the bilingual who is also physically or mentally handicapped and
who happens to belong to the Catholic church, and is financially
incapable of sustaining a livelihood. Mainstream society is
rather harsh on these individuals. They are doubly jeoardized
(Abramson, 1973). Society has little economic tolerance for
them.

Through the ages, human understanding aad treatment of
mental retardation have been influenced considerbly by the
socioeconomic conditions of the times. Mental and physical
defects were naturally viewed by primative nomadic tribes
with fear and disgrace, in large part because of the stigma
attached to such conditions by religious beliefs as well as
superstitions and myths. Other influences on the way the
handicapped were viewed resulted from the economic drain on
the tribe by these individuals. Nomadic tribes in
particular could ill afford to be burdened by nonproductive
members who consumed their limited food and water supplies
but did not tangibly contribute to the group's common
welfare. Even as tribal civilization progressed and a less
nomadic existence prevailed, the retarded were frequently
viewed somewhat harshly. Farming and maintaining herds had
become a way of life, but the threat of famine remained
constantly on the horizon. The economic picture for the
handicapped was, therefore, somewhat similar to what it had
been during mote nomadic times. Netther the religious nor
the economic perspective was conductive to the care and
maintenance of the retarded -- nonproductive citizens were
expendable.

(Chinn, Dew, & Logan, 1979: 42-43)
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An underlying premise in the political sociology of
knowledge is that language is not neutral: It reflects one's own
values, one's cultural heritage, and one's metaphorical intent.
This is a new approach to the language and culture question posed
by anthropologists nearly a half century ago. Consider, for
example, the role of metaphors in language. Metaphors are
nothing more than expressions for a way of seeing things. In
science, metaphors are called "theories" or "models". The
original concept of theory im Greek is related to the words
theater and witness. When one Was sent 'on an envoy to witness a
distant event, he was asked to provide his own interpretation of
what took place. This was called- theoria. The very act of
seeing or witnessing is theatetos and that.which is seen is part
of the theater of life. Richard H.'Brown has argued that the
differences between the sciences and the 'arts are minor. They
both rely on metaphor in 'order to establish a common framework.
He notes several "root" metaphors in Weitern culture which have
become endemic in everyday' thought. These are the growth
metaphor, life as a game, life as a theater, man as a machine,
and social interaction as language. What is significant about
these r-taphors is that they do have cognitive status. Language
is, after all, a social barometer and people do convey their
underlying thoughts and emotions through metaphors/and through
related word categories which sociologists call their rhetoric of
motives. Consider a principal who refers to students as
"products" whose actions must be "standardize" in order to
maintain a greater "efficiency" within the "system". This
educator obviously sees the student as a worker in the factory
and he also sees himself as the executive and his fellow teachers
as foremen and supervisors. This attitude is imbued within the
language that he uses. It is part of his way of belief.
Similarly, some teachers refer to their classrooms as nothing
more that the "cross roads" in a long "journey" in which one
cannot "turn back" but must "forge ahead." There are many
dangers un this "journey of life" and the student must be able to
travel "the bumpy road ahead" ane to not "go off the tracks" or
"get stuck in a ditch." Given this caretaker attitude, this
teacher -is only concerned with the students while they are in his
or her "depot" an is anxious to send them on their way. The
commitment is temporary and their anxieties begin and end with
each cycle of travel. The students are on a journey and one need
not worry about them or their cognitive growth beyond their
immediate station in life, This use of language is revealing and
it does occur. It can be found in "content analyses" done by
political scientists and by "sociolinguistic analyses" done by
linguists. What is significant about this focus on language is
that each scientific discipline comes with a hidden root
metaphor. The one that is common to those working with the
handicapped is the metaphor of growth or physics. This concept
goes back to Aristotle and is referred to under his four
causes. Rather then refer to them as causes, it is best to see
them as stages in the growth process. The MATERIAL CAUSE, for
example, is nothing more than the starting point in the growth
process. It is to be found in the material of the ovum or the
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seed. The FORMAL CAUSE has to do with the many forms or shapes
wnich an object undergoes during the: growth process; and the
FINAL CAUSE is nothing more than the end product of ,growth. What
holds all of these stages of gOwth-tOgether,ls;the-MOTOE CAUSE
or the EFFICIENT CAUSE. "Thi*-iih-0_, set of programmed genes
which control the growth prOOestself.- AristOtl*wASOhsessed
with the concept of Mange. 41(*totpreekphilosophy, i,t :Should
be noted, was nothing but an.*ttempt :to -.adeount fOr 1-the
phenomenon of change: ArkatOtlels Oiiii1404,9f0a,110,,Osn,,,1*,seen
in his "doctrine of .accidents" in which: he ,atOed-,that.grOWth'has
a natural history and 1414m1 things do.;rno't: follow' this' natural
path, it is the sz!pligation Of: the 45:04:0'-orCitY, "state to
intervene. For him, politics waik:thebriiiiingHiSOLitOf,a,natural
order. Things which liere-, not :par "of -natural order, for
example, were considered to:be,path0/704#04., This concept t-of "a
bad seed" or "an irregular form" npder4esAtis,t0t*lisnthiriking,
and more importantly, #eyAfti4 provide the ,roOtaidtaPhort,for
numerous professional occupations aa,_4010gy,:: nursing,
speech pathology, linguisticac nienrologY4 medi'Cinei
sociology (cf. a cancerous 4103,0th on the body models-of
poltical science, psychiatry,..psycholom ,and Systeras..sCience,
among others. What this means, in effect, is that those who do
not fit within what some consider to be the "natural" mainstream
of society are pathologicilt and those who di) not speak the
official dialect of a nation are considered to have a non-
standard language. (What a sociology of knowledge approach to
the handicapped to bilinguals) brings is a demand that those who
work within the field begin to realize that they have either
constructed a social reality in which some groups in society are
labelled as pathological or that they have been tacitly operating
with a host of cultural assumptions in which their clients have
been deemed as outsiders to the system. This is why those who
are part of "advocacy" programs for minorities are doing what is
best to re-educate the populace.

Another example of how language and culture combine to label
some of the social, ethnic, religious and bilingual minorities
within the United States can be found in the kinds of terms used
for creating a polarity of "insiders" and "outsiders."

INSIDERS

good

intelligent, smart

OUTSIDERS

bad

dumb, creton,
mentally retarded,
handicapped

body parts, body functions

human animal, savage, vermin,
microbe

5
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religion heathen, pagan, cult

citizen alien, foreigner

adult child, boy, girl, baby

male female

analytical relational

People are fond of creating peer groups in order to provide
social meanings to their lives. They label those who do not fit
their own system of values as "outsiders." The labels themselves
may change, but the ones categorized above Are part oft, the
mainstream culture of the United States and, shoul&provide. some
insight into how outsiders are stigmatized thrOugh language.
This culture places a high premium on intelligenc*and"those who
do not fit into this category are pejoratively cal led. by a host
of names having to do with non-intelligence. The swear words in
English, for example, refer to body parts and body 'functions.
Compliments always refer to how well one does intelligently and
when one compliments another as being 'a good -animal," i.e.,
being good at sports, etc., this is not a compliment but a "put
down." It says, in essence, that one is at least good at
something even though he or she is not intelligent. When it
comes to labelling minorities as non-humans, the history texts in
this country still openly refer to some racial minorities as
animals and savages. Similarly, these groups have been accused
of not having religion and what they do have is no more than a
cult or worse yet they are heathens or pagans; and their status
within society is marginal so that almost by definition some
bilingual minorities have been labelled as aliens and
foreigners. Perhaps the most revealing use of language can be
found in the terms for adulthood. Those who are considered to be
full adults are mature, can handle responsibility, and are
captains of their own destiny. However, those who are not are
mere children. Hence, when a minority male is referred to as a
"boy" it should be obvious why he has become enraged by the
implications of that term. But, when a woman is called a "girl"
she is oblivious to the tacit values that society has placed on
her. "You have come a long way, baby" means, in essence, that
you have not progressed at all. You are still a child who needs
to be controlled by a parent (viz., the male) and who has no
rights or privileges within the system. What appears to be an
ERA advertisement by a noted cigarette company is no more than a
categorization of women as outsiders. On a related matter,
consider the role of the male within American society: he is an
insider, she is the outsider and all who confuse this dichotomy
are viewed pejoratively, (e.g., lesbians, homosexuals, etc.).
Finally, in terms of cognitive styles, those who appeal to the
left hemisphere of the brain as their basic mode of cognition are
seen as mainstreamers. Those who use the right hemisphere of the
mind and who excell in music, art, and other relational taks are
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seen as outsiders (cf. Ramirez and Castaneda on cognitive
styles). Bilingual students are outside the_system. Their gift
for language and their rich bicultural ,experiences are not
considered of any value by the mainstream culture. Similarly,
those who are handicapped physically, :mentally, or emotionally,
are not within the dominant traditions ..of the system. They are
treated as outsiders. Hence, it is not eurprising that these
minority groups frequently encounter "careers" as outsiders.
This view of the handicapped is endemic 'to American society and
is continuously ingrained into the mainstream culture through the
use of the mass media.

Society's view of the handicapped can perhaps be illustrated
by the way the media portrays the handicapped smpulation.
In general, when the media wishes to emphasize the
handicapped, they are portrayed as (1) children, usually
severely mentally retarded with obvious physical stigmata or
(2) crippled persons, either in a wheelchair or on
crutches. Thus, society has a mind, set on who the
handicapped are. They are children of childlike, and they
are severely handicapped mentally or physically or both.

Because society often views the handicapped as children,
they are denied the right to feel and want like normal
individuals. Teachers and other professional workers can
often be observed talking about handicapped individuals in
their presence as if they are unable to feel any
embarrassment. Their desire to love and be loved is often
ignored, and they are often viewed as a sexual, without the
right to want someone else.

(Golnick and Chinn, 1983:288)

Richard Sennett has written about the anxieties encountered by
those who have allegedly made it within the system. As he notes,
they have left their ethnic or religious community in order to
join the mainstream culture, but they can never return. Also,
they wish to identify with the mainstream culture, but cannot.
Either they are emotionally uncomfortable with their new roles or
society will not allow them to be fully identified as insiders.
Hence, they are doubly alienated. They can no longer return to
their old group and they will never belong to the new group as
insiders.

The able-bodied person sees the handicapped people rarely
cold good jobs, become culture heroes, or are visible
members of the community and concludes that this is "proof"
that they cannot hold their own in society. In fact,
society systematically discriminates against many perfectly
capable blind men and women, cripples, adults with reading
disabilities, epileptics, and so on.

7

(Gliedman & Roth, 1980:22-23)
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The concepts outlined in the enclosed bibliography reflect
this sociology of knowledge approach to problems of bilingualism
and to studies dealing with handicapped persons. It argues that
the underlying assumptions of such investigations need to be
ascertained and that those who pose as neutral scientists in this
process are not. They are part of. the problem. They are the
social enforcers of someone else's moral entrepreneurship. Those
whom they seek to help are the victims of the very process of
which they are a part. They are by no means neutral bystanders
and their studies are not immune to a host of cultural and social
conventions and epistemological premises.

8
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Adorno, T.P.;FrenkelBrunswick, E.; Levison, D.J.; & Sanford,
R.N. The Authoritarian Personality. New York: Harper and
Row, 1950

The study of the authoritarian personality was a major focus
of research during the Second World War. Kurt Lewin and his
associates, LippiLt and White, used a laboratory paradigm to
compare the Nazitype authoritarian leadership with its
democratic and laissezfaire counterpart. The studies began
with a concern about antiSemiticism and were conducted
within a psychoanalytic framework ( Fromm, Reich, and
Erickson). It concluded that prejudice is not an isolate
within a person, but functions az an integrted component of
personality. Consequently, the research was channelled into
a study of personality types and an effort was made to
ascertain the ways in which an individual was persistent in
his or her way of thinking, feeling and behaving. Their
results demonstrated that there is a rigidity as well as an
intolerance to ambiguity among authoritarian types. Such a
person, they noted, is concerned with status and sucess and
has a basic feeling of insecurity. Parents of these
individuals, they discovered, were concerned with achieving
conventional goals and were socially and economically
marginal, anxious about their positions and resorted to
threatening or harsh childrearing practices. What is
significant about this research for dealing with the
bilinguals and handicapped individuals is such attitudes
play a detrimental role in the social expectations of their
community. Strategies used in dealing with these
authoritarian types will have to differ substantially from
those whose biases result from cultural stereotypes, a lack
of information, or a lack of personal interaction skills
with others who differ from them.

Anglin, Jeremy M. The Growth of Meaning. Cambridge, Mass.: The
M.I.T. Press, 1970

Anglin studied the manner in which children acquire the
meaning of adjectives. He noted that when adults are asked
to develop adjectival associations, they always put these
items into logcial categories."Good,"for example, would
elictite its antithesis, "bad." For children, however, the
associations were of an emotive nature. The concept of
"good" might be paireo with "chair, love, food," or whatever
else came to mind at the time. Anglin saw this development
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towards logical categories as a natural evolution of
semantics. However, there are other possible conclusions.
It may represent a natural enfoldment of the Piagetian
categories as a child moves from the symbolic stage into the
formal stage of growth. It may be a process of secondary
socialization brought on by the society in which the world
view of the child is supplanted by those of adults with
their concerns for rationalism and positivistic thinking.
If this state of affairs is a natural enfoldment, it does
have implications for diagnosing the speech of the mentally
retarded, etc. If, on the other hand, it is a process of
acculturation into the hoste society, then it does have
implications for the bilingual and bicultural child.

Arnheim , Rudolf. Visual Thinking. Berkeley, California:
University of California Press, 1969

With the recent awareness of the hemispherical dominance in
the brains of certain individual with cognitive style
problems, there has been a plethora of research papers on
the role of the right hemisphere of the brain in human
information processing. Arnheim adds to this knowledge by
arguing that the right brain is not only involved in Gestalt
recognition, intuition, creativity and emotions, but it is
also the functional center for visual thinking. Although
this may be an oversimplification, it is a significant point
to make since some cultures such as the Germanic favors the
analyticality and the sequential processing of informational
characteristically associated with the right hemisphere of
the brain, and others such as certain American Indian
tribes, culturally favor the activities normally
characterized by the right hemisphere of the brain. There
are many who have made this very claim as a result of their
research (Kaplan and TenHouten, Ramirez and Castafieda,
Gavriel Salomon, etc), but it was Arnheim who specifically
tied this research to the world of art history, and visual
literacy. Recently, Betty Edwards did a doctoral
dissertation on Drawing with the Right Brain in which she
elaborates on the role of the right hemisphere of the brain
in acquiring visual literacy. The implications of this and
other related research for bilingual literacy and cognmitive
styles in the classroom are numerous. Cf. Ramirez and
Castafieda for further discussion.

Becker, Howard S. Outsiders: Studies in the Sociology of
Deviance and Labelling Theory. tI.Y.: The Free Press, 1966

The process of stigmatization is a social phenomenon which
is best analyzed and discussed under the rubric of the
political sociology of language. Becker is one of the few
symbolic interactionists who directly addresses the issues
from this interdisciplinary framework. He brings into focus
the role of the "moral crusader" or "moral entrepreneur" who
defines deviance as a personal threat to his or her social
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reality and who wishes to deal with this cognitive
dissonance through legislation addressed to political,
social, ethnic, and religious minorities. He also
correctly highlights the roles placed by social enforcers,
those who merely carry out the dictates of the law. These
enforcers selectively uphold the law so that it is directed
at the victims of such moral legislation. These are the
unjustly accused who are singled out as examples of law
breakers even though they may not have done any wrong. Of
special interest to Becker's work is the chapter on
labelling because it pertains directly to the development
of public attitudes towards the handicapped, the bilinguals,
and other minorities. It also provides a rattanale for the
preponderance of legislation by advocate grobp1 who are
trying to politically balance social history, and tradition.

Bernstein, Basil. Class, Codes and Control 1: Theoretical
Studies Towards a Sociology of Knowledge. London: Routledge,
Kegan and Paul, 1971

The concepts of "elaborated" and "restricted" codes are
synonymous with the work of Basil Bernstein, a Bristish
sociologist and protegee of Professor Mary Douglas. His
notoriety in the United States grew out of numerous
conflicts with sociolinguists about the role of restricted
codes among ethnic minorities, particularly Blacks. In his
earlier writings, Bernstein used elaborated codes for the
cognitive styles associated with the left hemisphere of the
brain with its focus on verbality, syntactic complexity,
rhetorical syllogisms, and logical forms of argumentation.
This is the idealized speech of the middle class. The
restriced code, by contrast, referred to the cognitive tasks
which are part of the right hemisphere of the brain, viz.,

nonverbal behavior (kinesic interaction), the processing of
visual information, emotive gestures, and intuition. This
is the normal pattern of many microcultures which are
labelled as nonstandard. Bernstein was trying to make sense
out of the large influx of students within the public school
system who possessed these cogntive styls and who prior to
1944 and the Public Education Act were excluded from
traditional formal education. His original dichotomy was
overly simplistic, but essentially correct. He did not
include, for example, psychological studies of cognitive
styles, nor did he focus on parentchild interaction
studies which attempt to account for such diversity of
behavior. In the next decade, Bernstein was forced to
address these issues, but because his model was only social,
he failed to adequately incorporate the more informative
psychological research. What is unfortunate in this model
of language in the classroom is the technical term "code."
For Bernstein it was tantamount to "cognitive style," but
for American linguists such as William Labov, it mean only
linguistic form. When Labov attacked Bernstein's concepts,
he was right but for the wrong reasons. Obviously, this
area of research needs to be further clarified. The
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significance of this work for bilingual minorities, it
should be noted, is that it partially describes the conflict
between the official elaborated code of the school system
and the unofficial and stigmatized restricted code of the
various microcultures. Joan Tough adequately explains these.

Brown, Richard H. A Poetic for Sociology: Toward a Logic of
Discovery for the Human Sciences. N.Y.: Cambridge
University Press, 1978

A recent trend in multidisciplinary studies is the
realization that the differences between the aims, goals,
methodology, and practice within the arts and the sciences
are not as distinct as once believed. Robert Nisbet made
this claim in the Sociology of Art and so have Lyman and
Scott in The Sociology of the Absurd and in The Social Drama
of Reality. Brown is a student of the New School for Social
Research and he also adheres to this premise. What makes
his work unique is that he deals with the base or root
metaphors which underlie various disciplines within the
European or Western culture. He demonstrates that many
academic disciplines are culture bound and caught up in a
past "Zeitgeist" and that this worldview or "Weltgeist" can
be found in the vocabulary of motives which make up a
discipline. Each field grows out of an illustrative
metaphor and with the passage of time, this root metaphor
gathers more and more iconic through the acquisition of
details and structural elaborations. Sometimes these
metaphors fail. Thomas Kuhn refers to this as a "paradigm
shift", but it is essentially the recognition of a
metaphorical discrepancy within the normal science of the
more traditional epistemological frameworks. Nevertheless,
the role of metaphor in both the arts and the sciences is
the same. They provide perspectives on the organization and
the acquisition of knowledge. The importance of this work
for researchers in the fields of special education should be
obvious. This field of endeavor is a natural outgrowth of
Aristotelian concept of physis. Everything in life
follows a natural history of development. Those things
which do not are deemed pathological. In the realm of
social history, the parameters of normality are less clearly
defined and as a consequence many of the beliefs inherent in
the discipline are reflections of cultural values. Western
cultures, for example, idlolize superior cognitive abilities
and downplays all other attributes. Consequently, such
labels as "retarded, moron, idiot" etc all take on a
pejorative meaning within science because of the values
imparted to it from the host society.

Cicourel, Aaron V.; Jennings, K.H.; Jennings, S.H.M.; Leiter,
K.C.W.; MacKay, Robert; Mehan, Hugh; & Roth, D.R. Language
Use and School Performance. N.Y.: Academic Press, 1974



The senior author, Aaron Cicourel, has undertaken in this
volume to demonstrate how positivistic methodologies differ
substantially from those employed in phenomenological
sociology. His theoretical model is that of the sociology
of knowledge and he demonstrates how children are evaluated
by teachers upon their entrance into the first grade and out
of kindergarten. He uses videotapes and interviews
predominantly and discovers that many of the children
answered questions to standardized examinations which were
written by adults and which reflect their own world views.
Hence, what appears to be a natural response by the child is
seen as erronlcus by the adult tester. This research group
interviews the children and find that their view of social
reality is different and as a consequence standardized tests
fail to adequately capture the cognitive processes employed
by children in the dealings in the school system. The
results of these studies are surprising in that students are
frequently judged by nonacademic measures. The study was
done in the San Diego area and reflects numerous underlying
assumptions regarding Chicano children under the control of
Anglo school administrators. One of the implications of
this research for the study of handicapped bilinguals is
that they are being evaluated by a host of tacit assumptions
within the mainstream culture and how they actually perform
in tests is incidental to the labels that have been placed
on them and which determines their social careers within the
system.

Davis, Nanette J. Sociological Constructions of Deviance:
Perspectives and Issues in the field. Dubuque, Iowa: Wm C.
Brown Company Publishers, 1980

This volume provides an overview of the major models of
deviance within sociology and social psychology. It
discusses the social pathologists model, the Chicago School,
the functionalist approach, anomie theory, value/conflict
-leory, and labelling theory. The social pathologist is
aligned with the dictates of social Darwinisim and is
implicit many current theoretical models in which social,
cultural, and linguistic deprivation is espoused as the
cause of outgroup behavior. The Chicago School is
currently associated with the dramaturgical model of Goffman
and other symbolic interactionists. Anomie theory attempts
to account for group behavior in socioeconomic terms and
reflects many models currently employed in governmental
studies on bilingualism, retardation, and other forms of
minority interaction. The value/conflict model is
existential and phenomologic in its epistemological
framework and sees power as a reciprocal force which
influences how groups are labelled. Labelling theory deals
wi' 1e attribution of pejorative designations against
groups who are politically, socially, ethnologically and
culturally of a minority status. This volume is important
because it allows researchers to uncover the tacit
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assumptions they may hold as a profession in dealing with
minorities.

Douglas, Jack D.; Adler, Patricia A. Adler, Peter; Fontana,
Andrea C.; Freeman, Robert' & Kotarba, Joseph A.
Introduction to the Sooiologies of Everyday Life. Boston,
Mass4 Allyn and Bacon, 1980

Jack Douglas is the chief author of this anthology of
studies in the sociology of knowledg,J. It provides an
overview of existential sociology and relates it to some of
the leading theories and applications of current research
models. The chapters deal with symbolic interaotionism,
dramaturgical theory, labelling theory, ethnomethodology,
and existential sociology. In each case, it is argued that
people create conversational images of others and employ
these social constructions in evaluating them, interacting
with them, and labelling them. These images are endemic in
the kinds of roles that people employ in dealing with others
and it is also intrinsic to the metaphors and the vocabulary
of motives that they employ in conversing with others. The
implications of this volume for current research in
bilingualism are numerous. The discussion demonstrate, for
example, how people use language as a social marker in which
they construct an ingroup or Gemeinschaft and that they
concentrate their collective energies in establishing a
recognizable outgroup against whom they consciously label
as subcultural, nonstandard, and incompetent. Bilinguals,
it is argued, have been designated as the outgroup by the
mainstream culture and that this same pejorative label has
been attributed to other social, political, religious, and
racial minorities. Hence, the handicapped are not only
victims this phenomenon, they are doublely alienated if they
also happen to be in other outgroup categories such as
being bilinguals who are characteristically associated with
a racial group.

FarnhamDiggory, Sylvia. Cognitive Process in Education: A
Psychological Preparation for Teaching and Curriculum
Development. 11.Y4 Harper and Row, 1972

FarnhamDiggory is one of the more articulate scholars in
the area of educational psychology. She has dealt with
handicapped groups and has numerous publications in that
area. In this volume she provides an integrated approach to
dealing with psychological and physiological problems within
the school system. Her approach is an amalgam of cognitive
psychology (the Process Approach) and Piagetan
psychulinguistics. Her overview covers cognitive
development (sensorimotor intelligence, etc.), systems of
information processing (Bloom's cognitive taxonomy, models



and structures of thought, etc.), motivation (personality,
culture, competence, Lewin's field theory, etc.), language
(acquisition, classroom interaction, the development of
comprehension, etc), visual information processinge
(cognitive maps, mathematical processes, etc.) and
creativity. Her volume is cited because of its excellent
interdisciplinary integration of knowledge across several
language related professions, even though it is dated in
some respects. She relates language to other aspects of
cognitive behavior and does not see it as a separate
function. Hence, her position is Piagetan rather than
Chomskyian. The significance of this volume is not only to
be found in its interdisciplinary integration of knowledge,
but also in its ability to relate directly to problem areas
in special education, language disability, and cross
cultural conflicts.

Goldstein, Kenneth 11. & Blackman, Sheldon. Cognitive Style: Five
Approaches and Relevant Research. N.Y.: John Wiley and
Sons, 1978

The study of cognitive styles appears under numerous labels
within various academic fields. In sociology, for example,
it is called "codes" (cf. Bernstein's Class, Codes, and
Control.). In this volume, the various models of cognitive
styles within the field of psychology are discussed. These
include authoritarianism, Dogmatism, personal construct
theory, integrated complexity, and field dependence. These
models grew, in part, out of studies in psychological
differentiation , from personality theory, and cognitive
maps. Authoritarianism deals with how people handle
rigidity, and the intolerance for ambuiguity. Dogmatism is
associated with the work of Rokeach and how people are
either open or closed in certain cognitive domains.
Personal construct theory is associated with the research of
George Kelly and assumes that one is constantly organizing
the world cognitively in terms of personal construct.;. This
view is concomitant with the sociology of knowledge
approach. Integrated complexity sees people as information
processors. This means that people both integrate and
differentiate from the world around them (information
processing theory). Field dependence grew out of Witkin's
work on psychological differentiation and is now most
closely aligned with the concept of cognitive styles in the
literatures It assumes that each hemisphere of the mind is
allocated certain physiological and neurological functions
in the processesing of information. This volume is
important because it not only balances the research on
cognitive styles by demonstrating what the various models
are and how they are related, but it also provides
insightful historical information on each model. If
research in bilingualism is to deal with cognitive styles,
researchers need to become aware of these five main
approaches to conceptualization.
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Festinger, Leon. A Theory of Cognitive Dissonance. Stanford,
California: Stanford University, 15,52

People need consistency in their lives and when things do
not fit into their scheme of things, they will alter the
reality and perceptions of others to their own system of
thought. Festinger is not concerned with how peoople
go about constructing a personal epistemological framework
in life, but prefers to observe and analyze the various
strategies that are used to deny alternative world views.
The first and most obvious strategy is one of withdrawal,
When the conflicting news of other systems impinge upon and
attempt to destroy a coherency of belief, the natural urge
is to avoid the bearer cf bad news. Following avoidance
reaction, another strategy is to belittle or devalue those
who create dissonance. This takes the form of labelling,
stigmatization, and the sociology of deviance (cf. H.
Becker). The final stage, according to Festinger, is for
people to submit to the pressures of the macrosociety and
to merge with the masses by denying their own world views.

Unfortunately, Festinger has overlooked what has been called
a state of "Existential Angst" in which individuals feel
displaced within society and are also unsure of themselves.
They neither release their biographical histories nor accept
the new order of things. This is the state of affairs of
many bilinguals in a society of monolinguals, and this is
the condition that the physically and mentally h=dicapped
face in a culture that equates difference with deficit.

Klapp, Orrin E. Opening and Closing: Strategies of Information
Adaptation in Society. N.Y.: Cambridge University Press,
1978

Orrin Klapp uses the metaphor of social noise in his
reformulation of information theory. He argues that the
traditional Rokeachian approach of open and closed
personality, and the Poperian view of open and closed
societies are inadequate because they cannot account for the
diversity of behavior exhibited by people in dealing with
human information. Noise is anthing that comes into the
information channel and interferes with the message.
However, what is noise depends on whether or not the signals
are redundant or diverse and whether or not the society in
which one lives is conceived as being ordered or in a state
of chaos. In an ordered society where diversity is
welcomed, for example, there is an emphasis on growth,
liberalism, and discovery. But, the same diversity of
signals can provide a threat to a society which has a
predilection for redundancy. It favors tradition and
ritual. Among the other quadrants of his model are those
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societies in which the worlJ is disordered or in a state of
entropy. Under these circumstances, variety creates
information overload and redundancy produces banality. What
Klapp is arguing, in effect, is that how one views the world
and information about that world depends on which quadrant
he or she is in. Since there are generation gaps within
families, this model explains why people witness the same
event but arrive at different conclusions about what they
saw. One may be viewed, for example, as sincere by one
party and as outspoken but another. Klapp's model is
significant for bilingual research because it recognizes the
importance of biographical histories within generations of
social groups. In advertising termin "logy, his work is
tantamount to a market survei of contemn ,nary culture. It by
passes the overly simplistic view of society in purely
socioeconomic terms.
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Introduction

One of the greatest priorities for educators is the task of providing

the most appropriate and effective educational programs and experiences for

various student populations. Up to the present time, one population of stu-

dents that has been largely ignored has been the exceptional bilingual. In

this paper, exceptional and handicapped are used interchangeably. "Excep-

tional" includes students who are handicapped in a variety of ways: the

mentally retarded, the learning disabled, the emotionally disturbed, the

physically handicapped, and the visually and hearing impaired. In addition,

however, to these handicapping conditions, bilingual exceptional students come

from culturally and linguistically different backgrounds and have not acquired

proficiency in the English language. This population may be best described as

culturally and linguistically different exceptional students (CLDE). Although

the actual number of CLDE students is not known, an estimate of this number was

obtained during a 1976 national study concerning the overlap of identified

Title I students and Title VII students. According to the results of the study,

approximately one-half million students aged 5 to 21 years were handicapped

and from non-English language backgrounds (NCES 1980).

To teach these students in the language they can best understand is to

build on their linguistic and cultural strengths and is compatible with sound

educational practice. During the past 50 years, a great deal of emphasis has

been placed on the education of handicapped students through various special

education programs. This movement reached its peak in 1974, with the passage

of P.L. 94-142 The Educational for All Handicapped Children's Act. The educa-

tion of handicapped children continues to be strong national priority up to

the present time. Even more recently, within the past 15 years there has

been a renewed interest in bilingual education. The United States Congress

passed the Bilingual Education Act (P.L. 90-247) in 1968. This act made it
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possible for local school districts to receive federal funding for the imple-

mentation of bilingual programs designed to meet the needs of students with

limited English proficiency.

Recent developments in litigation and educational research dealing with

handicapped children of limited English proficiency suggests that educators

must seriously address the issues related to designing and implementing

bilingual special education programs. One of the most critical needs in this

overall national effort is to prepare a cadre of quality trained bilingual

special education teachers who will be able to provide the necessary educa-

tional experiences that will assist these students develop to their fullest

potential.

Any - iscussion of bilingual special education teacher training should

occur within the broader context of multicultural education. In 1979, multi-

cultural teacher training was formally institutionalized by the National

Council for Accreditation of Teacher Education (NCATE). This influential

accreditation agency adopted a multicultural education policy statement

which requires all teacher training programs to include a multicultural com-

ponent. Since this requirement is relatively new, many schools of education

are still in the beginning stages of planning and implementing the component.

With time and careful implementation this requirement will have a significant

impact on teacher preparation programs. At the heart of multicultural educa-

tion is the concept of cultural pluralism. Advocates of this concept endorse

the principle that there is no one model American. Cultural pluralism not

only appreciates but promotes cultural diversity. It recognizes that it is

the unqiue contributions of various cultural groups that strengthen and enrich

our society.

Ten years ago the Commission of Multicultural Education of the American

Association of Colleges for Teacher Education also adopted an important
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policy statement. One of the paragraphs of this statement is particularly

significant. It reads as follows:

"To endorse cultural pluralism is to endorse the principle
that there is no one model American. To endorse cultural
pluralism is to understand and appreciate the differences
that *xist among the nation's citizens. It is to see these
differences as a positive force in the continuing development
of a society which ,rofesses a wholesome respect for the
intrinsic worth of :very individual. Cultural pluarlism is
more than a temporary accommodation to placate racial and
ethnic minorities. It is a concept that aims toward a
heightened sense of being and wholeness of the entire society
based on the unique strength of each of its parts."
(AACTE, 1973, p. 264).

Bilingual spertal education teacher training is one strategy for promoting

cultural pluralism in our schools. More importantly it is an important effort

designed to promote equal educational opportunity for limited English

proficient students who are also handicapped.

As an emerging discipline bilingual special education draws heavily from

both bilingual education as well as special educaexn. Both of these fields

have been very actively involved in teacher training activities for many

years. Bilingual special education teacher training, however, requires much

more than the borrowing of courses from each of the parent disciplines.

Bilingual special education requires a carefully articulated and planned

convergence of these two disciplines which results in a new and unique body

of knowledge.

Results of a National Needs Study

A recant study, sponsored by the BUENO Center for Multicultural Education

of the University of Colorado (McClean 1981), demonstrated the extent of the

need for bilingual special education programs and teachers in U.S. school

districts. The specific problem dealt with in this study stemmed logically

from the general problem of inadquate programs for CLDE children and was two-fold

in natura: 1) to ascertain how extensive the need to develop bilingual
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special education programs was in school districts funded through Title VII

of the Elementary and Secondary Education Act, and 2) to identify the services,

resources, and teacher competencies most needed in order to create high

quality programs.

The sample of school district personnel was large and representative. It

consisted basically of bilingual education directors and special education

directors in 50 percent of the school districts in the U.S. which received

funds through the Bilingual Education Act. The districts in the sample were

selected randomly by state, and every state which received at least one Title

VII grant wts included in the study. The percentage of directors who returned

questionnaires was high. One or both of the directors returned them in 93.24

percent of the districts surveyed.

The more salient of the many findings of the study are summarized as

follows:

1. The study indicated that both bilingual education directors and special
education directors considered the concept of bilingual special education
to be a very viable educational alternative. Collectively, the respon-
dents rated bilingual special education as being "an excellent idea."

2. Despite the positive endorsement given by the respondents to the concept
of bilingual special education, only 31 to 32 percent of the school dis-
tricts which received Title VII funds had or were planning programs which
would be operational within two years. Programs were located which
served only 17 of the approximately 80 language groups served by regular
bilingual programs. Moreover, many existing programs were not equipped
to serve all of CLDE children in the district. A higher percentage of
rural districts had programs than did suburban districts.

3. Several language minorities were often served by a single district, and
40 of the 45 counted as having programs served Spanish-speaking children.

4. Of the resources and personnel identified as being necessary in order to
create high quality bilingual special education programs, bilingual audi-
ologists were most difficult for the districts to ::nd. The following
were rated as "very difficult to locate": bilingual speech therapists,
bilingual psychologists, bilingual special educators, curricular plans for
bilingual special education and instructional materials for bilingual
special education and instructional materials for bilingual special
education. The following items and personnel were rated as being "somewhat
difficult to locate": appropriate measures of intellectual ability for
linguistically and culturally different children, bilingual counselors,
and bilingual lay personnel to work with handicapped children.
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5. In training programs for bilingual special educators, all of the 27 com-
petencies and attitudes identified in this study were rated as being
highly important; however, the respondents rated the five following com-
petencies as being "of extreme importance". They included: 1) the de-
sire to work with limited-English proficient, handicapped children; 2)
the development of knowledge of and sensitivity toward the language
group to be served; 3) knowledge of methods for dealing effectively with
the parents of limited-English proficient, handicapped children; 4)
knowledge of instructional methods for teaching English to limited-
English proficient, handicapped children; and 5) the ability to develop
individual curricular and instructional plans for limited-English
proficient, handicapped children.

6. The concept of bilingual special education was rated as being beneficial
for children with all of the identified handicapping conditions. However,
it was rated as being more beneficial for the less severely handicapped
than the more severely handicapped.

7. Six alternatives were identified for the delivery of bilingual special
education to children in need of it. They included: 1) a special insti-
tution; 2) self-contained bilingual special education classrooms in
regular schools; 3) bilingual special education resource rooms in regular
schools where students spend a portion of the day to supplement instruc-
tion in regular bilingual classes; 4) help from an itinerant bilingual
special education teacher to supplement regular bilingual classrooms in-
struction; 5) paraprofessional help; 6) attending regular bilingual
classes with minimal extra support services. Usually a range of two or
three of the above alternatives were recommended by most respondents as
appropriate for less severely handicapped children and the self-contained
bilingual classroom was most of tan judged appropriate for more severely
handicapped children.

A total of fifteen recommendations were made based on the conclusions of

the study, which were in turn based on the findings. The vaost significant find-

ing war that, nationwide, directors of both bilingual education and special

education programs viewed the concept of bilingual special education as a

viable educational alternative. The premise that the collective judgement of

these directors is correct underlies the following summation of the more im-

portant recommendations, which, if carried out, would amount to very substan-

tial changes in public education.

1. The number of language groups being served should be expanded.

2. In order to enable school districts to improve service, the quantity
of training programs for bilingual special educators at colleges and
universities should be increased, and many existing training programs
should be improved.
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3. In educational programs for bilingual special educators, emphasis should
be placed on training the personnel and:developing the resources, dis-
cussed in the findings, which the respondents found "very difficult to
locate". Secondary emphasis should be placed on developing resources
judged to be "somewhat difficult to locate".

4. For teachers, emphasis should be placed on all of the 27 competencies
identified in the study, but primary emphasis should be placed on the
five mentioned in conjunction with the findings, which were deemed by
the respondents to be "of extreme importance".

5. While bilingual special education programs should be developed for all
limited-English proficient children encumbered by one or more handicap-
ping conditions, when programs are being developed priority should be
given to those less severely handicapped. Most students in the following
categories would be examples: hard of hearing, learning disabled, mildly
mentally retarded, orthopedically handicapped, other health impaired;
speech impaired, and visually handicapped. Secondary consideration should
be given those more severely handicapped since respondents believed they
would benefit less by such programs. Deaf, deaf/blind, multiple handi-
capped, severely retarded, and severely emotionally disturbed would be
examples of handicaps in the latter category.

6. An important goal in program planning should be to provide a range of
bilingual educational alternatives. However, in program development,
emphasis should be placed on the alternatives judged by respondents to
be the most effective. The bilingual resource room where handicapped
pupils would receive specialized bilingual assistance while attending
regular bilingual classes would be most effective for the largest num-
ber of less severely handicapped students. Self-contained bilingual
special education classrooms were judged to be the most widely appli-
cable alternative for severely handicapped children.

Obviously, much remains to be accomplished if the educational potential

of CLDE children throughout the country is to be realized. This study cer-

tainly demonstrates the need for a broad range of services and resources. It

also lends credence to the need for teacher training. The competencies

identified in the study will be discussed in more detail in a subsequent

section of this paper.

Need to Comply With Legislation/Regulations

There is a body of educational and Civil Rights legislation and regulations

that have been enacted in recent years to protect the rights of the CLDES. Com-

pliance with these legal and regulatory requirements is another critical variable

supporting the need for initiating and improving bilingual special education

personnel preparation.
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According to the Office for Civil Rights (Gutierrez 1982), the current

requirements are as follows:

1. Every state and its localities shall provide or make available a free
appropriate public education fOr all handicapped children ages 3-18.
(P.L. 94-142, Section 504)

2. Every school district shall conduct a language screening at the be-
ginning of each school year for all new students to determine if there
is the influence of a language other than English on the child. (Lau)

3. If the initial screening does find the influence of a language other
than English, then a language assessment shall be made to determine
language dominance and proficiency. (Lau)

4, If it is determined that a child is handicapped and is slso found to be
of limited English proficiency, then an individualized education program
(IEP) shall be developed which reflects the child's language related
needs. (Title VI, P.L. 94-142, Section 504)

5. When a child is evaluated, the instruments used shall be appropriate and
the testing shall be nondiscriminatory. (P.L. 94-142, Section 504)

6. Tests and other evaluation materials must be validated for the specific
purpose for which they are used and administered by trained personnel
in conformance with the instructions provided by their producers. (P.L.
94-142, Section 504)

1. Tests and other evaluation materials must be tailored to assess specific
areas of educational needs and must not merely provide a single general
intelligence quotient. (P.L. 94-142, Section 504)

8. Tests are to be selected and administered to ensure that, when adminis-
tered to a student with impaired sensory, manual, or speaking skills,
the test results accurately reflect the student's aptitude, achievement
level, or whatever other factor the test purports to measure, rather
than reflecting the student's impaired sensory, manual, or speaking
skills. (P.L. 94-142, Section 504)

9. In interpreting evaluation data and in making placement decisions, in-
formation shall be drawn from a variety of sources, including aptitude
and achievement tests, teacher recommendations, physical condition, or
social or cultural background, and adaptive behavior. (P.L. 94-142,
Section 504)

10. The parents of a child shall be informed in their native language of all
due process rights. An interpreter shall be provided at all meetings if
the parent cannot communicate in English. (Title VI, P.L. 94-142,
Section 504)
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Many school districts are in a state of non-compliance with the above

requirements because they lack the trained personnel to implement effective

programs. School districts are doing what they can through inservice efforts.

This short term solution is important but limited. A long term strategy for

addressing the problem is needed. This strategy is the initiation as well

as the improvement of bilingual special education personnel preparation.

Recent History of Bilingual Special Education Teacher Training

The problem of preparing quality teachers and teacher trainers and other

leadership personnel in this specialized area is not new and has already been

addressed by the Office of Special Education as well as by a few universities

and colleges throughout the country.

In 1978, the Bureau for the Handicapped of the Department of Education,

cognizant of this lack of qualified bilingual/bicultural personnel, took

steps to correct the situation Through its Hispanic initiative, which was

later extended to other linguistically and culturally different groups as well,

the Bureau encouraged the establishment of personnel preparation programs which

would both recruit and train bilingual/bicultural professionals to work with

CLDE students. In 1979 an initial group of 22 personnel preparation programs

were funded under this initiative. Since then the number has increased annually.

Thus, while there were a few programs functioning prior to the initiative, in

a real sense the preparation of personnel to work with CLDE began in 1979. And

like any new field there is a need to identify, define and improve current

practices.

In the Spring of 1980 and again in the Spring of 1981 professionals en-

gaged in preparing personnel to work with CLDE students met in the Washington

D.C. area in workshops sponsored by ACCESS, Inc., and funded by the Department

of Education. Some of the purposes of the two workshops were to define the

field, determine the competencies which should be required of both tral.isers
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and trainees, and share ideas about philosophies and methodology. According

to Grossman (1982), one of the results of these workshops was an agreement

to replace the term bilingual special education with the term "the education

of culturally and linguistically different exceptional students", a term

which emphasizes cultural as well as linguistic differences. It was also

agreed that persons preparing to work with such students needed to have the

skills included in the field of bilingual/bicultural education, special educa-

tion and a third group of cross-cultural "convergent" skills which were not

found in either but are vital to working with CLDES.

Three examples of the need for the third component follow. In the area

of assessment, bilingual/bicultural educators may receive training in the

assessment of language dominance and proficiency. They may also be prepared

to assess and develop academic readiness and achievement in both their stu-

dents' first and second languages. As one aspect of their training, special

educators are prepared to assess academic proficiency in language arts and

assess and remediate learning disabilities involving language development

using instruments and procedures developed for English-speaking acculturated

monocultural students. However, neither the bilingual/bicultural educator nor

the special educator is trained in the assessment and development of language

when this development is impaired in some manner and the child is not from an

English speaking home. Persons who complete both abilingual/bicultural training

program still will not be equipped to utilize culturally and linguistically

appropriate special education assessment and instructional procedures with

non-English speaking CLDES.

In the area of counseling, counselors who work with students are trained

to determine when their counselee's problems are intrinsically or extrinsi-

cally caused. When the causes of the students' problems are intrinsic (with-

in the students) they may try to help the students accept the responsibility,
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blame and guilt for their actions, and/or believe that they can control their

own lives. When the causes are extrinsic (outside the students) they may

encourage the students to assert themselves, to utilize methods to change

their environments, or to not assume responsibility and guilt for things

which may be beyond their control. When CLDES react to prejudicial treat-

ment and cultural conflicts by withdrawing or rebelling, counselors who are

unaware of the prejudices and cultural conflicts which these students face

may assume that the cause of their behavior is instrinsic. As a result, they

may use techniques designed to change the students' shy or aggressive person-

alities instead of using techniques to help them deal more effectively with

a hostile or insensitive environment.

As a final example, teachers or counselors who are unaware that in some

cultures it is a sign of disrespect to express a lack of understanding or a

difference of opinion may believe that students or parents who politely act

as if they understand and agree actually do understand and accept the

suggestions made to them. When in fact, they may neither agree or. understand.

This type of cross-cultural misunderstanding can have serious consequences

in assessment, instruction, and parent involvement.

Having identified these three groups of competencies, those included in

bilingual/bicultural education, those included in special education, and those

convergent/cross-cultural abilities not included in either if the two tradi-

tional fields, the participants in the ACCESS workshops enumerated specific

competencies within each of these three components which should characterize

both trainers and well prepared trainees. When the trainers evaluated them-

selves, it was clear that, with very few exceptions, they had not acquired all

of these competencies. Typically, trainers had been trained in either

bilingual/bicultural education or special education, but not in both, not

in convergent skills. Those few who were trained in both areas tended to

lack some of the cross-cultural competencies not included in either area and
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each trainer had his or her strengths and weaknesses. It became clear that

a number of models of personnel preparation were being utilized.

In January 1982, Grossman, the director of bilingual special education at

San Jose State College, addressed a group of bilingual special education teacher

trainers at the University of Colorado BUENO Center institute about how these

training needs should be met. His comments are summarized in the following areas.

Trainers

The first priority in bilingual special education should be the
continued preparation of quality teacher trainers. T: produce train-
ees who are truly competent in the three components mentioned above,
it is essential that their trainers become competent as well.

Competencies

General competencies in bilingual and/or special education are not
enough. Determine which existing competencies are the ones that make a
difference in the real life outcomes of trainees' efforts to educate and
rehabilitate the CLDES and add convergent cross-cultural competencies
not presently included in training programs. For example, the compe-
tency 'the trainee designs curriculum and instructional programs that
are based on behavioral objectives considering cultural variables' is
a first step. Now the specific cultural traits trainees should take
into consideration when working with CLDES should be enumerated. How
and in what ways methods of instruction, motivation, classroom manage-

ment,'counseling, assessment, etc., should be adapted to these culturel
differences must be specified. This must be done in all cultural
minorities that exist in the school. In other words, making trainees
culturally sensitive is not sufficient. They should become culturally
literate. Teacher training in bilingual special education methods
and materials which will prepare trainees who will neither reject
cultural relativism and utilize the same approaches with all students
regardless of their cultural differences nor fail to see individual
differences within cultures because of cultural stereotyping.

Training Models

Without more research and experience, it is difficult to know con-
clusively which models produce teachers who are the most responsive to
the needs of CLDES. However, while such research is being conducted,
every effort should be taken to insure that all relevant disciplines
are included in bilingual special education teacher training programs,
and that these disciplines collaborate rather than compete. Local and
regional needs should be considered and the training program should
provide comprehensive services for the broadest possible spectrum of
CLDES evaluation.
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Evaluation

As training programs are developed, it should be asked whether the
methods and materials are relevant, effective and efficient in serving
CLDES. Data should be evaluated with an open mind, modifying; adjusting,

and adding to the programs as necessary.

Research

Although bilingual special education is new, it is grounded in such
fields ds bilingual/bicultural education, multicultural education, psy-
cholinguistics, special education, and anthropology, fieldein which there
are considerable bodies of relevant knowledge. Therefore, bilingual
special education teacher training programs should be based al. least in
part on hard knowledge. A recurrent problem in bilingual special educa-
tion is that this knowledge is not always. available. One of the priori-
ties in bilingual special education should be a collaborative effort to
answer the questions: what is known about bilingual special education
and what is yet to be determined? The answers to the first question will
enable trainers to design better programs. The answer to the second
question will guide researchers to areas of need.

Communication

There is a great need for increased communication among teacher
trainers and training programs. People should not be spending consid-
erable time and energy duplicating what others have already accomplished.
All can profit from the experiences and accomplishments of each other.
A permanent network of communication should be established.

Identifying Critical Competencies

A few scholars have attempted to delineate the competencies that are

needed by bilingual special education teachers. The following list of com-

petencies were presented in a paper prepared for the American Association of

Colleges for Teacher Education, Bilingual Special Education project (Baca 1980).

Language: The bilingual/bicultural special education teacher should be

able to demonstrate competency in the following areas:

1. Ability to understand and speak the native language of the student.

2. Ability to read and write the native language at an acceptable

level of competency.

3. Ability to teach any part of the curriculum in English and in the

native language of the student.
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4. Ability to communicate with parents in their native language regarding

the academic progress of their child.

Linguistics

I. Ability to understard the theory and process of first and second

language acquisition.

2. Ability to deal with specific areas of interlanguage interference and

positive transfer.

3. Ability to understand phonological, grammatical and lexical charac-

teristics of both languages and their implicationi for classroom

instruction.

4. Ability to distinguish between local dialects and the standard language.

Assessment

1. Ability to administer a variety of language dominance/proficiency tests.

2. Ability to conduct a non-discriminatory comprehensive diagnostic

assessment.

3. Ability to evaluate the child from a social-emotional perspective.

4. Ability to evaluate the child from a perceptual-motor perspective.

5. Ability to construct and use criterion referenced measures.

Instruction

1. Ability to prepare individualized educational plans (IEP) based on

student needs.

2. Ability to individualize instruction for several students and

coordinate large and small group instruction concurrently.

3. Ability to adapt curricula to meet the needs of bilingual handicapped

children.
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4. Ability to revise materials and activities to make them more

linguistically and culturally appropriate for bilingual handi-

capped children.

5. Ability to construct instructional materials to enhance the curriculum

for bilingual handicapped students.

6. Ability to recognize the learning characteristics of various

handicapping conditions.

7. Ability to select the proper bilingual instructional approach for each

situation.

8. Ability to assess readability levels of materials both in English and

in the second language.

Culture

1. Ability to establish rapport with children from a variety of cultural

backgrounds.

2. Ability to listen to children and understand the cultural perspective

they have.

3. Ability to understand the cultural significance of various handicapping

conditions.

4. Ability to work directly with the community in identifying and using

cultural resources for instructional purposes.

5. Ability to understand the relationship between language and culture.

6. Ability to understand the process of acculturation and assimilation

and its implication for classroom instruction.

7. Ability to understand the history and culture of the target group.

Parents

1. Ability to understand the importance of parental involvement in

bridging the gap between the home and school environment for bilingual

handicapped students.
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2. Ability to understand culture specific child rearing practices and

how this may affect classroom behavior.

3. Ability to involve parents in the instructional process.

4. Ability to utilize community resources for the handicapped.

5. Ability to advise parents of their due process rights relative to

their child's education.

6. Ability to counsel parents regarding various aspects of their child's

handicapping condition.

A survey of public school teachers working with CLDES in a large metro-

politan area in the Southwest was conducted by Prieto, Rueda and Rodriguez

(1981). A total of 77 teachers from five school districts rated the importance

of 18 competencies generated through a literature review. A five-point

Likert-type scale that ranged from 1 not important to 5 very important, was

utilized. According to the study the following competencies were rated as the

most important by the teachers surveyed, with a mean score of 4.5.

1. Ways to involve the parents of bilingual/multicultural exceptional

children in the educational process.

2. How to assess bilingual/multicultural exceptional children in terms

of classroom performance, i.e., through the use of task analytic

or criterion referenced tests.

3. Specific methods of working with bilingual/multicultural exceptional

children in the classroom.

The group of competencies considered to be the next most important by the

teachers with a mean score of 4.2 included the following:

4. Familiarizing teachers with the language or dialects of certain

bilingual/multicultural exceptional children.

5. How to interpret and use assessment data of a normative nature, i.e.,

from a psychologist, such as the WISC.
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6. Methods of training parents to work more effectively with their

own bilingual /multicultural exceptional children.

7. Learning how to act as a resource person/consultant to train

other teachers to work with bilingual/multicultural exceptional

children.

The following competencies made up the group that was ranked third by the

teachers and their mean scores fall between 4.0 and 4.2.

8. Examining the role of parents and family in the education of

bilingual/multicultural exceptional children.

9. Examining current research related to the identification and learning

characteristica of bilingual/multicultural exceptional children.

10. Examining how to comply with federal and state laws related to the

education of bilingual/multicultural children, i.e., how to write

an adequate IEP.

11. Defining who the bilingual/multicultural exceptional child is.

12. Examining the cultural backgrounds of exceptional children from

different ethnic groups.

13. Learning how to evaluate commercially available programs and/or

materials developed for use with bilingual/multicultural exceptional

children.

This final group of competencies were considered to be the lest important by

the teachers and all had a mean score beim- 4.0.

14. Legal issues related to the assessment and placement of bilingual/

multicultural exceptional children in Special Education, i.e., as

in P.L. 94-142.

15. Examining any other educational programs dealing with bilingual/

multicultural exceptional children in the Southwest.
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16. Examining current research on bilingual/multicultural exceptional

Child, i.e., bicognitive development.

17. Examining the l'storical backgrounds of bilingual/multicultural

children, e.g., migration patterns of the Mexican-American.

18. Learning how to conduct research related to the identification

and learning characteristics of bilingual/multicultural exceptional

children.

It should be noted that the teachers surveyed were primarily from an

Anglo background (85.7%). Mexican-American teachers made up 9.1% of the

sample and Black teachers were 5.2% of the total. The competencies rated

as most important were in the areas of assessment, instructs methodology

and parental involvement.

The study just summarized was based on a small sample of teachers (77)

in one Southwestern metropolitan area. The following study (McClean 1981)

was a nationwide study that surveyed over 500 directors of special education

and bilingual education at the school district level from all over the United

States. The study asked these directors to rank the importance of 27 competen-

cies and attitudes identified through a literature review. The following

table summarizes this information.

Only five of the above mentioned 27 attitudes and competencies were rated

as being of "extreme importance". These were 1) the desire to work with

limited-English proficient, handicapped children; 2) the development of

knowledge of and sensitivity toward the language group to be served; 3)

knowledge of methods for dealing effectively with parents of limited-English

proficient, handicapped children; 4) knowledge of instructional methods for

teaching English to limited-English proficient, handicapped children, and 5)

the ability to develop individual curriculum and instructional plans for

limited-English proficient, handicapped children.
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Table 1

Opinions of Bilingual Education Directors Versus Special Education Directors
on Items 16-42--the Importance of Identified Competencies and

Attitudes for Bilingual Special Educators

Competencies or Attitudes

Bilingual Ed.
Directors

Responses

Special Ed.
Directors All Respondents

Mean Mean Grand
Response Category Response Category Mean Category

Knowledge of and sensitivity
toward the history and culture
of the language group from
which students come*

al

Personal identification with
the values of the language
group from which students
come

1.5132

1.9934

Of extreme
importance

Of sig-
nificant
importance

1.9329

2.5205

Of Sig-
nificant
importance

Of sig-
nificant
importance

1.721

2.253

Of Extreme
Importance

Of sig-
nificant
importance

Note: 1-1.8 .4 of extreme importance; 1.8-2.6 ...of significant importance; 2.6-3.4 important;3.4-4.2 of little importance; 4.2-5 of no importance.

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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(Continued)

Bilingual Ed.
Directors

Mean
Competencies or Attitudes Response Category

Responses

Special Ed.
Directors

Mean
Response Category

All Respondents

Grand
Mean Category

The ability to speak the native 1.6316 Of extreme 2.25
language of limited-English- importance
proficient pupils*

The ability to read and write
the native language of

limited-English-proficient
pupils*

Knowledge of the theoretical
and practical implications

of research dealing with the
aquisition of first and
second languages*

Knowledge of local dialects
and how they vary from the
standard language*

2.0395

1.9085

2.3377

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

2.5342

2.4444

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

2.8288 Important

1.937

2.282

2.168

2.579

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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(Continued)

Competencies or Attitudes

Bi]ingual Ed.
Directors

Mean
Response

Responses

.Special Ed.

Directors

Mean
Category Response Category

All Respondents

Grand
Mean Category

Knowledge of different cul-
tural perceptions of
handicapping conditions*

Knowledge of the relationship
between language and culture*

Knowledge of the educational
implications of social class
background and the process
of cultural assimilation*

Knowledge of counseling tech-
niques applicable to
limited-English-proficient
handicapped children

1.7867

1.9536

2.06

1.7697

Of extreme
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

Of extreme
importance

2.2177

2.2966

2.3014

2.3219

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-

nificant
importance

2.0

2.122

2.179

2.04

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.

169 170

0



411011' IMO VINO IMO '111111

(Continued)

Competencies and Attitudes

Bilingual Ed.
Directors

Responses

Special Ed.
Directors All Respondents

Mean Mean Grand
Response Category Response Category Mean Category

The ability to meet diverse
individual pupil needs in
group settings

The ability to assess the
reading level of bilingual
instructional materials

The ability to develop indi-
vidual curricular and
instructional plans for

limited-English-proficient
handicapped children

Knowledge of tests and tech-
niques for evaluating language
dominance and proficiency

1'71

1.7434

2.0196

1.7237

1.8816

Of extreme
importance

Of sig-
nificant
importance

Of extreme
importance

Of sig-
nificance
importance

1.8725

2.1319

1.8219

1.9799

Of Ag-
niacant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificance

importance

1.807

2.074

1.772

1.93

Of sig-
nificant
importance

Of sig-
nificant
importance

Of extreme
importance

Of sig-
nificance
importance
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(Continued)

Competencies and Attitudes

Bilingual Ed.
Directors

Responses.

Special Ed.
Directors All Respondents

Mean Mean Grand
Response Category Response Category Mean Category

Knowledge of teats and tech-
niques for evaluating the
mental capabilities of
limited-English-proficient
pupils

Knowledge of tests and tech-
niques for evaluating the emo-
tional outlook of limited-
English-proficient students*

Knowledge of general instruc-
tional methods applicable to
limited-English-proficient

handicapped children

1.7632

1.8543

1.7417

Of extreme
importance

Of sig-
nificant
importance

Of extreme
importance

1.8836

2.1931

2.0

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

1.822

2.02

1.869

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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(Continued)

Competencies and Attitudes

Bilingual Ed.
Directors

Mean
Response

Responses

Special Ed.
Directors

Mean
Category Respcnse

All Respondents

Grand
Category Mean Category

Knowledge of instructional
methods for teaching English
to limited-English-proficient
handicapped children*

Knowledge of literature and
research dealing with the
general instructional implica-
tions of cross-cultural
similarities and differences*

Knowledge of the legal issues
concerning the education of
handicapped children

The desire'to work with
limited-English-proficient
handicapped children

1.6424

2.2533

2.1867

1.3907

Of extreme
importance

Of sig-
nificant
importance

Of sig-
nificant

importance

Of extreme
importance

1.8973 Of sig-
nificant
importance

2.6735 Important

2.1655 Of sig-
nificant
importance

1.768 Of extreme
importance

2.461

2.176

1.6284 Of extreme 1.508
importance

Of sig-
nificant
importance

Of extreme
importance

Of sig-

nificant
importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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(Continued)

Competencies and Attitudes

Bilingual Ed.
Directors

Responses

Special Ed.
Directors All Respondents

Mean Mean Grand
Response Category Response Category Mean Category

Willingness to investigate new
approaches for educating
limited-English-proficient
handicapped children*

Knowledge of bilingual-
bicultural curriculum plena
and planning options applic-
able to handicapped children*

The capacity to integrate
teaching techniques from the
fields of bilingual education
end special education*

1.6867

1.8224

1.6667

Of extreme
importance

Of sig-
nificant
importance

Of extreme
importance

1.9524

2.2308

1.9726

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

1.818

2.02

1.816

Of sig-
nificant
importance

Of sig-
nificant
importance

.0f sig-
nificant
importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and s ?ecial education directors.
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Competencies and Attitudes

Bilingual Ed.
Directors

(Continued)

Responses

Special Ed.
Directors All Respondents

Mean Mean Grand
Response Category Response Category Mean Category

The ability to assess and
adapt commercially available
bilingual education materials
to the various needs of
handicapped children*

Knowledge of techniques for
developing mc.;arials

especially fcr limited-
English-proficient
handicapped children

Knowledge of methods for
dealing effectively with the
parents of limited-English-
proficient handicapped
children*

1.9346

1.9737

1.6467

Of sig-

nificant
importance

Of sig-
nificant
importance

Of extreme:

importance

2.2276

2.0972

1.8904

Of sig-
nificant
importance

Of sig-
nificant
importance

Of sig-
nificant
importance

2.077

2.034

1.767

Of sig-
nificant
importance

Of sig-
nificant
importance

Of extreme
importance

*Indicates a statistically significant difference between the mean responses of bilingual education
directors and special education directors.
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It is also interesting to note that there was a significant difference

between the mean responses of the bilingual directors as compared to the

special education directors on L5 of the 27 competency items. In general, the

bilingual directors rated the importance of utilizing the native language and

culture as well as ESL methodology and parental involvement significantly

higher than the special education directors.

A recent study ( 1983) on handicapped migrant students surveyed

163 teachers in the State of New York who work with migrant students who are

handicapped in an attempt to identify the competencies necessary to success-

fully teach these students. A 45-item questionnaire included 45 competencies

taken from the special education and bilingual/multicultural education teacher

training literature. The results were categorized into these groups. The

respondents rate 12 competencies as very important, 31 competencies as important

and two competencies as somewhat important. Table 2 presents the findings of

this study on the following page.

A careful review of all of the above mentioned competency related studies

indicates that there are certain competencies that are repeatedly ranked as

very important by multiple sources. In other words there seems to be consensus

in the literature that the following are the most important general competencies

for bilingual special educators.

I. The desire to work with the CLDE student.

2. The ability of working effectively with parents of CLDE student.

3. The ability to develop appropriate IEP's for the CLDE student.

4. Knowledge and sensitivity toward the language and the culture of
the group to be served.

5. The ability to teach ESL to CLDE students.

6. The ability to conduct non-biased assessment with CLDE students.

7. The ability to utilize appropriate methods and materials when working
with CLDE students.
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Table 2

Means for Migrnat Handicapped Teaching Cpmpetencies

Item Competency

Competencies considered very important by respondents

6 Employs methods for enhancing the self-concept of migrant 4.68
handicapped students

31 Establishes a positive social-emotional climate in the classroom

18 Demonstrates a sensitivity to the language, geographical back=
ground, and cultural variations of migrant handicapped students

15 Develops individualized educational plans for migrant handi- 4.38
capped students

19 Implements a variety of classroom strategies to manage the be- 4.36
havior of migrant handicapped students

5 Trains parents to work more effectively with their own migrant 4.28
handicapped children

36 Demonstrates a knowledge of instructional materials used in 4.26
teaching migrant handicapped students

27 Organizes the classroom environment in order to maximize learn- 4.23
ing including considerations for scheduling, seating arrange-
ments, presentation of materials, and setting limits

11 Is aware of community agencies that provide services to migrant 4.16
handicapped students and their families

28 Maintains records of the performance of migrant handicapped 4.12
students

7 Organizes, implements and evaluates an instructional program 4.08
in all areas of instruction

35 Develops and maintains interpersonal communication skills 4.03
with other professionals
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Table 2

Means for Migrant Handicapped Teaching Competencies

Item # Competency FE

etencies considered im ortant b respondents

2 Describes the developmental sequence in all areas of instruction 3.96

43 Understands the concept of nondiscriminatory testing and its 3.85
effects on migrant hardicapped students

42 Demonstrates a knowledge of migrant individuals' lifestyles 3.82

16 Understands the school code and laws whose provisions are 3.82
essential to the rights and responsibilities of migrant
students

12 Constructs and develops teacher-made materials for use with 3.82
migrant handicapped students

22 Is aware of the professional resources and organizations
providing assistance and services to teachers of the migrant
handicapped

3.81

21 Plans and implements an instructional program that specifies 3.80
instructional goals, behavioral objectives, instructional
sequence, learning activities, materials, and evaluation tools

45 Facilitates the transfer of the records of migrant handicapped 3.80
students

34 Promotes the mainstreaming of migrant handicapped students 3.80
with nonhandicapped students

3 Understands the legal, medical and education definitions 3.77
relative to exceptional persons

14 Provides consulting and supporting services to other pro- 3.77
fessionals working with migrant handicapped students

30 Uses specific methods of working with migrant handicapped 3.76
students in the classroom
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Table 2

Means for Migrant Handicapped Teaching Competencies

Item # Competency

Competencies considered important by respondents

37 Can explain to parents the school code and laws whose provi- 3.71
sions are essential to the rights and responsibilities of
migrant handicapped students and their families

26 Uses methods for dealing with the migrant handicapped stu- 3.71

dent's family needs

24 Employs methods of developing and maintaining the migrant 3.70
handicapped student's cultural identity

33 Assists parents and families in dealing with the medical 3.70
health and dental needs of migrant handiCapped students

4 Can make other nonhandicapped students aware of the needs 3.65
of migrant handicapped students

8 Understands the causes of the different exceptionalities 3.64

25 Understands the methods for identifying and classifying 3.64
migrant handicapped students

23 Familiarizes other professionals with the needs of migrant 3.63
handicapped students

10 Administers, scores and interprets the relevance of the
findings of selected educational diagnostic and achievement
tests

3.61

40 Uses a variety of audiovisual instructional media in teaching 3.55
migrant handicapped students

29 Performs task analysis 3.47

17 Evaluates commercially available programs and materials 3.46
developed for use with migrant handicapped students

13 Can specify the characteristics of the different 3.41
exceptionalities
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Table 2

Means for Migrant Handicapped Teaching Competencies

Item # Competency

Comjetencies considered important by respondents

1 Demonstrates a knowledge of the Migrant Student Record Transfer 3.41
System (MSRTS) for planning and implementing an educational pro
gram for migrant handicapped students

38 Demonstrates proficiency in the native language of the migrant 3.40
handicapped student

32 Understands the legislation and litigation which has signifi 3.29
cantly affected the handicapped

41 Performs as a member of a child study team in determining the 3.29
needs of migrant handicapped students

9 Understands the current research related to migrant handicapped 3.20
students

39 Defines and discusses major issues in special education (e.g., 3.17
mainstreaming, labeling)

Competencies considered somewhat important by respondents

44 Conducts research relating to migrant handicapped students 2.44

20 Understands the historical aspects of special education 2.41
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The most detailed and specific set of competencies that have been developed

are compatible with the most frequently cited generic competencies listed above.

These very specific competendies were prepared by an expert panel of bilingual

special education teacher trainers convened by the Association for Cross-

Cultural Education and Social Studies (ACCESS) (Pynn 1981). These competencies

are as follows:

I. Instruction/Curriculum

A. The trainee is knowledgeable of general cultural characteristics:

1. Lifestyles of ethnic minority populations, family structure,
and community support systems.

2. Attitudes and behaviors of cultural and socio-economic groups.

B. The trainee understands the relevance of child rearing practices
of ethnic minority families to the CLDE child's cognitive, emotional,
and social development.

C. The trainee is aware of cultural conflicts resulting from ethnic
minority differences that may affect the CLDE child's self-image
and thus influence his/her emotional and social development.

D. The trainee institutes a teaching process that takes into account
the impact of cultural conflicts on the CLDE child's academic
performance.

E. The trainee understands the acculturation process of culturally
diverse individuals into the mainstream of American society.

F. The trainee implements techniques to facilitate the integration of
the CLDE child into American schools and society.

G. The trainee develops and implements appropriate educational programs
to meet the special needs of CLDE children.

H. The trainee develops and implements appropriate educational programs
to meet the special needs of CLDE children.

I. The trainee develops educational programs designed to improve the
bilingual development of learning disabled children which reflect
an understanding of current approaches in the field.

J. The trainee plans, designs, and implements special education
programs for CLDE populations in accordance with legislative
requirements and guidelines.
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K. The trainee will plan, design, and implement individualized
education programs which,include, where appropriate, such
subject areas as: language arts, arithmetic, science, social
studies, vocational skills, and physical education.

L. The trainee develops and applies appropriate educational methods
based, in part, upon diagnostic results.

M. The trainee demonstrates skill in developing and/or adapting
educational materials and procedures to meet individual needs.

N. The trainee works in cooperation with other education professionals
to design a full service educational program appropriate to the
needs of students exhibiting specific handicaps, gifts, or talents.

0. The trainee designs curriculum and instructional programs that
are based on behavioral objectives considering cultural variables.

F. The trainee directs and organizes program activities in cooperation
with parents, teachers!, and other school personnel.

Q. The trainee determines the appropriate instructional setting to
maximize the educational development of the CLDE child.

II. Assessment and Evaluation

A. The trainee recognizes normal language development patterns.

B. The trainee is knowledgeable of major empirical research in the
area of speech and language acquisition.

C. The trainee explains the effects of anatomic, physiologic,
linguistic, psycholinguistic, and sociolinguistic factors on
the communication process.

D. The trainee differentiates between those difficulties arising from
second language acquisition and those from speech and language
disability:

1. Trainee distinguishes between culturally derived linguistic
conventions and deviant language development problems.

2. Trainee understands the nature, etiologies, and remedial
techniques associated with language disorders.

E. The trainee writes descriptive reports which accurately reflect
the nature of communicative disorders.

F. The trainee demonstrates the ability to assess student strengths
and needs within the cognitive, affective, ar.d psychomotor domains
through the use of appropriate formal and informal instruments and
procedures (e.g., standardized tests, commerically prepared
informal tests, teacher-prepared measures, and criterion-referenced
measures).
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G. The trainee is aware of the uses and limitations of current
standard assessment techniques in regard to CLDE populations.

H. The trainee develops an assessment model based on information
gained from several sources. For example:

1. Annecdotal records and pupil behavior scales.

2. Observations and recommendations from parents, teachers, and
other school personnel.

I. The trainee is able to assess those factors limiting the partici-
pation of the family in the school setting and set specific goals.

J. The trainee formulates an accurate description of student uSility
based upon observation of academic performance in light of the
CLDE student's cultural background.

K. The trainee is aware of the influence of learning styles, cultural
values, and language patterns of ethnic and minority groups on
classroom and test performance.

L. The trainee administers appropriate language assessment instruments
and accurately interprets the skills measured and the information
obtained.

M. The trainee uses the information gained to determine the CLDE
student's most appropriate and least restrictive educational
setting.

N. The trainee utilizes a cognitive style analysis approach as a
diagnostic-prescriptive tool.

0. The trainee will write a diagnostic evaluation in behavioral terms.

P. The trainee will analyze skills and educational materials through
the task analysis approach to determine program effectiveness.

Q. The trainee develops and applies appropriate educational methods
based, in part, upon diagnostic results.

R. The trainee determines the appropriate instructional strategies
used in diagnostic-prescriptive teaching of the CLDE child.

S. The trainee develops techniques to improve communication competence
within the classroom:

1. Trainee understands the function of language in the classroom
as it relates to educational development.

2. Trainee develops alternative techniques to improve specific
speech and language skills of CLDE children.
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T. The trainee implements the appropriate strategies for the
diagnostic-prescriptive teaching of CLDE children.

U. The trainee reviews the effectiveness of instructional methods
implemented within the special education program for CLDE
children.

V. The trainee evaluates, using appropriate measurement devices,
the effectiveness of diagnostic programs for CLDE individuals.

1. Trainee examines materials, academic tasks, and methodologies
using a task analysis approach.

2. Trainee examiLas the contributions of other resources (e.g.,
parent, teachers, and other school personnel).

W. The trainee evaluates the impact of prescribed treatments by means
of initial and continuing and an analysis of changes in academic
and personal growth: e.g., trainee utilizes such data collecting
devices as questionnaires, rating scales, and checklists.

X. The trainee modifies objectives and learning approaches, provided
such changes are indicated by the on-going evaluation of
educational plans.

III. Classroom Management

A. The trainee is aware of how non-verbal behaviors of both CLDE
children and non-ethnic teachers may lead to miscommunication
between children and teachers.

B. The trainee understands and applies interaction and management
strategies (e.g., behavior modification, group dynamics, inter-
action analysis behavior therapy, and life space management
therapy) in light of cultural, socio-economic, and language
factors influencing behavior.

C. The trainee develops and applies appropriate educational methods
based, in part, upon diagnostic results.

D. The trainee demonstrates a thorough knowledge of critical issues
relative to effective classroom management. The following issues

are suggested:

1. Effective teaching methodologies.

2. Modeling of appropriate/desirable behaviors.

3. Self-realization and values clarification.

4. Understanding of and sensitivity to physical, social,
developmental, and cultural factors.

5. Emotional climate in the learning environment.
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6. Teacher flexibility as demonstrated through the use of
alternative activity suggestions, willingness to give
explanations and reasons, and the encouragement of
student input.

E. The trainee examines behavior management models or approaches
and selects those appropriate to individual needs.

F. The trainee implements educational management strategies, such
as learning centers, material coding, student self-directed
activities, and continuous-progress management.

G. The trainee examines educational management systems with respect
to:

1. Own cultural perspective.

2. Perspective of the CLDE child

3. Potential biases (e.g., ethnic, class cultural, and/or
linguistic).

4. Potential discriminatory effects of utilizing a specific
behavior and classroom management model.

H. The trainee extends the behavioral management program through
collaborative efforts with the home, community agencies, and
state and federal agencies.

IV. Counseling

A. The trainee assists parents in identifying their CLDE child's
learning difficulties.

B. The trainee, with the support of parents and teachers, develops
goals and objectives and prescribes special programs to meet
individual needs.

C. The trainee provides parents with information on available
community resources.

D. The trainee extends the behavioral management program through
collaborative efforts with the home, community agencies, and
state and federal agencies.

E. The trainee gathers pertinent information and provides training
to the CLDE child's family, teachers, other professionals, and
national, state, and local groups: e.g., trainee develops a
system for on-going technical and professional support to
ancillary educational personnel.
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F. The trainee assists families and their CLDE children in under-
standing and dealing with the attitudes, lifestyles, behaviors,
and educational philosophy of American society and its schools.

V. Advocacy/Public Relations

A. The trainee understands the historical development of and legal
basis for bilingual and special education. The trainee, for
example, has knowledge and understanding of the following:

1. Public Law 94-142.

2. Rehabilitatio:t Act of 1973, Section 504.

3. Title VII legislation.

Lau v. Nichols case and other pertinent legislation.

B. The trainee explains significant implications of special education
regulations to students, parents, educators, and others.

C. The trainee explains the legal implications of significant court
decisions on policy development and legislative reform to
students, parents, educators, and others.

D. The trainee gathers pertinent information and provides training
to the CLDE child's family, teachers, other professionals, and
national, state, and local groups: e.g., trainee develops a
system for on -going technical and professional support to
ancillary educational personnel.

E. The trainee makes suggestions to school personnel and local
education agencies for implementing appropriate instructional
programs which are sensitive to the needs of the CLDE child.

F. The _rainee provides parents with information on available
community resources.

VI. Research

A, The trainee understands all aspects of teaching CLDE children,
including the recent research, etiology, content areas,
educational procedures, and support systems neces3ary for
effective educational msnagemec.t.

B. The trainee demonstrates knowledge of significant theory and
research applications relative to teaching CLDE children by
developing and implementing clinirta',/prescriptive.
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A study conducted by the Multicultural Special Education Project (MUSEP)

in 1982 collected data from 30 bilingual and /or multicultural special educa-

tion teacher training projects at the university level. These projects were

all located in the Western region of the Utl...1 states and were funded through

the Division of Personnel Preparation, :rfic.. Special Education, U.S. Depart-

ment of Education. The return raLe (seven projects) was 23% (about average)

and adequately represented the broad range of projects. This data provides

a representative profile of bilingual special education projects in the Western

region. Based on the responses to the questionnaire, each project wa3 identified

as belonging in one of three general categories:

a) A strictly traditional special education program with recruit-
ment of ethnic or bilingual students. For example, a program
that trains regular learning disability teachers but attempts
to recruit minority and bilingual students;

b) A traditional special education program with bilingual special
education curriculum infused into existing coursework and pro-
gram requirements. This type of program, for example, would
add a few lectures or modules and bibliographies on bilingual
special education to existing courses;

c) A bilingual special education program that is specifically de-
signed to train bilingual special education teachers and includes
bilingual special education course work and field experiences
with bilingual special education curriculum.

Analysis of tl'e data indicates that 29% were strictly traditional special

education programs that recruited minority students at most, 29% were traditional

special education programs with bilingual special education infused into existing

curricula and 43% were bilingual special education programs that offered specific

courses in bilingue special education and considered their program a bilingual

special education program.

The following table summarizes the information on program types and shows

the number of graduates for each of the programs.
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Table 3

Program Types and Their Respective Graduates

Projects Strictly
Traditional
Special Ed.
Program With
Recruitment of
Ethnic Students

Traditional
Special Ed.

Wich Bil.
Special Ed.

Infused Info.
Existing
Courses

Bilingual Number of Students
Special Graduated
Education
Program B.A. M.A. 'Ph.D.

1 X

2 X 5 1

3 X 2 - 2

4 X . 15 . 1 . 55

5 : X 20 : 5 : 25

6 . X . 6 . -

7 X

Total % 29% 29% 43%

Traditional special education programs graduated the most students in each

of the three training levels (BA-35, MA-6, PhD-84), followed by infused tradi-

tional special education programs (BA-7, MA-1, PhD-2). The low number of grad-

uates from bilingual special education programs (BA-11) is indicative of the

relatively recent emergence of the field. More importantly, it points to the

need for continued support of this specialized field. In terms of the degree of

interdisciplinary emphasis in the curriculum, 86% of the students in all projects

sampled were exposed to some ethnic language component (e.g., Spanish, Navajo,

etc.); 71% were exposed to cultural sensitivity or awareness coursework (e.g.,

Asian or Chicano Studies); 57% were exposed to specific bilingual special

education methodology; and 43% had interdisciplinary exchange with bilingual

education.

It was stated that there is a general trend toward deemphasis of education

by state and federal funding agencies. Without adequate resources it is very

difficult to recruit students. It also appears that some faculty consider it
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necessary to deemphasize entrance standards and stress exit criteria in

order to recruit and retain students. The problem is compounded because

of the small pool of high school graduates from which to draw.

Public school support for bilingual special education programs is also

a problem. Many indicated that public schools in some areas do not support

bilingual special education efforts by higher education institutions. None-

theless, the public schools lack trained professionals in bilingual special

education. University training programs need to be strengthened in order to

attract students and help relive this shortage of personnel. There is also

a critical need to infuse teacher training programs with a bilingual special

education content. This also involves increasing faculty awareness and

support. Clarifying the interface between bilingual education and special

education is a high priority.

In the area of research basic knowledge is needed about target populations,

e.g., American Indians, Hispanics and Asians. Specifically, more information

is needed about their culture, language and cognitive development. It was

agreed that more knowladge is needed concerning what constitutes a positive

learning atmosphere for children being served through bilingual special education.

Research is needed on effective teacher training models for bilingual special

education.

In the area of program development it was emphasized that there should be

a coordinated effort on the part of bilingual special education training pro-

grams and school districts to communicate with state personnel, to make known

the needs of bilingual special education in the schools. This should encourage

institutionalization and help secure funding at both levels. In order to

achieve meaningful local control, it was stressed that IHE's, school boards,

school administrators, teachers, bilingual teachers, bilingual special education

teachers, parents and the general public all need to be sensitized to the issue
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and need for bilingual special education programs that reflect local needs.

Bilingual special education teacher trainers need to be knowledgeable of

bilingual/bicultural and special education, in addition to being versed in

bilingual special education per se. For example, teacher trainers should be

"equipped" to utilize culturally and linguistically appropriate special educa-

tion assessment procedures with non- English speaking culturally and linguis-

tically different exceptional students (CLDES). It is extremely important that

bilingual special education trainers and programs maintain and increase commun-

ication among themselves. Communication will enhance camaraderie, program

support, avoid duplication of mistakes and efforts in research, and will keep

morale up in these times of scarce resources.

The existing heterogeneity among bilingual, special education projects is

an asset that can aid us in our search for successful project components.

Recognized is the fact that these evaluations will not turn up an ideal project

that will be suited for all regions and ethnic groups.

Finally, it was stressed that there is a need to begin to make specific

efforts to institutionalize projects that are dependent on grants, i.e., soft

monies. In order to do this, four things should be done: cause awareness,

acceptance, participation, and demOnstrate effectiveness and need of bilingual

special education projects.

Additional data on these teacher training projects was acquired through

site visits to the projects as well as through personal communication. The

following table summarizes the major concerns and the recurring needs expressed

by the project directors.

As can be seen on Table 3, the most common concern among all projects was

the institutionalization of their training programs. Fifty-nine percent of

the projects expressed some concern that they would cease to exist unless

adopted by their institut:_ons and departments and made permanent programs.
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Table 3

Need and Concerns Generated From Site Visits

(59%)* 1. Program institutionalization.

(49%) 2. Student recruitment and support (e.g., tutoring).

(35%) 3. Program support and cooperation with departments, progians
and agencies (e.g., state departments, LEA's, school
districts, and communities).

(24%) 4. Program planning and development.

(24%) 5. Infusion of bilingual special education curricula into
existing courses.

5. Faculty and teacher inservice training: models and content.

7. Research and development of reliable and valid diagnostic
instruments in bilingual special education.

(18%) 8. Method and curricula identification, dissemination and
development appropriate for bilingual special education.

(12%) 9. Basic research emphasis.

*Many institutions had more than one concern
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A second most recurrent concern among the seventeen projects was student

recruitment and support. Forty-nine percent of the projects felt there was

not encragh minority students in their programs and had problems recruiting

them. Moreover, some projects felt a need to provide academic and general

support to the few minorities that are already in the programs.

Table 3 iddicates 35 percent of the projects felt they needed the support

and cooperation of academic and non-academic departments, programs, and agen-

cies, such as special education departments, state departments, LEA's, school

districts, and community groups. Twenty-four percent felt bilingual special

education programs needed better planning and development. Another 24 percent

of the project felt a need of infusing bilingual special education curricula

into existing courses of existing and institutionalized training programs, such

as special and bilingual education programs.

Eighteen percent felt models and content of in-service training for faculty

and teachers is important and in need of development. Yet another 18 percent

felt there is a need in bilingual special education to research and develop

reliable and valid diagnostic instruments that are sensitive to culturally and

linguistically different populations. Still another 18 percent of the projects

felt a need to identify, disseminate and develop teaching methods and curricula

that is appropriate for teachers to use in the area of bilingual special educa-

tion. Finally, 12 percent of the projects felt the area of bilingUal special

education needs to be involved and serve as a catalyst for basic empirical

research.
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Program Planning and Institutionalization

To "institutionalize" a newly established or non-traditional program like

bilingual special education in higher education, means to make it a regular

part of the program offerings of a college or university. As every experienced

person knows, the institutionalization process is never automatic. To accom-

plish it, a strategy or plan of action, frequently extending over several years,

is required. If a strategy is to have reasonable probablity of success, care-

ful attention must be given in it to meeting five conditions. If these con-

ditions are not met, the probabliti of a successful plan is substantially

reduced. These conditions are described below from the viewpoint of the person

interested in institutionalizing a program.

Develop Central Office Administrative Support

Key features of central offices are that they serve as communication

centers and as the locus of control of dollar and personnel resources. These

resources tend to flow along the lines of communication. For this reason,

the director of a non-traditional program needs to have numerous interactions

with the head of his or her unit. These meetings should be open to any topic

related to the new program, including personnel matters, political issues,

students support, long-term directions, publications, needed contracts, whether

or not to pursue grant opportunities, presentations at national meetings,

and the financial condition of the department and school. Such interactions

have two important outcomes. First, each person leaves the meeting with a good

sense of what is happening in the other person's domain. Second, incipient

problems are dealt with before they occur, thus leading to better management.

Pay Attention to Political Circumstances

Many programs, especially those involving bilingualism and ethnic groups,

are very sensitive to shifts in viewpoint or power within the university, the

state or nation. For this reason, keeping one's political support in repair
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is an important aspect of institutionalizing a program. Three types of support

are significant here: 1) grass roots, including parents, teachers, and school

administrators; 2) power block, including subgroups of legislators or congress-

persons, and the support of state or federal agencies; and 3) support from

other disciplines. These three groups must he kept well informed. In a

university, the good will of other departments is critically important to sur-

vival and success. In the bilingual/multicultural special education area,

forming solid relationships with foreign language departments, linguistics,

socio-linguistics, anthropology, and speech science permit them to know what

one is doing, what his or her concerns and goals are, and prevents feelings

of suspicion and interdepartmental hostility frequently found in colleges and

universities when non-traditional programs arise.

The art of politics is finding a common value among groups such those

mentioned above. It is not always easy to do so since each political group is

likely to form a set of values different from the other. That, one supposes,

is what a "political group" means. IJ find a common value means that one must

spend sufficient time with each type of group to be able to form several ideas

about where the common ground among them might lie should political action be

required. While time consuming, the task of finding a common value is frequently

a critical one for the director and staff of a non-traditional program like

bilingual special education.

Find or Develop a Niche for the Program and Its Faculty

To feel secure in an organization, most persons need to have a home base

or a special niche in the organization from which they can carry on their

activities. The same seems to be true of programs. To develop a niche for a

non-traditional program and its faculty is one of the most difficult tasks in

institutionalization. To gain a niche, several important events need to occur

between the central office, the appropriate academic unit and the program.



45

The first is the establishment of an academically sound and supportive academic

base in an appropriate academic department OT division. Not only must there be

a good academic fit between the program and the department but there should be

faculty support for the program from colleagues within the department. The

second is identifying a carefully located space which is the visible office of

the program, as space is the symbol of institutionalization. Third, is develop-

ing program uniqueness. These issues are raised by a traditional program

currently facing phase-out. One of its major problems is that the content of

the program has, over the years, begun to appear in other programs, thus gradually

reducing the uniqueness of the original program. People have asked, "What does

this program do that is not done in.other programs?" If this question is

difficult to answer, a program either has never gained a niche or is in danger

of losing the one formerly occupied.

Consolidate Resources and Monitor Their Status Often

All college and university programs need three types of resources: faculty,

students, and money. To consolidate faculty resources means the faculty members

involved in the program identify with it and are reliable in the sense that they

will expend effort to improve the program rather than directing their attention

elsewhere. To consolidate faculty resources requires the systemmatic applica-

tion of leadership skills by the program director so that the faculty involved

believe that their work is important, that it will be rewarded, and that the

program has direction and social value.

The consolidation of student resources represents one of the most difficult

problems of non - traditional programs. A key factor is the durability of fed-

erally sponsored programs for Hispanic and Native American peoples, for example,

is that many or the funds are directly devoted to student support. By the

Very nature of being economically disadvantaged, persons in these gropus cannot

easily opt for higher education since doing so intrinsically involves foregoing
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the money that would be gained from full-time employment while at the same time

having to pay for more schooling. A subsidy, typically from federal sources, is,

therefore, required if programs f^r these people are to have students. A

withdrawal of this subsidy predicts program failure by dint of insufficient

students from the target populations. Maintenance of direct federal or state

subsidies for students is, therefore, a central reason for the developMent

and maintenance of majority-minority political ties by minority group members.

The major alternative to direct subsidies is the adaptation of non-traditional

programs to the circumstances of its target ,opulation of students. This

adaptation usually means a pert-time program in which students can enroll

curing the evening and may include the use of teleconference instruction in

which courses or workshops are delivered to remote areas at time convenient

for students.

The consolidation of financial resources usually requires two moves.

First, be certain a significant portion of the program faculty are on "hard"

rather than "soft" money. Faculty on hard money is usually taken as a

significant sign of successful institutionalization. Second, regular ways of

raising money by grants, gifts, consulting, or contracts should be planned

by the program faculty. Such funds frequently make the difference between a

quality program and one chronically on the brink of financial disaster.

Build a Sound Program

The first step in building a sound program is to avoid slipshod admission

practices. A program is known by the quality of its graduates. If one admits

slow students on the one hand or purely opportunistic ones on the other, it will

become suspect both inside and outside the college or university. Placement

will become difficult. The second step is to build a rational curriculum. Such

a curriculum has two important features: a) it can be described and explained

in the sense that the faculty can show how the curriculum is related to the
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goals and objectives of the program, and b) the curriculum actually produces

a reasonable level of the skills, knowledges, and intellectual strategies

which the program claims that it produces. The third step is to bridge the

special program to the regular faculty and curriculum by formal as well as

informal mechanisms. The curriculum should not be too highly specialized and

with anchors in both special and bilingual education. The fourth step, is

to hold an experimental and evaluative posture toward the curriculum. Every

program can be designed better than it is. An experimental posture means that

one forms hypotheses about changes that will improve the program, and carries

them out. An evaluative posture means that the effects of these changes are

Carefully appraised to make certain there actually are improvements in the

program. A systems approach to program evaluation is recommended.

As the five conditions described above suggest, institutionalizing a

program is neither an easy nor a certain process. Creating a strategy or

action plan substantially increases the probability of success, while not

doing so leaves one's chances to luck.

Model Training Programs

There are two general approaches that can be utilized in addressing the

need to prepare bilingual special education teachers. Existing teacher

training faculty and programs in special education and bilingual education

can consolidate their resources and service their programs to fo..us on the

unique needs of exceptional bilingual students. This is currently being done

by several universitie3 throughout the country as was mentioned earlier in

the paper. Another approach is to focus attention on the training of the

trainers themselves. At the preserviee doctoral level, there are a few

universities that are working with doctoral students on an ad hoc basis.

These programs utilize existing doctoral training programs in special

education and add an emphasis in bilingual special education through
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independent studies, specialized seminars, internships and related research

projects. Among the universities involved in this type of leadership training

are: The University of Arizona, Arizona State University, San Diego State

University, The University of Colorado, The University of New Mexico, New

Mexico State University, The University of Massachusetts, Boston University,

New York University, and New York State University.

In addition to the above mentioned preservice training for faculty,

Landurand (1982) has developed a very successful inservice training model

for college and university faculty in the area of bilingual special education.

Through a U.S.D.E. special education dean's grant, Landurand has established

the Multicultural Institute for Change at Regis College in Weston. Massachu-

setts. The Institute's primary goal is to improve the quality of service

to linguistically and culturally different children. Currently, the Institute

is training sixteen faculty from six nearby colleges and universities in the

theory and practical application of bilingual special education. The following

program description is taken from a publication of the Multicultural Institute

for Cnange (Landurand 1982).

The instructional program in the Institute for Change consists of four

major components: theoretical modular training, a local educational agency,

practicum experience, a college practicum experience, and an integrative

seminar. For each of the three years, tne faculty trainees complete three

modules, the correlated local school or agency practica, the college practicum,

and the integrative seminar. Prior to initiating any of the components, each

faculty trainee with the assistance of the project staff undergoes a diagnostic

prescriptive assessment. Each trainee analyzes his/her particular areas of

expertise, background in bilingual/bicultural issues and favored learning style.

In addition, for each of the tasks specified in the college component, the

trainee evaluates what he/she has done in that area and develops objectives

1
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from a multicultural perspective for self improvement for achieving that goal.

Once these assessments are completed, each trainee, with the help of the

Project Director and part-time staff, develops an individual training plan

(ITP) to accomplish each of the components developed in the Institute for

Change. Techniques such as individual and school case studies, role playing,

group problem solving and ousite local school, agency and college practicum

are utilized in training.

At the end of the three year project, the Regis College Institute for

Change will provide insights as to the strategies necessary for successful

training of faculty members in the content of bilingual/bicultural special

education. To date, the Institute staff can suggest to other institutions

who may consider such training the following:

1) Involve the Administrative Staff from the beginning of the
project. Without the support of the Dean;., the Institute
for Change would not be able to expect high levels of
commitment frost faculty.

2) Offer training sessions that do not conflict with faculty
members' busy schedules. In most cases, "retreats" provide
faculty with the opportunity to concentrate on the issues
and skills relative to bilingual/bicultural special education.

3) Provide experiences in the public schools and community in
order to update faculty's perceptions of the needs of lin-
guis4-1c minorities in the local educational agencies.

4) Be prepared to deal with attitudes faculty may bring co the
training that reflect their perceptions of individuals from
culturally different backgrounds. Staff members and consul-
tants should have skills in groups process, especially as
these skills relate to racism and biases that tenuity may
consciously or unconsciously possess.

5) Provide ongoing follow-up with faculty and administrative
staff. Because faculty have many responsibilities, their
completion of ITPs may be difficult without the constant
support of the project's staff and consultants.

Because of the immediate need to train bilingual special education teachers

the above mentioned model is highly recommended both as a short term strategy

as well as a strategy for colleges and universities who wish to retrain

existing faculty.
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Another significant and model inservice training program has been under-

taken by the American Speech, Language, andHearing Association (ASHA). .This

project is also funded by the Office of Special Education of the U.S. Depart-

ment of Education. The project is known as the Bilingual Language Learning

System (BLLS). The description of the program which follows was adapted from

the project summary disseminated by ASHA.

Bilingual Language Learning System (BLLS)

The Bilingual Language Learning System (BLLS) project has been designed as

a national coordinated effort to meet this need and to improve the availability

and quality of speech-language pathology and audiology services rendered to

bilingual/bicultural Spanish-English children. Funded August 1, 1981, by

Special Education Programs, United States Department of Education, the BLLS

project is intended to provide a'series o.F. two-day in-service training

institutes and a training manual which discuss characteristics cf Spanish and

English language acquisition; how speech-language pathologists anJ audiologists

may provide appropriate evaluation of Spanish-English children with suspected

communication handicap; how effective management strategies can be implemented

for those children with confirmed language disorders; and how interaction of

speech-language pathologists and audiologists with other school professionals

can be promoted in order to increase the effectiveness of educational program-

ming for this populati.m.

During the course of the project, a model of training will be employed in

which bilingual/bicultural speech-language pathologists will be trained to

train other professionals. In addition, representatives of university/college

training programs in speech-language pathology and audiology will be trained so

that content of BLLS Institutes can be incorporated into university/college

program curricula. State schools consultants will also be trained so that
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these resource persons can disseminate information on the BLSS Institutes and

effect improved education for Spanish-English children. The Trainers,

university/college representatives and schools consultants have been selected

for the eight states which, collectively, account for nearly 90% of the

Spanish-language population in the United States (Arizona, California,

Colorado, Florida, Illinois, New Mexico, New York, and Texas). These

individuals compose BLLS State Resource Teams in the eight target states.

During the first year of the project (August 1981 through Nay 1982), the

BLLS training manual was developed and the State Resource Team members were

selected. During the second year of the project (June 1982 through May 1983),

the Trainers will conduct a series of fourteen BLLS Institutes for "ispanic

bilingual and bicultural speech-language pathologists, audiologists and other

Hispanic professionals who work in teams with speech-language pathologists and

audiologists, and will select a second group of Trainers for the project.

During the third year of the project (June 1983 throub_ May 1984), this second

group will be trained as Trainers and will conduct a series of twenty-two BLLS

Institutes for monolingual professionals. Training for bilingual/bicultural

speech-language pathologists and audiologists will be distinct from training

for monolingual individuals because the professional needs of the two groups

are different.

The Institutes will serve as a tool to:

. disseminate state-of-the-art information regarding
bilingual communication assessment and treatment to
professionals working with Spanish-English children;

. provide opportunities for Trainers to develop their
skills in presenting the curriculum content; and

. field test the original curriculum content such that
necessary revision, based on evaluation by Institute
participants, can be made.

As a result of BLLS training, it is anticipated that more speech-language

pathologists and audiologists will provide improved services to bilingual/
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bicultural communicatively handicapped children. Greater consultative services

will then be available to special and regular educators, and these profession-

als will better understand contributions that communication disorders special-

ists can provide. For additional information the BLLS curriculum outline has

been included in the appendix.

Other Model Training Programs

There are a number of additional training programs that should also be

maintained in this state-of-the-art paper. Because of space limitations,

however, descritpions of these programs will be included in the appendix

rather than in the text of the paper.

Recommendations

1. Preservice training projects in bilingual special education should be
given increased support from the local, state and federal level.

2. Colleges and universities should cooperate with local school districts
in conducting a planned and systemmatic inservice program in bilingual
special education.

3. Leadership training in bilingual special education at the doctoral level
should receive increased support from the U.S. Department of Education.

4. All types and levels of bilingual special education training should
include a strong emphasis on parental involvement and parent training.

5. Bilingual special education teacher training curriculum should be highly
interdisciplinary in orientation drawing not only from special education
and bilingual education but from psychology, anthropology, linguistics,
psycholinguistics, language departments, etc.

6. Bilingual special education teacher competencies identified as critical
by practitioners should be validated empirically before being utilized to
design future training programs.

7. Bilingual special education teacher training research should be conducted
with particular emphasis given to student outcomes as the ultimata
meal ire of success.

8. Teacher training materials and text books as well as bibliographies
should be developed for the field of bilingual special education.

9. Training programs should make special provisions for student recruitment

and retention. Stipends, tuition and books allowance, and additional
support systems should also be provided.
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10. Bilingual special education and ESL methods courses should be unique
and different for this population of exceptional bilingual students.

11. The issue of dual (special education and bilingual education) endorsement
and certification as well as bilingual special educacion endorsement
and certification needs further study.

12. The training of regular education teachers through infusion regarding
the needs of the bilingual exceptional child is a priority.
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The Houston Model

The foregoing ideal program does not yet exist in an applied

bilingual special education situation. However, there are a few

existing programs that come close to this ideal and include many of the

program elements recommended above. One such program is the Coordinated

Services for Handicapped Limited English Proficient (LEP) Students Pro-

gram (CSHLS).of the Houston Independent School District. This program

will be described in detail as a model approximating our recommended pro-

gram and as an example of how the ideal program may be applied in actual

practice.

The CSHLS program's stated goal sets the essential tone of the

program:

"It is the goal of this model to provide bilingual and
special education teachers with the competencies required
to effectively coordinate services. Jointly they will
provide an instructional program that meets the unique
and individual needs of handicapped LEP students."
(Bolander, Lamb and Ramirez, 1981)

The key word is coordination. CSHLS pulls together the skills,

strengths, knowledge, and resources of both bilingual and special educa-

tion staff members to most effectively meet the individual needs of the

bilingual special education student.

The content and techniques used in the CSHLS program are primarily

related to Hispanic students, these constituting the majority of the

CSHLS students. However, this program and its approaches are consistent

with the needs of bilingual and special education teachers of exceptional

limited English proficient students of any cultural background. The

training and coordination guidelines will serve the needs of teachers

of an.diverse multicultural group of exceptional children.
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The needs of bilingual and special education teachers working with

exceptional culturally diverse students are several:

1. Knowledge about and skills to deal with first and second

language acquisition;

2. Methodology for implementing instruction through various

specific learning modalities (reflecting the learning styles

discussed in*Chapter 12);

3. Teaching techniques cor individualized and special needs

instruction;

4. Teaching strategies for various exceptionalities (as discussed

in Chapter 14); and

5. Skills for coordinating, planning and instruction.

Specifically, the bilingual teacher must develop skills to meet

the needs of LEP students, related to their exceptionality, and the

special education teacher must develop skills to meet the needs of excep-

tional LEP students, related to their language and culture. CSHLS

addresses these needs directly in their in-service training modules and

resource materials manual, made available to all participating teachers.

Module I of the CSHLA In- service component deals with Language and

Culture. The purpose of the training is to provide participating teachers

with:

1. An overview of student language assessment;

2. Ability to differentiate between first language acquistion,

second language learning, and implications for teaching a

second language; and

3. An awareness of cultural differences (Bolander, Lamb, and Ramirez,

1981).



An example of the concise and informative format of the CSHLA Module I, Language and Culture,
and its direct service/classroom application is illustrated in the following excerpt:

First Languege ecquisition

1. The first Language learner 1.
has had cortsseive exposure
to dr first language
before he is required to
produce language. There-
fore, he has harl time to
build stxtrig receptive
larger skills.

2. The first language learner
spends all of his asking
boas Lemming his
Lanclinge

3. The first language learner
usually has it of his
oral language developreat
carpletrd before being
woad to written
largrxie.

4. 7.he first Language learner
is highly motivated and has
many Language models to
follow in the have setting.

H12-11.7

Sauced Language Inarnirg

The salad Language loaner
usually has NO limited ex-

pasure to the seccrd largoage
when language damn& are
wade of his. Therefore, he
usually has limited receptive
lareuage skills in the second
largaage.

2. htiny attend language learn-
ers @rend a limited nurber of
'curs learning the amend
busamqft

3. The sad language leaner
Qv begins :mord language
learning when he entras
echica usually Ives to lundle
real language and aeitten
language at tie same time.

4. The mead lanarage learner
may it be as highly roti-
vetted and usually has few, if
any. woad language acclaim
in the had setting.

alicatinte for
Thx:hing Second La:range

1. Briatusize listening with %rider-
starclug before seildrg real
language damards of the learnm

2. Ovate as intensive an
English speaking envirament
as portdiale. Provide many
practice activities in s
variety of aitinticne.

3. Introduce reading and writing
skills oily after the learner
hsa understedine
in the accord language.

4. Provide learners with a good
Language model and cepartird-
tire for meaningful practice.

t.

Activities fee
Sword Lumatige Learnirq

711e foliating activity way help )ou when teaeldng a LEP had-
icarecd stuient. erchasis will be placed in listening
drills with cceprehatsini before Owing any Grid language
degrees of the learner. Give verbal commis to the stir/vita

A. Go the door
D. 0 to ay desk and gut me the red pencil
C. 'Cake art your boric, etc.

It is migrated that the unseal is given at a time with the
article, after which you way all pore articles with the ma*
caseatl. Sort" other useful idols its using greetings
(polite greetings, tinnier tmae.tinp), farewells. names and
getting Go:minted. Some referen ce materials to assist with
three Weis area The ttrabuLary &Alder. Bienveidas, etc.8
thew and other reference rateriaLs are available at the
Narthline Eitlingual Viesitece Center.

2. Vie foliating activity will he telpeul to creme as intensive
an naglish-spaaking esiviroment possible. Siculate activi-
ties by using dialogues cc role playing of visits to a ate-
tor's office, orerbra a real at a restaurant, going to the
svpernaket, going to the movies, etc. tbeful refereco
materials are the ESL (English as a &cad larcaascp) Curric-
ular Guides, Part 1 ard Part 2, akiich can be crowed through
the HOD Warehouse.

3. She folkating explanation will give you suggLeciais rn hear to
into:dire reality) and writing drills ace yeti have deter:mime
the levrl of urderetanding of the limner in the axed
language. 2ior *tunes to the sta. ate and ter then b tell
you a stray 'donut this. With the story or stories at th,
board. tar: children real the story cc stoats out last
(tore tie child has teal given a topic, the shale* say write a
paragrarh or a complete Gtory. This peraerseh cc story way be
used to cksyclop activities eat will cultic Jae ferd,Fic as the
student's ecrpreheasiat.

4. tbtLe that Ma reading liplicaticri for Thuchirg Second
language t 3. 2, rile of the sur,eoted activities can sane as
opicktanitien for naUringful practice when leaner' are Fro-
vidad ...rith a good language tedel such as teseter giving
directions: another stasis* reeving as a orcdel in areas dart
he/she has mastered: materials etch as the ._. Kit can be
used or the Idea Kit. cc the Sesame emcgraes, Villa Alegre,
etc.



first Laniialoe

5. 11, learns laminar through
natural carrasnicatlats with
tartly ani cafflunity ember*
in everyday sitteticra.

6. In lraarnLe a first lin-
gua" the learfer does net
Kno any prev;ous irAlsiS Cr
star:tures with Odell to
crepore has lareauge.
&arida of the language are
easily lamed.

7. le receives ouch reinforce-
ment frau other weakens
in his swirl:anent for his
lexparft efforts.

8. In learning a first language,
the learner fccuses first al
gaviirg then m the
strtetuns of the langiage.

H12-11.8
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Seard lavege learning

C. Scant larguarge learners fre-
quently learn the amend
leaguer in a very sertctuned
or contravad setting.

6. te knows another language
system so swats ad strictures
of the first Inngurva any cause
!ambles; in the as.-cel Languages
he nay confuse new sounds and
stnebete with the he already
/crews.

7. It may experience a negative
attitude hat others boaard his
first lanawye. ftrtlierronr,
his attentien say be drawl to
the ernea ie weans in the
secael larguage rather than his
acarplishrenta.

8. The record larguase learner's
attention is often drawn to
structure 'Deface he has
mastered moaning.

belicatiorsi for
"'Aching Strad langtage

5. Sirnlarst red-life sitantices
in Ur classrorrs and wake use of
everyday situation in the
clar.srmat to mach the serond
Lugaris

6. learn the differere between the
sounds and stbruses of the be
ler:siegea rod teach those vidch
are chvicanly difticult for de
cldld to Fracases.

7. and appreciation for the
and language the lean= brings
to school. Encarage hiss to
participate in the stead lee:pigs
*al resist the tees:Jerry to cornet
each mistake.

8. Always build new language item en
what is already knows to learner.
Emphasize cceprehensicn of language
Were correct ma of language
patterns.

knavithn for
Secad lasigtoge leernirg

5. lake ariventag^ of coal -life sibeticn that sight cccur in the
claserarx, cafeteria, planrnuni, office, toll, ate. teas
situations can be usel for class:roan dims sign, dialogues,
stories, "S/34 ad *ell.'

6. lbws. 'twisters, Nansense tV1Lablati, and Pairing Sounds, can
aid the learner to differerciate hetwersi the studs and
stnetures of the bo langurgss. Eareple: dew that ere
cbvioualt difficult for the child to pnliouree like "tech"
(di" like "s").

7he school bed to :chore to get the whole-- as his
schedule.
71e shoes she dame ghat that she chooses ems sell.

7. ttaartingful lolidays of the culture can be wed to Shaw aci:rs-
ciaticr. for the culture and language the child brings to the
school. Erecuarp the child to participete in the eaccrd
language during these tpwiai holidays and resist the tudercy
to correct can mistake.

Build new larrpege erperierees m Met is already /main to
learner- :14arple: Cla to the desk arid brirq re the red bock.
be bite starker, ard.thic curare. lead the pusgragt and
sneer the questions an page 11.

Always etriesize carprehenaim of language before oorrect tne
of language pattern.
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The training content of Module I, Language and Culture, may be

summarized as:

1. Not all exceptional students have difficulty with language

development.

2. Careful assessment is extremely important.

3. Exceptional LEP children with weak language skills in their

first language should work on their native language problems

before being introduced to second language.

4. English as a Second Language (ESL) methOds should be used,

but only concepts clearly understood in first language

should be introduced in second language.

5. There must be a merging of what is being taught and what the

child brings into the classroom (the language and culture of

the home and community).

To assist the teacher in becoming culturally and linguistically

aware, the participants in CSHLS are directed to consider the checklist

by Muriel Saville-Troike in A Guide to Culture in the Classroom, which

follows

Roles

a. What roles within the group are available to whom, and how are
they acquired? Is education relevant to this acquisition?

b. What is the knowledge of and perception by the child, the parents,
and the community toward these roles, their availability, and
possible or appropriate means of access to them?

c. Is language use important in the definition or social marking
of roles?

d. Are these class differences in the expectations about child role
attainment? Are these realistic?

e. Do particular roles have positive or malevolent characteristics?
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Communization

a. What languages, and varieties of each language, are used in the
community: By whom? When? Where? For what purposes?

b. Which varieties are written, and how widespread is knowledge of
written forms?

c. What are the characteristics of 'speaking well,' and how do these
relate to age, sex, context, or other social factors? What are
the criteria for 'correctness?'

d. What roles, attitudes, or personality traits are associated with
particular ways of speaking?

e. What range is considered 'normal' speech behavior? What is con-
sidered a speech defect?

f. Is learning language a source of pride? Is developing bilingual
competence considered an advantage or a handicap?

g. What is the functionality of the native languege in the workplace
or larger environment?

h. What gestures or postures have special significance or may be
considered objectionable? What meaning is attached t' direct eye
contact? To eye avoidance?

i. Who may talk to whom? When? What about?

Decorum and Discipline

a. What is decorum? How important is it for the individual and for
the group?

b. What is discipline? What counts as discipline in terms of cul-
ture, and what doesn't? What is its importance and value?'

c. What behaviors ...re considered socially unacceptable for students
of different age and sex?

d. Who or what is considered responsible if a child misbehaves?
The child? Parents? Older siblings? School? Society? The
environment? Or is no blame ascribed?

e. Who has authority over whom? To what extent cau one person's
will be imposed on another? By what means?

f. How is the behavior of children traditionally controlled, to
what extent, and in what domains?

g. Do means of social control vary with recognized states in the
life cycle, membership in various social categories, or
according to setting or offense?
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h. What is the role of language in social control? What is the
significance of using the first vs. the second language?

History and Traditions

a. What individuals and events in history are a source of pride
for the group?

b. To what extent is knowledge of the group's history preserved?

c. In what forms and in what ways is it passed on?

d. To what extent is there a literate tradition of the history of
the group (ie, written history, and knowledge of written his-
tory) within the group itself?

e. To what extent are traditions and historical events reflected
in aphorisms and proverbs?

f. Do any ceremonies or festive occasions re-enact historical
events?

g How and to what extent does the group's knowledge of history
coincide-with or depart from "scientific" theories of creation,
evolution, and historical development?

h. To what extent does the group in the United States identify
with the history and traditions of their country of origin?

i. What changes have taken place in the country of origin since
the group or individuals emigrated?

j. For what reasons and under what circumstances did the group or
individuals come to the United States (or did the United States
come to them)?

Education

a. What is the purpose of education?

b. What kinds of learning are favored (eg., rote, inductive)?

c. ghat methods for teaching and learning are used at home (eg.,
modeling and imitation, didactic stories and proverbs, direct
verbal instruction)?

d. Do methods of teaching and learning vary with recognized stages
in the life cycle? With the setting? According to what is
being taught or learned?

e. What is the role of language in learning and teaching?

.r.
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f. Is it appropriate for students to ask questions or volunteer
information? If so, what behaviors signal this? If not,

what negative attitudes does it engender?

g. What constitutes a 'positive response' by a teacher to a
student? By a student to a teacher?

h. How many years is it considered 'normal' for children to
go to school?

i. Are there different expectations by parents, teachers, and
students with respect to different groups? In different

subjects? For boys vs. girls?

Art and Music

a. What forms of art and music are most highly valued?

b. What media and instruments are traditionally used?

c. What conventions are of particular significance? How do

artistic conventions differ from those used or taught in
school (eg., the musical scale, two-dimensional representa-
tion of distance or depth)?

d. Is the creation of art and music limited to specialists, or
within the competence of a wide range of individuals in the
community?

e. What forms of art and music are considered appropriate for
children to perform or appreciate?

f. Are there any behavioral prescriptions or taboos related to
art and music (eg., can both men and women sing, does cutting
faces in pumpkins or other fruits or vegetables violate
religious concepts)?

g. How and 1.,) what extent may approval or disapproval be expressed?

Expectations and Aspirations

a. What defines the concepts of the'disadvantaged' and 'successful?'

b. To what extent is it possible or proper for an individual to
express future goals (eg., is it appropriate to ask, 'What do you
want to be when you grow up?')?

c. What beliefs are held regarding 'luck' and 'fate'?

d. What significance does adherence to the traditional culture
of the group have for the individual's potential achievement
(from the viewpoint of both the minority and dominant cultures)?
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e. What significance does the acquisition of the majority cul-
ture and the English language have (from both minority and

dominant cultural perceptions)?

f. What potential roles are available within the native community
which can provide individual fulfillment and satisfaction?

g. Do parents expect and desire assimilation of children to the
dominant culture as a result of education and the acquisition
of English?

h. Are the attitudes of community members and :individuals the
same as or different from those of community spokesmen?

The purpose of Module II, Modalities, of the CSKLS program is to

provide participants with:

1. Ability to identify specific learning modalities;

2. Ability to evaluate students' learning modalities through
the observation of classroom behaviors and work skills; and

3. Ability to select or adapt materials for instruction through
specific modalities.

The specific modalities discussed are visual, auditory, kinesthetic,

and tactile. The in-service training emphasizes that teachers of excep-

tional LEP children should use a multisensory approach utilizing several

learning modalities simultaneously and in variation. In summary, Module

II, Modalities, notes:

1. Not all students learn well through all modalities;

2. Teach to students' stronger modalities while remediating weaknesses
wherever possible;

3. The teacher who lacks language skills in the native language of the
exceptional LEP student should make greater use of visual, kin-
esthetic and tactile modalities; and

4. The auditory modality is the most important in the acquisition of
language and, while it should not be overstressed, it should
not be ignored. However, the exceptional LEP student should not
be kept from progressing in other areas while he/she is working
on acquiring competent second language skills.
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In Module III, Specific Handicapping Conditions, various basic

teaching strategies are described as well as providing participants with:

1. A working knowledge of specific exceptionalities;

2. An overview of special services programs in the district; and

3. Ability to identify instructional materials appropriate for
LEP students of varying exceptionalities.

The materials on exceptionality and materials selection/use

covered in Module III of the CSHLS program are essentially the same as

those covered in Chapter 12 and in the last part of Chapter 14 of this text.

The teaching strategies outlined in Module III may be summarized as follows:

1. Individualize the problem

In order to plan a remedial program based on individual needs,

the teacher needs to be aware of the child's strengths and weak-

nesses, his levels of functioning, intelligence, emotional status,

any relevant medical data, the child's cultural background, and

educational history. Much of this information can be found in

the child's State folder.

G. Learning Input Precedes Output

Learning involves both input and putput; eg., the child must

understand a concept before he/she can demonstrate it. In work-

ing with handicapped LEP students, it is important to determine

if students have comprehended; eg., assimilated input correctly,

especially when instruction is in the second language. Output

difficulties may actually reflect input problems.

3. Utilize Modality Preference

The number and type of modalities to be used will be determined

by the child's particular learning style. The LEP student's
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language ability must be considered also if instruction is in the

second language. The teacher who lacks language skills in the native

language of the handicapped student should make greater use of the

visual, kinesthetic, and tactile modalities.

4. Control. Important Variables

It is important that the teacher be concerned with:

a. Controlling student's attention by controlling the elements in

the classroom that lead to distractions. Loud noises and

excess of stimuli not related to the immediate learning environ-

ment may reduce learning.

b. Controlling student's proximity to the teacher and other students.

Placing the handicapped student near the teacher is often helpful

in terms of controlling behavior. Having the student's work

area near the teacher also facilitates the teacher's giving addi-

tional help and directions to the students as needed.

c. Controlling the rate of instruction is an especially important

consideration in planning instruction for a handicapped student.

Handicapped students usually have a slower rate of learning.

Therefore, new learning should be introduced gradually.

5. Motivate with Success

Remediation begins with methods that bring success. Therefore, the

teacher should create a learning environment that insures success. In

order to do this, the teacher should start to teach a little below

the child's instructional level. If the child's reading comprehension

is 2.5, the teacher could start at 2.0 level to give the child a few

initial successful experiences. The child will then be motivated by

his/her success and can move on to the next level. It is important
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that the handicapped child be provided daily opportunities to feel

successful in his/her work.

6. Teach to Strengths,. Remediate Deficits

Many times a students can acquire knowledge through his/her stronger

channels. Stronger areas can also be used to develop weaker ones.

Remedial programs should endeavor to stimulate the functioning of les-

ser abilities. Even if the weak areas cannot be brought up to average

functioning, they can usually be improved and the gap between the

student's strengths and weaknesses reduced.

7. Teach Sequentially

Learning should be presented in small structured units, systematically

progressing from concepts that have been learned to the next level of

difficulty. By using developmental, sequential teaching techniques,

the teacher is relating previously learned skills to new tasks; in so

doing, the teacher is insuring that the student had developed readi-

ness for the new concepts.

8. Make Provisions for Utilizing Feedback

Feedback can be used in two ways. The feedback received from students

can be ubed diagnostically to appraise student progress and to make

changes in the student's educational program when it is obvious that

the student is not progressing. Students also need to receive feed-

back .from teachers. There is evidence that the sooner the students

.knows whether his/her response was right or wrong, the more learning

is facilitated. Therefore, individual help and examples with which

the child can check his/her work will help shape his/her pattern of

response.
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9. Reinforce Learning

Learning is also facilitated when reinforced. To reinforce appro-

priately, systematic attention must be given to the desired

behavior when it occurs. Once the behavior is learned, the student

should continue to be reinforced. Reinforcement may be given upon

complAtion of several tasks or at the end of an assignment period.

The teacher may use concrete rewards where necessary, while encoura-

ging the students' acceptance of intrinsic rewards.

10. Make Use of Peer Tutors

This remedial technique shouldwork.especially well with Mexican-

American children be muse of their cultural orientation toward

working as a member of a group. Students learn much from one

another and usually will retain much of what they learn this way.

Peer tutoring can be done with the same class, or across classes,

or across age groups. It can be an important instructional tool

if it is well planned and developed by teachers and students.

The CSHLS program addresses the coordination of bilingual and

special education services in Module IV. The purpose of this Module is

to provide participants with:

1. Ability to identify responsibilities of the bilingual and special

education teachers in providing coordinated services for excep-

tional LEP students and

2. Ability to appropriately schedule resources for exceptional LEP

students.



Effective coordination of services requires that the bilingual and

special education teachers possess certain personal and professional skills.

These include:

1. Readiness to cooperate;

2. Willingness to share competencies so that they may work together
as a team to meet the needs of exceptional LEP students;

3. Ability to maintain open channels of communication so that'
solutions can be worked out jointly; and

4. Flexibility with respect to teaching assignments and new
teaching methods.

The key to the appropriate schedule of resources in the CSHLS program is

the Checklist for Coordination of Services:

In order to complete the checklist, the bilingual and special education teachers
must meet to discuss each of the areas included on the checklist. They must
develop the objectives on which the student is to work. The teachers will
select and check those areas which relate to the individual student's needs.

The areas included on the checklist are:

1. Instructional Objectives

The bilingual and special education teachers should review the annual
goals stated on the student's IEP. They must select approximately
3-5 objectives based on bilingual and special education annual
goals. Theie instructional objectives will be written on the check-
list form.

2. Instructional Level

The student's instructional level should be identified and written
on the checklist form. The student's instructional level may vary
in different subject areas. English language achievement test scores
are available on the student's IEP. If instruction is to be in the
student's native language, a determination of his/her instructional
level may have to be based on the bilingual teacher's informal as-
sessment.

3. Language Assessment Scale (LAS)

The LAS score should be included to determine the student's RLP
(relative language proficiency) upon entering the bilingual program.
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. Language of Instruction

The bilingual teacher will determine the appropriate language of

instruction based on teacher assessment of the student's language
proficiency. The LAS scores may be a consideration if the scores
are recent. Students are only tested prior to entrance to the bilin-
gual program. Therefore, these scores may on17 be meaningful if the
student was tested within the present school year. The LAS scores
are to be included in the student information on the Coordination
Chart as well as the date the test was administered.

5. Teacher Responsible for Instruction

The teacher responsible for instruction may vary with the instruc-
tional objective. If the language of instruction is the native
language, the bilingual teacher will have to assume the responsi-
bility for instruction, at least initially.

6. Instructional Phase

The three instructional phases included on the checklist are:

a. Introduction of Concept
b. Remediation, i.e., working on objective
c. Maintenance, i.e., working on accomplished objective to

maintain competency

It is possible that different teachers would be responsible for
different instructional phases. For example, a handicapped LEP
student, with no or very limited English skills, might be introduced
to a new concept by the bilingual teacher in his/her native language.
After the student has understood the concept, the special'education
teacher may be able to provide the necessary remedial instruction.

7. Methods

In determining the instructional methods to be used, the bilingual
and special education teachers should consider the student's handi-
capping condition, his/her instructional level, his/her learning
modality, and how these fit into the classroom. For example, a
learning disabled student reading on a pre-primer level in a second
grade classroom may not fit into any existing reading group. There-
fore, the most appropriate method could be one-to-one instruction
or a small group situation.

A combination of methods may also be used, i.e., one-to-one instruc-
tion followed by work with a peer tutor.

227
------,-,,--



8. Preferred Modality

The bilingual and the special education teachers_ will indicate on the
checklist marked INPUT, the instructional mode that will be utilized
to instruct the student. In order to do this, they must know what the
student's strongest modalities are. This information may be available
from the testing results included in the student's State Special
Education folder. If it is not, the special education teacher will
have to determine this through informal assessment.

9. Time on Task

The bilingual and special education teachers will have to determine
the optimal teaching time for each objective. IR order to do this,
the following factors must be considered:

a. the student's attention span
b. the time available in the classroom for one-to-one

instruction, if this method is to be used

Instruction for the same objective can be divided between time
periods, i.e., 20 minutes of math in the morning and 20 minutes of
math in the afternoon. The teacher may also divide time on tasks
according to the combination of methods being used, i:e., 10 minutes
of group instruction followed by 10 minutes of peer tutoring. By
varying the materials and methods, the stuck:It with a short attention
span may be able to work on the same objective for longer periods of
time.

10. Reinforcement

The reinforcer should be selected according to what is most reward-
ing to the student. The checklist suggests the following reiaforcers:

a. Praise. Example: "Good work, Ricky. I'm very proud of
you."

b. Touching. Example: %ugging, pat on back, hand on shoulder.
This is usually most effective when combined with praise.

c. Teacher's helper. Exampl.t: The student can pass out paper,
water plants, etc.

d. Peer tutoring. Many students want to work as a peer tutor.
This often reinforces learning and also promotes self-esteem.
Even the very slow student can perform certain peer tutoring
functions such as showing flashcards to another student, call-
ing out spelling words, working with a student at the board on
v,Ath facts, etc.
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e. Free time. The student can earn time to look at books, play
games, work puzzles, listen to the record player,work on art
activities, etc.

There are many other reinforcers which could be used and the teacher
may want to use a reinforcer not included on this list. These. rein
forcers are only offered as some which can easily be used in a regular
classroom setting. The teacher may also use a'combination of rein
forcers such as praise and touching; or being a teacher's helper and
a peer tutor.

11. Evaluation

The teacher responsible for instruction will be responsible for the
evaluation of that instructional objective. Evaluation can be
accomplished by one of several methods: competency tests, charting,
or collection of student work samples. Evaluation should be done
regularly. Competency tests'and collection of work samples can be
done daily, or even weekly. Charting should be done daily. A peer
tutor can be taught to keep a daily chart of skills with which he is
working.

The bilingual and special education teachers should meet at least once every
two weeks to review student progress and determine what changes, if any, need
to be made in the student's plan. One problem for teachers is to find the
time to get together to plan and review the student's IEP. The checklist
format used in this model should help minimize the time required for planning
and reviewing.

In summary, coordination of bilingual and special education services for

exceptional LEP children depends upon the coordinated development of an

IEP, the checklist of information for effective planning, and the use of

resources made available through CSHLS. These resources are identified

by language, learning modality, and instructional level in the CSHLS

Resource Manual provided to all participating teachers.
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June 1982

Bilingual Language Learning System (ELLS)

CURRICULUM OUTLINE

I. Normative data
A. Developmental sequences in Spanish

I. Phonology
a. Regional variations

2. Morpbolagy/Syntax
3. Semantics

u. Regional variations
4. Pragmatics

a. Regional variations

B. Dual language acquisition: the bilingual child

II. General considerations in assessment
A. Research base

1. Bow to access research (people and places)
2. Bibliography
3. Need for future research on bilingual children with

language disorders (example of a case study)
B. Cultural aspects

1. Socialization to test taking
2. Geographic/socioeconomic statu'l
37 Other speech/langtage disorders

III. Assessment procedures
A. Philosophy - fuactional communication sample
B. Procedures (systematic observation) - review

1. Handout
2. Videotape

C. Particular systems for obtaining samples for:
1. Monolingual
2. Bilingual

Es., bow to tap the two systems and establish a language
set in different communication situations

D. Generic problems with discrete point testing
1. Critique of standardized tests in notebook
2. Criteria for valid/reliable tests

3. Bow to use standardized tests if you must use them

E. Screening
1. Language dominance
2. Language proficiency measure (Tucson) - false positive

issue
P. Vhltiple.case files

1. Translated forms
G. seed for real parent interviewing

H. Conferencing with significant other/caretaker

I. Prescriptive statement - aim for ideal
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Eearing
K. As part of Institute exercise, translate information into

=2 format
L. Environment for assessment - need foi !flexibility
M. Additional oints

f

o. A cursory treatment of disovdersother than language
is sufficient when discussing cultural factors for the
first curriculum

es Bearing assessment can be discuisee. in the section
on language disorders

Alternatives to traditional service delivery models;
for ex., hone assessment, and thy need for flexibility
in location and time of assessment need to be addressed
as part of a discussion of theenviroument for
assessment

IV. Assessment - uto should do (screening, -and indepth)
A. Bilingual/bicultural persOnshoulddo assessment for Spanish

monolingual or Spanish damivan'eahild
1. Speech-language pathologist on staff - as defined by.

school district
2. Speech - language pathology consultant from somewhere else
3. Team of professional equals who are both knowledgeable; e.g.,

_monolingual speech-4inguage Pathologiit and another
professional, e.g.,. special education teacher who is
bilingual/bicultural

4. Special education cooperative h#es a bilingual speech-
language pathologist

5. Not an interpretor (trained or untrained) or teacher aid-
;Develop rationale.)

6. iot all bilinguals (criteria needed) - varies with
population to be served

V. Case selection
A. Language disorder/delay has to exist in the primary language
B. Criteria based on normatve data from literature (with

atmotated bibliography)
C. Practical exercises (need detailed information)
D. Case selection decisions for other disorders

VI. Intervention Strategies
A. Choice of language for treatment (rationale for choice of

Spanish, choice of English)
1. Language of the home
2. Age of the child - if under 10 years, choose primary

language
Z. BrotiOnal ties with significant- other
4. Other criteria

3. Choice of interventionist
1. L Spanish is to be learned:
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a. Bilingual/bicultural speech-language pathologist
b. If only monolingual speech-language pathologists

are available, refer child to ESL, nursery
school, bilingual education program and/or
significant other with.prescription and ongoing
consultation by person who did the assessment
ind referral

c: A bilingual/bicultural professional must *Lays
be involved

d. Principles of treatment; e.g., using culturally
relevant materials

e. Places to obtain materials

2. If English is to be learned:
a. Bilingual/bicultural speech-language pathologist
o. Speech-language pathologist with cultural awareness

(operationally define)
1) Familial with English use of the particular

Hispanic community
2) Familiar with contrastive features of Spanish

c. Exclude ESL teacher (elaborate on differences it
methodology)

d. Unavailability of appropriate bilingual/bicultural
speech-language pathologist not an excuse

3. Additional points
Discuss what to do in the case of bilingual parents with

nonverbal child
Develop specific examples

iv Concern is about who is doing intervention as opposed to
what to do

Discussion of treatment materials is not necessary for
the first curriculum

Flow chart for assessment/treatment alternatives (attached)

C. Implications for education
1. Speech-language pathologist has to be involved in curricular

adaptation and choice of materials (specify why)
2. kcademic curriculum will be taught in the child's strongest

language
S. Alternatives

a. Self-contained classroom
b. Extended resource

C.Mainstreaming with aupport services
4. mastery of cognitive /linguistic processing skills in the

dominant language facilitates subsequent transfer of
.skills. to another. language

.

5. Imiortance of language skills in regard to reading, writing, math

Areas which should receive emphasis in this curriculum include the
foLlowing:
A. Developmental sequences

3. Choice of language for treatment
C. Generic problems with discrete point testing
D. Choice of interventionist
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assessmert

problem vith
lamgmage

21I"gual Latguage Learning System (BLLS)

Assessment/Treatment Flow Chart

no

language
problem

AID

English

ittervehtiotist
1

language of choice

bilirgual/hicral speech-
language pathologist

speech- language
pathologist wit:h cultural
awareness

bilingual/ESL teacher
intensive English language

arts teacher
(non-clinical)

Spanish

1

interventionist

bilingual/bicultural speech-
language pathologist (primary
interventionist) in cooperation
with:

' bilingual teacher
significant other

If only monolingual speech-

language pathologist available,
refer to:

bilingual/bicultural speech-
language pathologist who acts
as consultant to primary inter-
ventionist(s): bilingual
teacher and significant other
bilingual teacher in consultation
with the team of professionals
who performed the assessment; e.g.,
monolingual speech-language
pathologist and bilingual special
educator

bilingual speech-language pathologist
with cultural awareness
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1981-1982 PROJECT PROGRESS REPORT

October 26, 1982

Nameof Project: Bilingual Special Education Teacher Candidate Project

Grantee: Office of the Los Angeles County Superintendent of Schools
Division of Project Funding and Management
9300 East Imperial Highway
Downey, California 90242

Project Manager: Elsa N. Brizzi (213 922-6756)

Description of Project:

The purpose of the project is to increase the number of qualified
special education professionals who are bilingual by providing
financial support, guided practical experience and counseling
to bilingual persons with teaching potential who probably would
not otherwise obtain teaching credentials. Candidates for the
program must be bilingual, must be prepared to enter college at
the sophomore level or higher, and must have experience in
working with handicapped children, usually as paid or volunteer
instructional aide employed by the County Schools or a school
district. The project reimburses participants quarterly for
tuition, fees and $100 towards books.

Thirty (30) participants are enrolled as full time students
at California State University at Los Angeles, since their
work sites are in schools in that area, and 15 candidates for
the Winter quarter are now in the selection process.

Evaluation:

msf

The project has recruited and selected thirty (30)eligible participants
and they are enrolled in college and participating in the project in
the manner defined by the proposal. The original schedule has beenmet. Evaluation Report for 1981-1982 has been submitted. Audit trace
documents for the program and participants regarding meeting dates,
agendas, minutes, and persons attending as well as information on
participant status are on file.
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BILINGUAL SPECIAL EDUCATION TEACHER CANDIDATE PROJECT

SCOPE OF WORK FOR 1981-1982

Program Year One

Procedures J J A S 0 N D J F M

Recruited and selected 30 candidates
olio participate in the program * -

*

rovided candidate orientation *
* *

11

Enrolled 30 candidates in University *

II

Verified candidate status (criteria
Ilor participation)

aced 15 candidates in aide positions
other experiences focused on special

ucation

ovided candidate training, counseling,
.
etc. for job success

ld meeting of supervising teachers

liveloped/updated education and

* * * *

*

* *

*

*

*

*

* *

*

employability plans
* _, - _ ..-*

IIublicized project *--.......------ -- -------- --*

IIported quarterly to 65 special
education consortia school districts * *

I
Assisted the development and institu-

of bilingual/specialIonalization

ucation university curriculLn

id quarterly advisory board meetings

*.........--- ------

* *

I ft;
PA,

.
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Ob'ectives

- Thirty (30) participants who
are currently in the project
will continue

- Fifteen (15) new candidates will
be admitted to the project. All

will satisfactory progress by
meeting the following criteria:

be a full-time bactalaureate
candidate at California State
University at Los Angeles

carry 48 quarter units per

year (equivalent to 32
'semester units

maintain a 2.5 grade point
average

work, paid or unpaid, at
least 3 hours/week in

special education or a
special needs setting of
your choice

attend inservice/training
session once per.month

236 (4 hours) provded by project

- Admit five (5) candidates
through scholarships

BILINGUAL SPECIAL EDUCATION TEACHER CANDIDATE PROJECT

1982-1983 OBJECTIVES

Candidates

- Verify and monitor participant
status every quarter (4)

- Place eligible participants on
bilingual and special education
credentialing tracks

- Assess school districts for
special education specialty
needs

- Disseminate and assist personnel
departments in professional
placement

- Hold monthly meetings with
university departments of
bilingual education and special
education

x ected Outcomes 1982-1983

- Thirty (30) participants will
successfully complete one academic
year based on criteria

- Fifteen (15) participants will
complete three academic quarters

18 participants will obtain
baccaluareate degrees by
June, 1983

Five participants will obtain
bilingual teaching credentials
by June, 1983
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Objective Activities

Place participants in aide'
positions or other

experiences focused on
special education

Provide training, counseling
etc. for job success and
development of ongoing
individual employability and
plans

Identify and assist in school
district placement

Evaluate participants

Develop and implement one
participant workship per month

Provide quarterly counseling
sessions with each participant

Hold one meeting with
supervising teachers

Development/update education
and employability plans

Expected Outcomes, 1982-83

All 45 participants will be employed as
part-time paid or volunteer aides in a

special education class and the satisfactory
character of their work will be verified by
the principal.

Each participant will obtain competency in
bilingual/special education and will have
an employability and educational plan on
file which specifies how practical
experience at the work site, inservice
education participation, and college course
work contribute to those plans



Objective Activities Expected Outcomes, 1982-1983

3

To provide support to participants
and project by:

identifying resources and
use systems

assisting institutionalization
of bilingual/special education
and the project

disseminating project
information

placement of candidates in
bilingual/special education
teaching positions

- Publicize project

- Repo...t quarterly to 65 consortia
school districts

- Recruit. and select candidates

for project waiting list

- Assist in the development and
institutionalization of bilingual/
special education university
curriculum

- Meet quarterly with personnel
director from 95 school districts

to identify special education
specialty needs and special
education

identify credential job
opening in special education

hold quarterly advisory meetings

- Five (5) participants placed in
project through community-based
sponsorships/scholarships

-. Bilingual /multicultural strands in
university special education
credential core curriculum

- A project model for dissemination

- Ongoing participation by school
districts in identifying special
education teaching needs and a
system for credentialled employment
and placement of candidates
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COLLEGE OF ARTS AND SCIENCES
DEPARTMENT OF SPEECH

Speech and Hearing Center
Box 3W/Las Cruces, New Mexico 98003
Telephone (505) 846-3906

PROGRAM PROGRESS REPORT

for

BUENO-MUSEP Bilingual Special Education Institute

Phoenix, Arizona
October 30-31, 1982

i$ Vitr kSt
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The training program in communicative disorders at New Mexico State
University has been and is in full accord with the intent of PL 94-142 and
the U.S. Department of Education's commitment of assuring equal educational
opportunities for all handicapped children. The implementation of that
commitment through the services of our graduates.is the basic goal of onr
training program. The specific goal of our program is the training of
personnel who can aid the communicatively handicapped child in achieving
a functional communication system(s) adequate for his/her personal, educa-
tional, and vocational needs.

Of the twelve program priorities established for the training of per-
sonnel for the education of the handicapped ;Federal Register, Vol.'42,
No. 75, Tuesday, April 19, 1977), and with the acknowledgement in the Rules
and Regulations that the development of. functional communication may be
addressed under any or all of the priorities, the preparation of personnel
in this program specifically addressed the priorities of early childhood
education, the severely handicapped and gel':-ral special education in its
formal coursework and practicum activities. Additionally, having long
recognized that the traditional role of the communicative disorders special-
ist must change, we provide noth pedagogical and field experiences that will
enable our graduates to respond to the additional priorities identified
with the labels of regular education, the paraprofessional, volunteers, and
model implementation (i.e. innovative delivery systems).

The role of the communicative disordeis speaalist, as envisioned by
this program, is one of providing direct diagnostic, therapeutic, and con-
sultative services for individuals handicapped by disorders of speech,
language, and/or hearing; and of working with and/or supervising other pro-
fessionals, paraprofessionals, and volunteers Alo provide direct cr support-
ive services to the communicatively han&capped. Given this role, the speech/
language pathologist and the audiologist of necessity serve all areas of
handicapping conditions, regardless of the classification of the primary
handicapping condition.

In preparing for this role, students iA the program complete the
appropriate academic and practicum work for one of the Certificates of
Clinical Competence issued by the American Speech-Language-Hearing Associa-
tion; concurrently meet requirements of the New Mexico State Department of
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Program Progress Report page 2

Education for certification as speech language pathologists, audiologists; in
some cases qualify as communication disorders specialists (i.e. classroom
teachers of moderately and/or severely communicatively handicapped children);
and meet the requirements for licensure by the State of New Mexico.

Within the broad goals of the program, special attention is given to the
needs of the communicatively disordered bilingual individual. This emphasis
has always been present in the program, coming not only from the interest of
the communicative disorders faculty but also from the presence in the depart-
ment of the. university's English as a Second Language program for international
students, the majority of whom have been Hispanic. The emphasis was formalized
several years ago in the initiation of a separate course entitled "Communicative
Disorders and Bilingualism." A measure of the involvement of the program with
the bilingual child is found in the fact that after a state-wide search, two
current and one past member of the program faculty were selected to represent
New Mexico in the Bilingual Language Learning Systems project being conducted
by the American Speech-Language=Hearing Association.

The program is involved in an on-going evaluation. of the impact of services
provided by our graduates to the communicatively disordered. One component of
that evaluation has to do with severely handicapped children from multi-lingual,
multi-.cultural, multi-ethnical backgrounds. Our information is anecdotal in
nature, but all of our graduates working in school settings report that some of
their cases fit the multi-lingual, multi-cultural, multi-ethnical severely
handicapped category. They also report that 90 percent of these children had
not received therapy before entering school.

With the pre-school population being the one that has been most ignored
in the past, our last few surveys have provided hopeful information of program
graduates. Before 1979, none of our graduates had been employed specifically
for early childhood public school positions; two were employed for such positions
in 1979, another two in 1980, another in 1981 and still another in 1982. This
is a marked change as far as graduates of this program are concerned. Addition-
ally, we know that our graduates with elementary public school placements all
provide services.at the kindergarten level. The placement of one graduate in
1979, another in 1980, and still another in 1981, in state residential schools
is another indicator that services are expanding for the severely handicapped,
apparently at both the pre-school and school age levels Finally, placement of
a 1980 graduate and a 1981 graduate in Regional Service Centers with specific
responsibility for serving multi-lingual/cultural pre-school children is yet
another indicator of impact. The only conclusion available is that our training
program is impacting on this particular population of children.

Finally, a word about the students majoring in communicative disorders at
New Mexico State University. The program has always been successful in recruit-
ing members of racial and ethnic minority groups. At the present time, fully
one third of the undergraduates are Hispanic as are one quarter of the graduates.
New Mexico has realtively few Blacks, but in the past the program graduated four
such individuals. Efforts to recruit Native American students have finally re-
sulted in two such individuals as undergraduates and one as a graduate student.
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Program Progress Report page 3

The report of an outside evaluation of the training program in communica-
tive disorders conducted in 1981 by Robert L. Ringel, Dean.of the School of
Humanities, Social Sciences and Education at Purdue University, included the
following statement: "The entire program of the Department of Speech serves
the state and the nation quite well....A unique feature of the program is the
ethnic mix of the student body. NMSU along with a very few other institutions
has done much to provide Hispanics to the professional ranks. In this way,
the university is not only a state reewrce but a national one as well. Past
recruiting efforts are to be applauded and future attention is to be urged."
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NAVAJO SPECIAL EDUCATION TEACHER DEVELOPMENTPROGRAM (NSETDP)

The primary concern of this project is the preparation of Navajo Special

Education Teachers in order to meet the special educational needs of handi-

capped Navajo children. A specifically designed prOgram was needed to address

the problems experienced by Navajo handicapped students as they try to cope

with ever increasing complexities in education by providing for them teachers

who could identify and relate to their needs - NaVajo'Special Education Teachers.

In 1975, the Navajo Division of Education contracted with the University of

Arizona to deliver services'for a field-based teacher special education program.

The Navajo Special Education Teacher Development Program is now in its sixth

year of successful operation. The NSETDP program originally began as an

undergradute degree program in conjunction, with the. University of Arizona

(U of A), Tucson, Arizona. The undergraduate program produced fourteen (14)

special education teachers with Bachelors etirees in,Special Education, In

1980, the NSETDP program was changed to a graduate degree program and moved

from the University of Arizona to Northern Arizona University (NAU), Flagstaff,

Arizona. The graduate degree program is just completing its second (2nd)

year at NAU. The Navajo Special Education Teacher Development Program cur-

rently is helping the twenty-five (25) Navajo student participants to attend

the 1982 autumn session at NAU. The financial assistance will be provided by

the Department of Higher' Education (Scholarship) to assist students with

direct educational expenses. NSETDP students will complete or pick up

up to twelve (12) credit hours for the summer session, At the end of the

1982 summer session, seven (7) NSETDP students will complete
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their requirements and receive their Masters Degree in Special

Education. The seven Navajo students will be the first grad.

uate students to graduate from Northern Arizona University

since the program was moved in 1980.

The accomplishments listed here include some carried over from the

first and second year. These accomplishments are as follows:

(A) The Navajo Tribe has flegotiated a subcontract with Northern

Arizona University, College of Education, Department of Special

Education, to continue operation of the program for the period

June 01, 1981 to May 30, 1982. The terms of the subcontract

provide for the development and implementation of a three year

graduate level training cycle in Special Education at Northern

Arizona University for thirty (30) Navajo students to continue

their training for the second project year.

(B) The criteria for student selection for participation in the

program were developed by the Navajo Division of Education

staff, the Navajo Professions Development Advisory Board, and

in conjunction with the University staff and project dir'ector.

The Navajo Division of Education stall and the Advisory Board re-

cruited and selected students into the Navajo Special Education Teacher

Development Program based on the following criteria:

1. Commitment of the applicant to the program - Demonstration of

interest and commitment to the field of Special Education and

the needs of the handicapped children; evidence of effective

participation in a classroom as a teacher as well as partici-

pation in on-the-job in service type training opportunities to

continue development of skills capability, summer workshops, or

other after hours training opportunities; expressed statement of

personal goals and ambitions related to Special Education and

the overall attitude of the applicant towards participation in

the project..

2, Present work situation - Consideration was given to the present

job status of the applicant with regard to its relevcncy to

actual linkages and work with handicapped children (Navajo), or

the willingness on part of the student applicant to accept a

position in a Special Education classroom or facility
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if assistance were provided by the Navajo Division of Education in

identifying such job openings.

3, Agencies demonstrating the most positive attitudes toward the develop-

ment of Navajo personnel by granting release time with pay one day a

week, provision of facilities, or a past record of commitment to Navajo

Education, were given first consideration for applicants to the program

from that agency,

4, Review of background and personal interview by NDOE staff and the Navajo

Special Educatton Advisory Board, Since Advisory Board members are from

communities all over the reservation, most applicants were known by one or

more board members, This strategy provided A review of the applicant with

regard to his or her personal background, character, degree of community

responsibility, particpatton fin community affairs, leadership potential,

and potential change/agent abtlitY.

5. References from present supervisors, agency administrators and other

personnel familiar with the applicant's present or past job performance,

and effectiveness in working with Otldren.

6. Transcript review by appropriate University personnel to determine

university status and academic background strengths and/or deficiencies,

C. Final student selection was accomplished by the first class meeting which

was held on August 26, 1980. Twenty -four (24) master's degree level Navajo

participants have been selected, most of whom are working in Special Education

job situtations with various public schools, Bureau of Indian Affairs or pri-

vate Navajo schools on the Reservation.

D, Cooperative communication links have been established with admintstrators

in the agencies where project students are presently employed, These links

facilitate project parttcipatton, provide a supportive atmosphere
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for project students, and facilitate supervision by project and univer-

sity staff.

(E) The project applied for a supplementary grant last year to incorporate

tutorial services and site observations into the program. This year

there are no supplementary grants. Students had difficulty in language

translation and cognitive skills as a result of their cult-re and iso-

lated environment. The grant was to strengthen and support the Special

Education teaching styles of the present students. Such support can

enhance the performance of project students by impacting on their indi-

vidual delivery of instruction as well as the handicapped Navajo children.

(F) The present project year emphasis for the thirty (30) Navajo students is

on the development of Navajo professional personnel having expertise in

the areas of Learning Disabilities, Reading and Learning Disabilities,

Mental Retardation, and Emotionally Handicapped, with appropriate rela-

ted educational diagnostic skills. These areas of.training, both imple-

mented and planned, correlate to the identified needs of the Navajo

handicapped population and the program priorities of reservation service

agencies.

(G) Site selection has been secured from the Navajo Tribal Training Center

in Window Rock, Arizona to utilize classroom space for project instruc-

tional purposes. Window Rock was selected for several reasons:

1. Window Rock is the home and employment location of the majority

of project students. Window Rock is more centralized for a

majority of students from the Northern and Eastern part of the

reservation. 'Services are lacking for students from Western

Navajo, which means that an assessment must be made to determine

if additional sites are needed to reach potential students who

currently are not in the project.

2. Accessibility to facility in bad weather. Window Rock is

accessible both by air and paved roads. In addition, during

bad weatbs.r, the roads are usually cleared off.

3. Adequacy of size and attractiveness of facility. The Navajo

Tribal Training Center has large rooms to accommodate the Special

Education classes. Other classroom aides are also available such

as Audio-visual equipment, blackboards, refreshment machines, etc.

4. No cost is being charglS use of room for the project.
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(H) Project integration is occurring at the University campus office level

and the Navajo Division of Education office level where facilities,

phone, office maintenance expenses, and travel expenses are shared

with the Navajo Teacher Education Development Program.

II. ANTICIPATED ACCOMPLISHMENTS FOR CONTINUATION PROJECT

Expansion and refinement of this year's activities will continue into the next pro-

ject year. Efforts will be made to refine all program activities including manage-

ment of personnel; supervision of students; evaluation of program effectiveness

including student skills development and Lapact for change in existing agencies.

During the next project year particular emphasis will be placed on the following

areas;

A. Continued refinement of the "Clinical Teacher" model in order to prepare Navajo

students for employment in multicategorical settings in order to avoid the per-

petuation of narrow and rigidly categorical service programs for handicapped

children. Within the refinement of this model, additional attention will be

focused on the development of culturally relevant diagnostic and curriculum

management skills by each trainee in the program.

B. Expanded efforts will also be made in the areas of dissemination of project

information to local, state and federal agencies, and professional organizations.

II. REVISED STATEMENT OF OBJECTIVES

No attempt will be made to reiterate those projects objectives as listed and approved

in the original project proposal. Only those objectives being modified in some way

are stated here:

A. To complete the requirements for a Graduate Degree and Special Education Certi-

fication for 30 students (instead of 40 students as stated in the orginal pro-

posal) spanning a two year period starting June 01, 1980.

B. The areas of Special Education to be offered will be Mental Retardation (M.R.)

Emotionally Handicapped (E.H.), Learning Disabilities and Reading and Learning

Disabilities.

C. The University must provide a minimum of 6 hours (inst,:ad of the 9 hours stated

in the original proposal) of course work during the fall and spring semesters.

IV. SUMMARY STATEMENT

With the support of the Bureau of Education for the Handicapped and the expertise

ill

of the Special Education faculty of Northern Arizona Univeristy, the Navajo Tribe

has been able to begin implementation of an innovative, field-based teacher prepa-

ration program that has as its primary purpose the development of highly skilled
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Navajo persons who will be able to significantly affect the qualitity of

services available to the over 18,000 Navajo school age children in need

of the total spectrum of special educational services. It is the intent

of the Navajq Tribe to continue, and to intensify,. its efforts to insure

that the special educational needs of our people are met.

Evaluation

In this final year of the current progpm funding, the Navajo Division of

Education, through the Special Education Coordinator and Secretary positions,

will undertake a follow-up study of the program graduates and non-graduates.

An evaluation questionnaire will be designed for interviewing a random sample

of current and previous students. Travel to different work sites on and

around the reservation, where ex-students are currently employed/residing,

has been budgeted in order for the Special Education Coordinator to carry-

out the interviews, The results will be analyzed quantitatively (statisti-

cally) and qualitatively (analytically) as appropriate to the types of in-

formation collected, The results will be incorporated into the final report

and also written-up for dissemination to professional organizations and

other interested agencies, The Coordinator will also collaboarte with the

Dine Center for Human Development at Navajo Community College (funded under

a separate BEH grant) to update a Special Education manpower needs survey which

will serve as an evaluation indication/base-Dine as to how well the two

programs have been able to meet the special education personnel needs of the

Navajo Nation,

Dissemination of Program Results

With the updated needs assessment, evaluation report and previous program

reports extending back to the program's beginning, the program Coordinator

and NAU Director will develop an overview of accomplishments, problems and

failures with a view to presenting the findings to regional and national

organizations and,.possibly, publishing in an appropriate journal.
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BACKGROUND

The 1972 feasibility study, which led tc the

establishment of the Dine' Center for Human Development,

identified a variety of man-power and parent training

needs on the Navajo reservation. In response to these

needs, the Dine' Center proposed a project designed to

help prepare Navajos to fulfill the role of school

psychologists, occupational therapists, speech therapists,

and physical therapists on the reservation, and systema-

tically address the need for parent training. The unique

feature of this project was the approach it took to the

problem of recruiting Navajos and assuring that they remain

on the reservation after completing training. The grant

application proposed providing part of the training on the

reservation and part at campuses in surrounding universities.

The proposal was submitted and approved by the Bureau of

Education of the Handicapped, and the project began June 1,

1980. The project as approved, contains three major

activities:

A. Recruitment, encouragement, and support of

Navajos into professional training programs

which would qualify them to provide support

services to handicapped children on the reser-

vation:

1) Physical therapy

2) Occupational therapy
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3) Speech therapy

This component was designed to identify qualified

Navajo students, counsel with them, and encourage them

to enter into professional university training programs

in the three disciplines listed above.

B, Educational diagnostician/school psychology program

This component was designed to recruit Navajo teachers,

counselors, and others who currently held BA degrees and

working on the reservation into a graduate program designed

to prepare them for appropriate certification as educational

diagnositians/school psychologists.

C. Navajo parent training component

This component was designed to train parents of handi-

capped Navajo children in their native language of their

rights under public law 94-142, and prepare them to assume

a more active role in planning and advocating for the

handicapped child.

Ob'ective A--Trainin Su I ort Personnel

Activities and Accomplishments

It was the purpose of Objective A to recruit, en-

courage, and support Navajo students to obtaid training

and enter career fields in certain professional areas

of critical need and on the reservation. Appropriately

trained and certified personnel are critically needed

to provide occupational therapy, physical therapy, and

speech therapy for handicapped Navajo children.

-2-
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Activities described in the project application

included, sending out information about the need for

training Navajos in these areas, identifying potential

Navajos interested in such professional careers,

counsbling them, helping them to enter the professional

training programs, and carrying them along through

training; advising them, and helping them find financial

support throughout their training.

During the first year of the project, general

information was sent out to high schools, colleges, and

other training programs throughout and near the reser-

vation; potential candidates were identified and screened.

The results of these efforts was encouraging, but very

few Navajos actually entered into the target careers.

During the second year, in response to the evaluation,

a much more individualized recruitment, encouragement

and support approach was taken. Mr. Zah contacted

department heads at the various universities and colleges

which offer training programs in the three areas listed

above. During these contacts he determined how many

Navajo students were currently in the program, and obtained

faculty and administrative commitment to encourage and

foster the placement of Navajos in these professional

training programs. As of August 12, the following

recruitment and placement results were reported:

1) Physical Therapy

One Navajo student had been admitted into an

-3-
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accredited physical therapy training

program; Two other Navajo students are

in the process of obtaining acceptance into

accredited training programs.

2) Occupational Therapy

Two Navajo students were admitted to the occupa-

tional therapy training program at the Colorado

State University. In addition, one student

is currently taking prerequisite coursework

with the declared purpose of applying for

occupational therapy training at Colorado State

University. Two other students are enrolled

in undergraduate, lower division programs,

preparing to enter occupational therapy training

ct the completion of their, current programs.

One of these students is attending Ganado

College; the other, Navajo Community College.

3) Speech Therapy

A total of nine Navajos are currently declared

majors in professional speech pathology train-

ing programs. Six Navajos are pursuing train-

ing at Northern Arizona University; one at

the University of Arizona, one at Denver

University, and one at the University of

New Mexico.



Obstacles

Many obstacles were experienced in pursuing Objective

A. Some students that expressed a vocational interest in

these career fields had very poor academic records, thus

requiring an extended preparation period in which they were

required to take prerequisite courses and basic education and

science courses before they could enter into professional

schools. Mr. Zah contacted department heads and administrators

of the various schools and departments in several universities

in which training of OT, PT, and speech therapists is provided.

The administrators were encouraged to give special consideration

and attention to Navajo students. Navajo students sometimes

need special encouragement, tutoring, financial assistance,

and in some cases, certain entrance requirements need to be

waived.

The task of recruiting, entering, maintaining, and

supporting Navajos in the professional schools is very simi-

lar to the task supporting other minorities and low income

people in the Upward Bound or Special Services Programs.

Such programs are provided in most universities throughout

the United States for undergraduates. The principle dif-

ference is that PT, OT, and special speech therapy training

is generally at the graduate level, and training departments

in these professional fields have not been in the habit of

providing sucli special consideration and attention.

It is difficult to determine the results and effects of

activities designed to meet Objective A. At this point

-5-
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there has been insufficient time for the impact to be visi-

ble. Several Navajos have been recruited, entered into the

program, and carried for two years; thus, it is probable

that they can, over the next two years, finish their profes-

sional training and return to the reservation to provide

services.

Much of the emphasis on the activities for Objective A

this past year has been directed toward recruiting students,

screening them, and enrolling them. Once enrolled, coordi-

nation is necessary with the Navajo scholarship office to

obtain the necessary support for each student. The results

of such effort are difficult to measure and the impact will

not be seen for two or three more years.

Objective B--Education Diagnostician/School Psychologist

Activities and Accomplishments

The project director and other staff have devoted a

significant amount of time and effort to Objective B.

The first year (1981), 14 Navajos were recruited and

enrolled in the school psychology training program.

Initial prerequisite coursework, e.i., "Group Testing"

and "Psychological Measurement" were offered on the

reservation through the Utah State University

extension program. During the summer of 1981, these

14 Navajo students enrolled in the summer program at

Utah State University, During the 1981 summer session

this group completed 14 graduate hours in an approved

-6-
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training program leading toward certification.in School

Psychology. Coursework included: "Native American

Cultural Aspects g.1 Psychological Services," "Individual

Assessment," "Counseling and Psychotherapy," and "Assess-

ment of the Individual."

During the fall of 1981, a practicum course in

psychological testing and counseling was offered on the

reservation. Practicum hours were also accummulated in

December and in the spring of 1982.

During the summer of 1982, the following courses

were offered at Utah State University:. "Diagnosis of

Reading Difficulties,' and "Theories of Learning."

Arrangements have beem made for additional practicum

hours on the reservation for the fall of 1982 in addition

to 6 credit hours in Special Education.

Although this program has experienced some delay

due to difficulties of getting coursework approved and

offered on the reservation during the fall and spring

of 1981-82; for the most part the program has proceeded

smoothly and as was planned. Complications that have

arisen have been overcome by obtaining scholarship

support from the tribal Scholarship office. Each of

the Navajo candidates have been able to obtain scholar-

ship funding for both on-campus and on- reservation

coursework.
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Comments of the Navajo candidates in the program

indicate that they felt the program has been an

outstanding experience. They report that "coursework

offered was substantive, with few instances of repetion

with toursework previously taken. Most of the Navajo

school psychology candidates were very positive about

the program and the quality of instruction.

Faculty members involved in the Project indicated

that the Navajo school psychology students were ambitious

and hard-working graduate student candidates. The

only systematic weakness indicated was in writ' and

research skills. Willingness to work and commitment

to the program was rated as outstanding by instructors.

The number of candidates in the program is higher than

was anticipated. Retention of those initially entering

in the program has been 90 percent.

Objective C--Navajo Parent Training Component

Activities and Accomplishments

The third objective was to design and provide training

to parents of handicapped children. Such training was to

be provided in their native language and to address their

rights under Public Law 94-142. The purpose of this

objective was to improve the awareness and understanding

of Navajo parents of handicapped children to the point

that they could play a more meaningful role and make

anropriate decisions regarding the education of their

-8-
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children.

The activities undertaken consisted of developing

parent training materials in the Navajo language and to

train parents to more effectively serve as partners and

advodates for the handicapped on the reservation.

During the past year, group workshops have been

held periodically, but most of the training has been

pursued on a one-to-one consulting basis. Parent training

activities have been undertaken in conjunction with the

Dine' Association for Handicapped Citizens.

Efforts to accomplish Objective C have been hampered

by difficulties, including problems of transportation,

complications of the language barrier, and difficulties of

translating legal terms and concepts in English into

understandable Navajo.

In addition to advocacy training and organization

activities of the Navajo parents of handicapped children,

this component has had as a major objective, the prepara-

tion of curriculum materials designed to address six major

areas:

1. Legal rights and responsibilities

2. Normal growth and development

3. Cause and prevention

4. Treatment and services

5. Parent role and participation

6. Funding sources

The activities and procedures outlined in the applica-
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uion for developing these curriculum materials involved a

series of steps:

1. Collection of existing materials

2. Adaptation of existing materials

3. Translation of appropriate sections

4. Field testing of parent materiali by individual

contacts in the different groups

S. Further revisions

Although all of the materials have not been completed

in final form at this point, the training sessions have

been conducted and materials accumulated and utilized,

revised, and adapted repeatedly.

In March the U.S. Department of Education submitted

a letter to the project director indicating that approxi-

mately 48.5 percent of their funding would be terminated

this year. In consultatiiin with the project staff and

the Director of the Dine' Center, it was determined that

the parent training program would have to receive a signi-

ficant amount of that reduction in support. As as

alternative, the project has initiated efforts with the

Headstart program (NHS) to incorporate the parent training

into their parent training program. This would permit

the completion of these units, further field testing,

and a network in which they could be effectively utilized.

Since partial funding has been restored through supplemental

appropriations, activities in this area are now receiving

new emphasis.

-10-
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Additional Resources in Bilingual Special Education

In addition to public school programs and teacher

training programs, there are several other resources

available that are contributing to the overall effort

of bilingual special education. These resources are

for the most part federally funded. However, some are

state funded and some additional resources are avail-

able through professional organizations.

Among the federally funded programs that are

addressing bilingual special education, the following

projects are of special importance:

The National Clearinghouse for Bilingual
Education (NCB')

This project was established in 1977 through

Title VII of the Elementary and Secondary Education

Act (ESEA). It functions as a national information

center for bilingual education. Its primary purpose

is to answer questions from students, parents and pro-

fessionals regarding all aspects of bilingual education.

The current project brochure describes the six different

types of services the NCBE provides, as follows:
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Toll-free hot line: (800) 336-4560. 'Trained

teams of information specialists will answer queries

or send responses to questions.

Information resources. NCBE identifies and

maintains current information about organizations

which are involved in bilingual education, including

government agencies, Title VII projects, publishers,

professional organizations, and other information

clearinghouses.

Information products. Each year the Clearing-

house commissions and publishes a series of informa-

tion analysis products which address the specific

needs of the bilingual education field. Well-

known and highly respected authors address critical

topics, providing new insight about issues of particu-

lar concern. A list of NCBE publications is avail-

able upon request. FORUM, the monthly newsletter, con-

tains current news articles and items concerning

bilingual education; it is distributed at no charge.

Information processing. To manage the current

information explosion in bilingual education, the

Clearinghouse is creating a computerized information

database designed to provide replies to queries, refer-

ral to primary sources, or particular kinds of biblio-

graphic references. The goal is to develop and maintain
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a complete and up-to-date record of inforMation rele-

vant to bilingual education.

On-line search services. Limited on-line search

services are available free of charge. NCBE has

access to many databases which are searched for infor-

mation on bilingual education and related topics.

Call or write for a search request form.

Field representatives. NCBE field representa-

tives, working in cooperation with selected Bilingual

Education Service Centers, provide direct services to

meet regional needs.

Specifically with regard to bilingual special

education, the Clearinghouse has produced some valuable

bibliographies, literature searches and a special pub-

lication entitled "Special Education Needs in Bilingual

Programs," by Victoria Bergin.

Bilingual Education Service Centers (BESC)

Another important resource, particularly in the

area of in-service training, is the national network

of Bilingual Education Service Centers (BESC's). There

are nineteen of these Centers located in virtually

every region of the country. Although they focus their

training primarily on the personnel who work in bilin-

gual programs at the local level, they do include train-

ing related to bilingual special education. Three

such BESC's are in Seattle, Washington (BESCAN);

Miami, Florida (SABES); and Boulder, Colorado (BUENO).
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LAU Centers

Shortly after the unanimous U.S. Supreme Court

decision in Lau vs. Nichols in 1974, the federal

government, through the Emergency School Assistance

Act (ESAA), established a national network of desegre-

gation assistance centers for national origin. The

major goal of these nine centers is to aid public

schools in resolving desegregation problems directly

related to the linguistic and academic needs of national

origin minority students. The objectives of these

LAU Centers are to provide school districts with assis-

tance in the:

1. Development of bilingual desegregation Lau

plaus;

2. Improvement of language assessment and

diagnostic techniques used by districts

relative to language proficiency;

3. Evaluation and selection of curriculum

materials relevant to their instructional

needs;

4. Development of instructional approaches

to alleviate problems related to meeting

the needs of Limited English Proficient

students;
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5. Implementation of administrative organi-

zational techniques relevant to the allevi-

ation of problems related to meeting. the
.

needs of Limited English Proficient stu-

dents;

6. Improvement of community relations and

services in order to alleviate problems

related to meeting the needs of Limited

English Proficient students; and

7. Response to other areas related to bilingual

desegregation, as determined by individual

school districts.

The LAU Centers are responsible for helping

school districts under their jurisdiction to meet the

needs of all LEP ctudents, including the handicapped.

Because of this, the Centers do engage in training

and technical assistance related to bilingual special

education.

The BUENO Multicultural Special Education
Project (BUENO-MUSEPO

This project is funded through the Division

of Personnel Preparation (DPP) of the Office of Special

Education of the U.S. Department of Education. It is

designed to create a cooperative training and technical

assistance network, the Multicultural Special Education
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Network (MUSEN), in the Western region for bilingual

special education teacher training personnel. The

participants in this project are approximately thirty

DPP-funded bilingual special education-related projects

in the Western region. Located at the University of

Colorado, the project's four immediate'goals are:

1. To provide intensive short-term training

institutes for staff members of multi-

cultural and bilingual special education

teacher training projects in the Western

region.

2. To provide technical assistance to the

multicultural and bilingual special educa-

tion teacher training project staff in the

Western region.

3. To conduct applied research in the area

of bilingual special education and to

disseminate findings to special education

teacher educators in the Western region.

4. To establish an inter- and intra-regional

network of teacher trainers for bilingual

special education.

Project REACHH

Funded by the Office of Special Education of

the U.S. Department of Education, this is a project

of the research division of the Latino Institute,
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Reston, Virginia. The wajor objective of this project

is to produce a state-of-the-art monograph publication

on the education of Hispanic handicapped children.

The monograph focuses on identlrication and referral,

evaluation and placement, programs and services, and

information gaps and recommendations for future research.

The Bilingual Special Education Curriculum
Materials Project

This is another project funded by the Office

of Special Education of the U.S. Department of Educa-

tion. The overall objective of this project is to

identify and disseminate information about curricula

that have been developed for Limited English Proficient

handicapped children from Asian and Hispanic backgrounds.

A resource guide is being produced, which includes

a descriptive analysis of such materials for the use

of special education professionals nationwide. The

program is located at San Diego State University in

California.

State-Funded Resources

The state of Massachusetts was the first state

in the country to pass bilingual education legislation

in 1973. It has also provided leadership in bilingual

special education. In 1977 the Massachusetts Department
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of Education funded a project called the Bilingual

Special Education Project ( BMSEP). The title was

reccently changed to the Bilingual Multicultural

Special Education Project (BMSEP). The effort has

been part of the state's Special Education division.

The objectives of the project are as follows:

1. To identify the populations to be served;

2. To identify the programs necessary to service

language minority/special education students

with disabilities;

3. To define personnel needs for the develop-

ment and implementation of programs;

4. To identify ongoing model bilingual/special

education programs and resource personnel

inside and outside the local educational

systems;

5. To establish a statewide bilingual special

education advisory task force;

6. To identify available assessment and

special teaching materials for use with

potential language minority special educa-

tion students;

7. To establish a central office resource

center for information on testing

materials and techniques, resource person-

nel and resource agencies to be integrated

with regional centers; and
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8. To develop a statewide dissemination plan

for sharing expertise and materials.

These objectives were met through regional work-

shops, a statewide conference, the establishment of

a bilingual clearinghouse, a Bilingual Resource Direc-

tory, advocacy efforts, graduate training programs,

and implementation of an interdisciplinary'building

team model. This project continues to provide in-
..

service training for school district personnel through-

out the state. A newsletter is disseminated to prac-

titoners on a regular basis. In addition to the

other publicstions listed above, the project has also

completed a report on testing procedures for the bi-

lingual handicapped child, as well as publication on

model bilingual multicultural teacher training programs

within the state. Another important event sponsored

by the project is an annual mini-fair where teachers

can exchange ideas, materials and techniques for

working with the LEP.handicapped student.

The state of Illinois has also addressed the

needs of the LEP handicapped by establishing a state

Resource Center for exceptional bilingual children.

This center is located in Arlington Heights, Illinois,

and provides a variety of services for school districts
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and educational personnel who serve the LEP handicapped.

The Center has produced several bibliographies, includ-

ing one on bilingual special education assessment

instruments and one on normal and abnormal language

development of second language learners. This Center

maintains a very comprehensive library with many

entries related to bilingual special education.

Another very important dimension of the Illinois

Center is its training and technical assistance func-

tion. Several workshops and courses are offered to

teachers, administrators and other educational person-

nel who work with LEP handicapped students.

The state of California has also established a

state level resource called the Special Education

Resource Network (SERN). This is an in-service train-

ing effort funded through the Office of Special Educa-

tion of the U.S. Department of Education. The project

is involved in the training of teachers and other

auxiliary personnel who work with LEP handicapped chil-

dren. Included in the project's activities are the

development of several bilingual education training

'modules.

In addition to the SERN project, the California

State Department Special Education Division has also

published a number of excellent research reports

related to bilingual special education. Another very
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resourceful activity is the Second Language Summer

Institute, which trains assessment personnel, resource

specialists, bilingual teachers and speech pathologists

in the learning of a second language as well as in

better techniques for serving the LEP handicapped

students of the state.

Other Resources Available through
Professional Organizations

The Council for Exceptional Children (CEC),

Reston, Virginia, has provided strong professional

leadership in bilingual special education for over

ten years. Some of CED's more notable activities

in this regard include national topical conferences,

such as the 1973 institute and conference on Cultural

Diversity and the Exceptional Child. A key conference

was the 198.1 .New Orleans Conference on the Bilingual

Exceptional Child, sponsored by CEC. Also of particu-

lar significance was the 1982 Phoenix Bilingual Special

Education Training Institute. The CEC continues to

sponsor these conferences.

CED has also provided valuable information on

bilingual special education through their various publi-

cation efforts, which have included special reports,

monographs and numerous journal articles.

The ERIC Clearinghouse on Handicapped and Gifted

Children has also disseminated numerous reports and

articles related to bilingual special education.
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The principal driving force behind much of the

above-mentioned activities has come from'the efforts

of the various CED minority caucuses in cooperation

with the CED Office of Minority Concerns. Through this

cooperative effort, CEC has established itself as a

strong advocate of bilingual special education.

Another professional organization that has

begun to advocate visibly for improved services for

bilingual exceptional children is the American Speech,

Language and Hearing Association (ASHA). ASHA has

made a concerted effort to highlight issues related

to bilingualism in their professional j:)urnal. A

bilingual services manual and brochure have also been

produced. The organization's Office of Minority Con-

cerns is very active in advocating improved services

for LEP students. A significant project initiated

by ASHA is the bilingual speech pathology and audiology

in-service training project. It is called the Bilingual

Language Learning Service (BLLS).

This project has been designed as a national

coordinated effort to meet this need and to improve

the availability and quality of speech-language pathology

and audiology services rendered to bilingual/bicultural

Spanish/English children. Funded by the Office of

Special Education, U.S. Department of Education, the
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BLLS project is intended to provide a series of 56 in-

service training institutes during the second and

third years of the project in the eight states, with

the largest Hispanic populations: Arizona, California,

Colorado, Florida, Illinois, New Mexico, New York, and

Texas. The second year institutes are intended for

Hispanic bilingual and bicultural speech-language

pathologists, audiologists, special and regular educat-

ors, psychologists, and social workers. The third

year institutes will be designed for monolingual pro-
,

fessiopals. The BLLS institutes will discuss how the

bilingual child may be evaluated appropriately and

treated effect!vely and how the speech-language

pathologist and audiologist may interact with other

professionals concerned with the educational well-being

of the child.

As a result of BLLS training, it is anticipated

that more speech-language pathologists and audiologists

will provide improved services to bilingual/bicultural

communicatively handicapped children. Greater consul-

tative services will then be available to special

and regular educators and these professionals will

better understand contributions that communication dis-

orders specialists ca: provide. It is anticipated

that, as a direct result of the project, educational

services to 98,000 bilingual/biculturai English
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Proficient children will be improved through the train-

ing of 1,960 speech-language pathologists and audiolo-

gists in the Bilingual Language Learning System.

276

..mnrelli

v



SUMMARY PROCEEDINGS

of a
WORKING INSTITUTE on

BILINGUAL SPECIAL EDUCATION

OCTOBER 30-31, 1982

BUENO Center for Multicultural Education

University of Colorado

Boulder, Colorado

277



TRAINING PROJECT PROGRESS :REPORTS



73

Progress Reports

1. Alfonso Prieto, Arizona State University

Our M.A. and Ph.D. programs are continuing. We have started bilingual

special 'education course work and have cross-listed them. An Arizona

State Department bilingual endorSsement on the special education certi-

ficate is being negotiated, and will require a language proficiency

exam plus course work. We have some problems in the recruitment of

students.

2. Alba Ortiz, University of Texas, Austin

We have both on and off on-campus B.A., M.A. and Ph.D. program.

Funding is from both Title VII and the Office of Special Education.

Our training is in depth and intensive, so before we agree to provide

inservice training we expect a long term commitment. We served 600

people in intensive inservices last year, and are serving 810

this year. Student recruitment is a problem for us as for others.

We are infusing bilingual education and second language aquisition

approaches into special courses.

3. Eloy Gonzales, University of New Mexico

Students are recruited from the B.A. bilingual education program into

the graduate special education program. This year we

will graduate our first Ph.D., Janice Chavez, and have 6 in progress at

the Ph.D. level. There have been 20 M.A. bilingual special education

graduates so far. We need to recruit 2 doctoral students.

4. Jim Yates, University of Hawaii

Our program includes pre-service, inservice, and retraining. We address

the needs of the 6 major language groups in Hawaii (25 in the Pacific

Basin). We have 54 undergraduateo, and do a fair amount of inservice

and technical assistance for school districts. The state department
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of education supports 30 workshops for Samoa and the Pacific. We

have helped University of Guam work on a program for education of the

deaf in Micronesia.

5. Barbara Loera,. University of Texas, Austin

Speech pathology is our area of specialization, This is our second

year of operation. Last year we conducted faculty inservice, and belieVe

that staff support is very important. We are attempting to solidify

and integrate both our academic and practicum experiences. We hope

to establish a state wide advisory board and conduct a summer insti-

tute next year. We are concerned about the fluctuation in funding for

bilingual special education program.

6. Judd Cunningham, Navajo Community College

In 1978 we established the Human Development Center for'Developmental

Disabilities. Our program is as a university affiliated facility;

our support personnel training program is in its 3rd year of operation.

We recruit Navajo trainees in physical therapy, occupational therapy,

and speech pathology with some success. There are 14 students currently

in the program. The M.A. program is field based through Utah

State University. The summer program uses adjunct faculty. We are

also working on raising the awareness of Navajo parents regarding

the special needs of their handicapped children. We believe the

field based approach is very necessary.

7. Joe Pearson, Navajo Tribe

Our teacher-training project offers an M.A. acid certificate in Special

Education. It is field based through the University of Northern Arizona.

Our campus covers 24,000 square miles. Faculty are brought in one

evening a week. There are currently 7 M.A. candidates who will com-

plete their degrees this sualmer. We also have an undergraduate program
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with University of Arizona. There are 14 students in this program but

it is not as successful of the M.A. program.

8. Pam Young, Fort Lewis College (for Linda Sirmons)

We are using an infusion approach in response to the NCATE standards

for multicultural education. We ere doing this through a Deans Grant

and by visiting classes and making recommendations for infusion.

9. Lewis Apetkar, University of Texas, El Paso

We are on the 3rd year of our project. We have adopted a training

model to prepare bilingual special educators. We have identified

Master teachers in the public schools who participate in our wrkshops.

The Master teachers become models for the undergraduates. They also help

the local education agencies with workshops on bilingual special education.

Courses are a mix of special education and bilingual education.

We have a strong parent training and advisory component. An important

outcome of this is the strengthening of our undergraduate program.

10. Manuela Juarez, Texas Christian University

This is our 4th year of preparing bilingual specialists for the language

impaited. We use a pragmatic and naturalistic speech appr,achlall in

Spanish. We belfave,in.a natural context for teaching language and

work with about 200 subjects each year. We promote a way of diagnosis

which doesn't utilize formal tests. We have 8 to 10 students in our pro-

gram each year and have not had too many difficulties in recruitment thus

far. We are concerned about the institutionalization of our program.

11. Elsa Brizzi, Los Angeles County Schools

The LA County School system is made up of 95 school districts with

over 50% minority/bilingual population. Our bilingual special educa-

tion teacher training is through California State University. The

language groups involved are Spanish, Chinese, and Korean. We have
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also produced a resource guide for teachers and aides working together

with minority children. This cuts across specialty lines, i.e. covers

special education, bilingual education, sndall grade levels. We are

also working on a careereladderandinvolvdoeg parents and commuity

members.

12. Bill Schinder, San Antonio Community College

In 1978 we received a grant from Vocational Education. Our program

emphasis is preparing bilingual paraprofessionals working with speech

pathologisi.s. We currently have 123 students and have 19 bilingual

therapy aides under the direction of speech therapists. We have

developed special training materials with lower readability levels

without diminishing content. The reading level increases throughout

the materials. Our program is going to be replicated throughout the

state. We are concerned about the transferability of our courses to IHE's

and the certification' of our paraprofessionals through Human Service

agencies.

13. Ed Garett, New Mexico State University

We offer an M.A. in Speech and Language Pathology and Audiology. We

have always been committed to bilingualismjand many years ago instituted

a course in this area. We also have scattered pieces throughout the

program on communication disorders and bilingualism. The payoff is in

the practicum where students actually work with bilingual students.

Approximately 10 M.A.'s graduate each year. The public schools in

our area are involved with bilingual education. They are especially

concerned with the severely handicapped bilingual. We have 17 to 18

undergraduate Hispanics. One fourth of our graduate students are

Hispanic. We place graduates in rehabilitation cent,:rs and early

childhood programs.

282



77

14. Roberta Trujillo, New Mexico State University (for Stephen Stile)

Ours is a preservice- inservice training for educators of preschool

handicapped children. Our program is only for New Mexico early child-

hood educators.

15. Sherrie.Crysler, Central Washington University

We are training teachers in Spanish and preparing professionals and

paraprofessionals to work with handicapped children from migrant

families.
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Bilingual/Bicultural Speech-Language Pathology Project

The Program in Communication Disorders at The University of Texas at

Austin has begun its second year in offering graduate students in speech-

language pathology the opportunity to specialize in bilingual speech-language

pathology.

The project is specifically designed for students who are planning to

work with bilingual (Hispanic), communicatively disordereu individuals.

Students in this project will learn to:

1. Recognize the impact of cultural and socio-economic differences

on the communication abilities of bilingu0 populations.

2. Identify, assess and remediate communication disorders in

bilingual populations.

3. Provide training to other personnel, thus increasing expertise

and resources available to serve this population.

An increase in student eriollment by 68% from 1981 has occurred in the

project. This increase appears to be attributed largely to the availability

of student stipends. Continuation of funding is vital for attracting

superior new students who must be willing to supplement the regular speech-

language pathology graduate degree with theacademic and clinical training

required for this specialization.

The major obstacle has been the irregularities in funding. As a

result, the following areas have been chosen as priority items for the

current funding year.

a. Establishing a permanent funding source for student support.

b. Solidifying the integration of academic and practicum

components of the project.
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c. Forming a statewide advisory board.

d. Establishing summer institute programs so that professionals

outside the Austin area can receive this type of training.
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BILINGUAL SPECIAL EDUCATION PROGRAM
UNIVERSITY OF NEW MEXICO

UPDATE

The Bilingual Special Education component was in its third year cycle this

past year before meeting with disaster and being cut completely. Up to this

past year we had trained 20 masters level special educators of which six had

likewise completed the Bilingual Diagnostician Program and are currently serving

in that capacity.

One out of the six doctoral level students has completed her program and is

currently completing her dissertation scheduled for completion this June. The

others, two of which are currently funded through Title VII and still two years

from completion, and three attending part-time should be completed within the

next two years.

We are now in the process of re-submitting a new grant and including a

bilingual diagnostic component to it since BEH did fund such a program this

past year.

We are likewise searching for an additional staff member who must be

either Mexican-American or Native American in order to strengthen the bilin-

gual component of our department.

Our department also reactivated our undergraduate program which had been

dropped some four years ago. The need for special education teachers, es-

pecially for bilingual special education teachers in this state has grown

considerably as demonstrated by pressures. from throughout the state to re-

activate our undergrad program. This will be one of the greatest sources

of bilingual special educators at the graduate level since in the past

approximately one-half of these students have been from minority backgrounds.

I am actively recruiting two doctoral level students for the Fall '83
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semester to be funded under Title VII at the rate of $500.00 per month with

additional funds for books and professional activities,

Dr. ELOY GONZALES
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Training Master Teachers as Role Models
fcr

Hispanic Special Educators

With a population of almost 50n,nnn Fl Paso is the fourth largest city in

Texas, and the El Paso Independent School District (EPISI)) is one of the state's

seven largest school districts. Among Fl Paso's unique features are its prox-

imity to the Mexican border, and its high concentration of a rexican-American

population.

It is five hundred miles to another Texas university; within that distance

a million Spanish sepaking people live. Seventy percent of the 1n5,(126 students

registered at the Region XIX Service Center are Hispanic; 11.95 percent of these

students receive special education, and 70 percent of those are Hispanic.

Because of this setting, and because the Dniversity of Texas at El Paso

(UTEP) is the only degree-granting and certifying institution in all of southwest

Texas, it is in a position to become a leader in training teachers for bilingual

populations.

Over 2/3 of the special education students in Region XIX have linguistic

differences contribuiting to their demise in school. Ethnic and linguistic

minority children have traditionally been neglected and poorly served despite the

spirit of the PL-94-142. As part of a programmatic effort to supply services to

special children who speak English as a second language, TrrEP has established a

bilingual/bicultural program, and a Special Education program with n bilingual-

bicultural emphasis, both programs are staffed with outstanding bilingual people.

These programs develop bilingual/bicultural professionals who will he able

to identify, assess, and educate handicapped children and serve their parents.

The overall objective of the bilingual/bicultural special education professional

development effort is not to create a new field in special education or in

9
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hilingual /bicultural education, but to integrate two fields that will overlap

when providing programs for ethnic-linguistic handicapped minorities.

There are two major components of our nreservice project at T1TEP. One

is the productiop of bilingual Master special education teachers. These people

are chosen from a pool of certified special education teachers who are bilingual.

Then they are trained in our Master Teacher Workshop, which is designed to

develop a field-based bilingual/bicultural, special education practicum for

teacher education students. Specifically, the course objectives to master Teachers

Workshop are:

1. To present to special education teachers who are bilingual various

educational, cultural, and linguistic information pertinent to the

bilingual special education child, and

2. To develop master teaching Skills in the special education teachers

chosen for this project through instruction and supervised clinical

experiences.

Following achievment of these competencies, the mhster Teachers are used as

supervisor's for the field placement experience of our pre-service students.

The second component of our program is pre-service education. nifty percent

of the training is conducted in practicum. Students work under the direction of

Master Teachers who are supervised by the director of the project. The students

work in public school classrooms with Spanish speaking students, the TTTEP kinder-

garten which bilingual and special education students attend, and the Pniversity's

special education clinical center, which also provides on-site training experience

while servicing bilingual special education children.

The following competencies will he expected of the pre-service graduates:

1. The understanding and use of various educational and curricular materials

appropriate to the bilingual special education child.

250



126

2. Development of teaching skills for the bilingual special child.

3. Students will have the ability to utilize the appropriate non-discriminatory

tests for the bilingual special education child.

4. Students will develop their own skills of task analysis of curriculum problems.

5. Students will understand and he able to manage various behavioral problems of

the bilingual special education child.

6. Students will learn to understand the various role proups: teachers,

administrators, and parents, and how these role grouns function in the ecau-

c and social learning of the bilingual special education child.

ACCOMPLISHMENTS TO DATE:

1. We have trained 25 Master Teachers who are working in five school districts,

in all areas of special education. Each year these teachers impact over 3nn

Spanish speaking students in special education.

2. We have conducted a workshop for the special education administrators of six

school districts, to teach them about the current laws and special needs of

bilingual special education students.

3. We have trained, in a specialized workshop, 25 pre-service teachers in

working with parents.

4. We hay_ impacted the pre-service curricula for bilingual certificatic,.

5. We have impacted the pre-service curricula for special education certification.

6. We have developed specialized materials appropriate for the bilingual special

education child.

7. We have published and presented appropriate research articles.
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CHAPTER V

Curriculum and Instructional Methods
for Exceptional Bilingual Children

Alba A. Ortiz, Ph.D.
The University of Texas at Austin

294



Both federal and state laws include safeguards against

discriminatory practices in the provision of services for

handicapped bilingual students and help assure these

children receive appropriate educational opportunities.

Perusal of literaLure associated with service delivery for

limited English proficient (LEP) populations highlights

that much attention has been focused on assessment and

placement practices, parental involvement, due process, and

so forth. Little attention has been given specifically to

curricula, instructional methods, and the content and

processes of educational planning for students who meet

eligibility criteria for both special education and special

language programs.

Educators find themselves at a loss as to how to tailor

programs for handicapped LEP students so they are

appropriate, not only in terms of specific handicapping

conditions, but also in terms of linguistic, cultural, and

other student background variables. The complexity of this

task has created reluctance on the part of school districts

to provide special eduation services for LEP populations for

fear they will not be able to defend decisions made relative

to placement and educational services provided. On the

other hand, educational programs for students who are in

special education placements frequently fail to produce

expected results because they are not linguistically and

culturally relevant.
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Recently, Chinn (1979a) conducted extensive searches of

literature associated with special curricula for exceptional

culturally different children. These searches failed to

yield curricula specifically designed for this population.

Publications addressed strategies and approaches appropriate

to culturally diverse children but were not unique to

exceptional children.

This paper again examines literature on curriculum and

instructional methods for handicapped bilingual children.

Five questions guided the literature review:

1. Is there research to support current practices in

special education service delivery for exceptional bilingual

populations?

2. Is there a need to develop new curricula, methods,

and materials for handicapped bilingual children?

Is there empirical evidence that indicates that

certain methods of instruction result in higher academic

achievement/performance than do others?

4. What instructional arrangements are now being

utilized for instruction of exceptional bilingual students?

J. Is there evidence favoring bilingual education

versus special education placement for handicapped bilingual

children?

In general, literature on curriculum and instruction

for e;.;:eptional bilingual or limited English proficient

(LEP) students cchtinues to focus on student characteristics
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which affect school achievement and on competencies for

teachers who serve exceptional LEP students. When

recommendations for educational interventions are provided,

they are deduced from literature in related disciplines

such as bilingual education or special education. There is

a paucity of research specific to curriculum and

instructional methods for linguistically diverse populations

with special education needs.

Cultural Relevance in Curriculum

Perhaps the most common theme in literature addressing

the needs of minority students is that poor achievement can

be attributed to content, materials, and strategies which

are not culturally relevant (Ortiz, 1981; Almanza & Mosley,

1980; Chinn, 1979a; Plata, 1979; Rodriguez, Cole, Stile, &

Gallegos, 1979; Diggs, 1974; Jaramillo, 1974). School

programs continue to reflect a melting pot idealogy which

has as its basis a belief that people should strive to be as

similar as possible and that the norms for thinking and

behaving are embodied in the culture of the white middle

class (Jaramillo, 1974; 01 _iz & Yates, in press). However,

significant factors work against the assimilation of

"visible" minorities whose traits make them easily

recognizable by virtue of skin color, language. and/or other

unique cultural attributes. Members of the dominant society

perceive these individuals as different and, consequently.

3
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deviant, to the extent that they question whether the group

is worthy of becoming a part of mainstream society. On the

other hand, ethnic groups share a deep commitment to

maintenance of their cultural heritage, thereby rejecting

the melting pot ideal. School programs operating under a

deficit model, in which differences are interpreted as

deficits, will likely have disproportionate numbers of

linguistically or culturally different students who

experience school-related problems and become potential

candidates for special education. Because referral is

likely to result in placement, many normal minorities are

being served in special education programs, particularly in

language-related categories (Garcia, 1983; Maldonado, 1983;

Ortiz & Yates, 1983).

In recent years, there nas been increased awareness of

the contributions of diverse groups of immigrants to the

development of this society and a growing acceptance of the

concept of cultural pluralism. Instead of eliminating

cultural differences, individuals are encouraged to share

customs, traditions, lifestyles, language, and other unique

traits. Instructional programs based on a cultural

pluralism model are not designed to compensate for

diversity but. rather, to enhance and enrich students'

experiences. School programs operating under this model

are less lil.ely to label minority children as handicapped.

Programs offered accomodate student differences and thus

4
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increase the likelihood that children will succeed in school

and will not require remedial intervention.

While there is general agreement that adapting

curricula and materials to make them cultually relevant is a

step toward reducing the discrepancy between the

characteristics of the student and those of school programs,

there is disagreement about the nature of cultural

differences which must be considered, their distribution

within a given groups, and specifically how instruction

should be adapted to take these factors into account

(Henderson, 1980). In response to the observation that

stereotypes, omissions, and distortions of information about

ethnic or racial groups are common to school texts and

materials, it is recommended that instructional curricula

and materials be developed or adapted to incorporate the

history. heritage, traditions, and lifestyles of diverse

cultural groups. However, when emphasis is given to

traditional aspects of culture, instructional materials may

inadvertantly reinforce the very stereotypes and

misperceptions educators wish to eliminate. Teachers and

other educators need to learn as much as possible about the

culture of students, accept differences, and create learning

environments and curricula which are relevant to the student

and consistent with expectations and desires of parents,

community, and public policy (Plata. 1979). Careful study

of the idiosyncracies or ethnic groups. coupled with sound

5
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special ed,Ication techniques, provide a basic foundation for

meeting the needs of exceptional minorities (Chinn, 1979b).

Henderson (1980) provides an overview of basic concepts

related to cultural diversity and stereotypes ag.isociated

with cultural and social variables and their influence on

student performance. He concludes that the only variables

consistently related to achievement are: (a) level of

student involvement in academic tasks. (b) the nature of

teacher-pupil interactions, and (c) internal perceptions of

control.

Locus of Control and Learned Helplessness

The concept of locus of control, originally formulated

by (;otter (1966), describes a person's perceptions of the

relationship between actions and outcomes. "Internals"

believe they are in control of their lives and that work and

effort will result in reward. "Externals" believe outcomes

are determined by luck, chance, fate, o- powerful others who

control their destinies in random fashion. Locus of control

appears to be partially a function of socioeconomic status

as frequently poor or economically disadvantaged individuals

are likely to demonstrate characteristics of externals

(Vasquez, 1975; Henderson, 1980; Ortiz & Yates, in press).

Vasquez (1975) summarized literature on the

relat:onship of locus of control to student performance and

6
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described the effects of internality and externality on

school performance:

1. Self-reliance. Externals are dependent upon others

to assist with completion of assigned tasks. In classes

where students are expected to work independently, externals

are at a disadvantage while internals are matched with the

structure of the independent classroom.

2. Level of aspiration. Internals are better able to

plan and implemrnt strategies which yield desired outcomes,

thus enhancing the possibility of successful achievement.

Externals often fail to see the relationship between actions

and outcomes and therefore have a cendency to ignore

planning or strategi:ing.

J. Expectations of success. Internals attribute

success to their own behavior, ability, skill, and effort.

They are able to change their behavior or level of effort

and to move actions in directions more likely to ensure

success. -Analysis of their own traits, abilities, and

attributes brings a closer congruence between goal

aspiration and goal attainment. On the other hand,

externals do not appear to profit from a particular

experience, even with feedback, as they do not use

analytical skills to determine relationships between

behaviors and outcomes. In the classroom, the external is

less likely to profit from routine feedback and ordinary

reporting procedures. Without specification and direction

7
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from teacher or peer, the external remains in the dark as to

the reasons for success or failure.

4. Achievement motivation. The external individual is

often judged to be lacking in motivation or desire for

achievement. Internal children are likely to have

externally visible desire for achievement and are more

likely to meet the aspirations and expectations of teachers.

The perceived lack of motivation and effort of the

externally directed student will produce frustration and

irritation for the teacher who is likely to be internal.

Intensity of work. Externals tend to be judged as

conformist and willing to accept imposed structure whether

such structure produces rewards or rezqative sanctions. Ego

strength is not involved as the external individual is

unliLely to reflect upon experiences as either successful or

not successful.

6. Performance under skill conditions. Internals are

challenged by and approach logically, situations which

require display of skill. For example, in test-taking, the

internal individual is likely to systematically analyze

differences in difficulty of items and to move to completion

of easier items first. The external individual, may

recognize differences in items, but begins with the first

item and works in sequence until time is exhausted or s/he

is frustrated.

8
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An external orientation may have devastating effects

upon achievement of minority children. Externals will have

difficulty processing information and profiting from

instruction presented from a framework of independence and

intrinsic motivation. Additionally, they are unlikely to

analyze feedback accurately to determine how to change their

behavior to become more successful within the school system.

Instead. external children begin to perceive themselves as

helpless. unable to control what happens to them, and see

aversive situations as insurmountable. They fail to

perceive their own effort as an important cause of success

or failure. This sets into play teacher perceptions and

expectations which maintain the cycle of failure and

reinforce the learned helplessness (Henderson, 1980).

There is a striking parallel between the

characteristics of children with external locus of control

orientations and those attributes associated with learning

disabled students. Consequently, guidance is needed to

determine when children are experiencing school-related

difficulties because of lack of compatibility between

teaching and learning styles or when such difficulties

would best be attributed to a handicapping condition.

Guidance is also needed to help educators capture accurately

children's cognitive styles in order to prevent the

stereotyping of children and to facilitate the selection of

appropriate interventions.
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Henderson (1980) suggests that teachers (a) provide

external students with opportunities to set goals and to

help determine their own activities. Cognitively oriented

attribution retraining and environmental control and

self-regulation programs can be used teach cause-effect

relationships. Henderson stresses that children must

experience genuine feelings of personal successs and social

competence within the total school setting rather than only

in isolated therapeutic or resource settings.

According to Feuerstein (1982), children from

economically, and psychologically, impoverished homes

function at a generally low level because they have been

denied appropriate mediated learning environments. His

Instrumental Enrichment (FIE) program is designed to mediate

experiences by making the individual more receptive and

sensitive to internal and external sources of stimultion.

Feuerstein's approach is directed, not only at remediation

of specific behaviors and skills, but also at changing the

person's manner of interacting with acting on, or

responding to sources of information. Tasks are structured

in such a way that they require the student to (a) use

higher mental processes; (b) develop intrinsic motivation

through formation of habits; and (c) contribute actively to

the organization, restructuring. discovery, and application

of produced relationships. In essence, what the student is

doing is learning to learn. The FIE has excellent potential

- 10 -
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to help children overcome learned helplessness and become

effective learners.

Teacher-PuRil Interactions

Teacher expectations are the inferences or predictions

teachers make about the present and future academic

achievement and general classroom behavior of their pupils

(Good & Brophy, 1970. In a landmark longitudinal study

conducted by Gist (1970) , the effects of teacher

expectations were dramatically illustrated. Specifically,

the effects of student characteristics on teacher-pupil

interaction patterns were documented.

Observational data (Fist, 1970) indicated that students

assigned to three groups were distinguishable on the basis

of at least four criteria: physical appearance, social

behavior, language used (standard English versus Black

dialect), and certain sociological characteristics known to

the teacher (size of family, parental income, etc.).

Differential expectations for children were readily

manifested in the teacher's behavior toward them. The

children at table one (the neatest, cleanest children)

received preferential treatment. They were given more

opportunities to answer questions and to interact with the

teacher. They were also rewarded with greater praise and

less criticism than children at the other tables. Students

seated at tables two and three received less contact with

0.00
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the teacher and, consequently, less instruction. Hence,

they were less involved in classroom activities. Fist

followed eighteen of these thirty children after they

entered the same first grade. Students in the low achieving

groups in kindergarten (those seated at table three) were

retained in essentially the same position. Followup in

second grade demonstrated that children were maintained in

essentially the same grouping pattern.

Jackson and Cosca (1974) surveyed 494 classrooms

located in the southwestern United States and measured

whether the ethnicity of students influenced the quality and

quantity of teacher verbal interactions. In particular, the

possible disparity between Mexican American and Anglo

children was emphasized. The authors reported that teachers

praised or encouraged Anglo students 35 percent more than

they did Mexican American children and accepted and used the

ideas of Anglo students 40 percent more often than they did

those of Mexican Americans. It was concluded that Mexican

American children received substantially fewer positive

interactions with their teachers.

When teachers hold positive perceptions and expections,

they provide increased quality of educational opportunity

(Good & Brophy, 1973). Individuals labeled underachievers

may become victims of lowered expectations for achievement

and these expectations may negatively effect instructional

opportunities. Conversely. as the quality of instruction is
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diminished, over time, the quality of instruction alone

could explain differences in achievement levels of children.

Such a conclusion is significant given evidence which

indicates that minorities lag far behind their peers in

academic achievement (Brown, Rosen, Hill, & Clivas, 1980).

Research associated with teacher-pupil interaction

patterns and teaching styles and behaviors has not routinely

included handicapped students, much less the handicapped LEP

child. The majority of studies of exceptional individuals

focus on the effects of the handicapping condition on

teacher perceptions. expectations, and interactions.

Research is needed to determine the effects of differential

interaction and teaching style patterns on the achievement

of LEP populations, specifically focusing on the interaction

effects of linguistic/cultural diversity and handicapping

conditions.

Teaching Styles and Behaviors

While much of the literature offers contradictory

findings associated with teacher behavior and teaching

styles. Silvernail (1979) was able to find specific support

for the following:

1. Time spent,on instruction is significantly related

to achievement Tor low socioeconomic status students.

13
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Task-oriented behavior correlates positively with

pupil learning and, consequently, can be viewed as part of

an effective teaching style.

3. Strategies which challenge students to do their

best and which encourage group membership and cohesiveness

will be particularly effective in promoting pupil

achievement.

4. When classroom interaction patterns indicate that

pupils have opportunities to express their ideas, and when

their ideas are incorporated into learning activities,

pupils seem to learn more and to develop more positive

attitudes toward the teacher and learning.

Teaching styles which include questioning behavior

are effective although there is little literature which

would support specific types of questions, patterns of

asking questions, etc.

6. Introductory comments by teachers, reviews, and

presentations of content-relevant information are effective

in promoting learning.

7. Positive comments encourage learning.

Studies of specific approaches to teaching (direct versus

indirect teaching styles; use of advance organizers, etc.)

are inconclusive. The optimal level for a particular

teaching style differs depending on the nature of the task,

time factors, teacher flexibility. etc.

14
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Preliminary findings of the Significant Bilingual

Instructional Features study (Tikunoff, 1982) indicate that

teaching behaviors of bilingual education teachers compare

favorably with literature on effective instruction and

particlarly with studies which indicate that students make

the most significant learning gains when they receive a

great deal of instruction from, and interaction with, the

teacher. According to Tikunoff (1982), during effective

billingual instruction, teachers:(a) emphasize basic

skills; (b) communicate clearly and get students engaged in

task completion; (c) monitor students' work and provide

frequent and immediate feedback; (d) organize instructional

activities which create, reinforce, and communicate task and

instructional demands; (e) mediate instruction using both

English and the native language; (f) respond to and use

cultural clues; and (g) focus on developing students' first

and second language skills. Under these conditions, LEP

students were successful in decoding and understanding task

expectations and new information, participated productively,

maintained engagement in tasks in order to complete them,

and knew how to obtain accurate feedback. This was

evidenced by high academic learning time, the time a student

spends in a particular content area engaged in learning

tasks with a Nigh degree of accuracy. Approximately 3/4 of

the time allocated to basic skills instruction was deemed to

be academic learning time for LEPs (Tikunoff, 1992).
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Second Lwiguage Acguisition

Children acquire, as opposed to learn, language by

understanding messages, not by focusing on the form or

anaylzing linguistic structures as is frequently done in

language teaching (Krashen, 1982). They understand language

that contains structures they do not know by utilizing

context, extra-linguistic information, and knowledge of the

world. Consequently, the more the children know about the

topic being discu3sed, the greater the likelihood that they

wilt develop second language skills.

While conscious learning of language (e.g.

knowledge of rules) allows children to monitor and to

correct their own utterances, the key to language

acquisition is that students receive comprehensible input.

This input does riot have to be grammatically sequenced. but

must be interesting, relevant, and provided in sufficient

quantity (Krashen. 1982). Several other factors affect the

language acquisition process. The lest., anxious. more

motivated, more self-confident students experience greater

success in second language learning. Those students who do

not reject their own language and culture experience greater

success than do those who have negative attitudes toward

their own group (Gardner and Lambert. 1972).
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Based on their studies of second language acquisition,

Dulay. Burt, and Krashen (1982) providc. the following

guidelines for teaching English as a second language:

1. Maximize the student's exoosure to natural

communication.

Focus on the message being conveyed, not the

linguistic form of the message.

3. Incorporate a silent period at the beginning of the

instructional program so that students will be able to
s

.71listen to the second

speak it.

4. Encourage and

language without

create situations

being pressured to

in which students

can interact with native speakers of the language.

J. Use concrete referents to make the new language

understandable to beginning students.

6. Devise specific techniques to relax students and to

protect their egos.

7. Learn the motivations of students and incorporate

these into lessons.

8. Create an atmosphere where students are not

embarrassed by their errors.

9. Do not refer to or revert to, the student's native

language when teaching the second language. To do so, may

create a situation in which the student. instead of focusing

attention on the second languaae, simply waits for the

teacher to repeat utterances in the native language. Under
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Ithese circumstances, motivation for second language learning

may be negatively affected.

IAccording to Krashen (1982), language acquisition takes

place best when input is provided that is: (a)

Icomprehensible; (b) interesting and relevant; (c) not

Igrammatically sequenced; and (4) provided in sufficient

quantity. He uses these criteria to evaluate methods for

Ilanguage teaching. Audio-lingual, grammar-translation, and

cognitive code methods do not do an effective job of

1 encouraging subconscious language acquisition. Methods such

1

as total physical response (Asher, 1972), suggestopedia

(Bushman & Madsen, 1976), and the natural approach (Terrell,

I1977) seem to be the most effective because they provide

more comprehensible input.

1 There may be special circumstances under which these

1

variables outweigh the general rule that children must be

taught in a language they understand. For example, the

1
wishes of parents who do not want their child to receive

native language instruction must be honored. As a guiding

Iprinciple, however, Macauley (1980) offers sound advice:

"The golden rule is for everyone to be very cautious in

Itrying to change the course of a child's linguistic

1

development. In particular, if what adults are doing

appears to be making the child unhappy or reducing

Ithelamount of language produced, then there is something

wrong with that approach' (p. 58).

I
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Bilingual Instruction

Baca (1980) provides a historical overview of

litigation and legislation related to the education of LEP

children and establishes a strong case for bilingual

education as a sound instructs Anal method for educaing LEP

students. Studies cited indicate that bilinguals are

better able to deal with abstract aspects cf language, ha.e

greater cognitive flexibility, and may have greater

linguistic sensitivity. Albert and Obler (1978) state that,

rather than being cognitively or academically impairea,

chidlren learning two languages may have skills superior to

those of monolinguals.

Krashen (1982) also examine- alternatives for educating

limited English proficient students. Contrary to popular

belief. increased exposure to English does not improve or

hasten second language acquisition. Consequently,

submersion or "sink or swim" programs in which children are

simply placed in the same classroom with native English

speakers and the regular curriculum is followed will not be

successful. Adding English as a Second Language

instruction to the submersion program will help but the most

effective program .is one in which subject matter is taught

in the native language and a source of comprehensible

English input is provided. Cummins (1982) suggests that

bilingual instruction is more effective than English only

- 19

313



instruction in promoting English academic skills and that

native language skills can be developed without negative

repercussions for the learning of English. As a matter of

fact, the child's proficiency in his/her native language

determines the level of success in learning English.

Children who are proficient in their native language will be

more successful in learning English than will students who

lack proficiency in the primary language.

A common misconception is that handic.Ipped children who

have limited Englith proficiency, or who are bilingual,

should be taught in English. Educators reason that that if

exceptional children have difficulty developing language

skills, they will require more time than others to master a

language and will be confused by bilingual instruction. It

is thought to be in the best interest of students to provide

instruction in one language and the choice is usually

English. the language of the larger society (Ortiz, in

press). Yet for many children, such reasoning ignores a

critical variable: the learner's ability to understand what

is presented is the basis for most learning (Macauley,

1980).

There is little empirical evidence on the of of

native language instruction or bilingual instruction with

handicapped LEP students. For the most part, support for

this approach is found in reports of federally fundea

programs serving linguistically different students with

- 20 -
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special education needs. The exact nature of linguistic

interventions are rarely specified. Several studies

document student improvement or gains in achievement as a

result of native language, English as a Second Language, or

bilingual education strategies with handicapped LEP

students:

1. Askins (1978) found that students involved in the

Responsive Environment Early Education Program (REEEP) made

significant gains in language development in English and in

Spanish and in school readiness. Sixty percent of the

students scored better than estimated/expected on a test of

English; forty percent scored better than estimated/expected

on a test of Spanish.

2. In a study of intellectually and physically

handicapped children, Sanua (1976) found that 78% of the

subjects showed progress in reading and 74% showed gains in

self-concept when instruction was conducted bilingually.

Baca (1974) found that informal and structured

bilingual interventions resulted in improvement of attitudes

and achievement among 15 mildly handicapped students.

4. Weiss (1980) found dramatic language related

learning improvement among 3-5 year old handicapped childen

participating in the INreal REactive Language (INREAL)

program. Longitudinal data showed that students who had

participated in the project had less need for followup

remedial services and fewer grade retentions.

- 21
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la McConnell (1981) describes the use of

Individualized Bilingual Instruction (IBI). Academic areas

and oral language were taught in English and in Spanish.

Gains for both high and low ability children were

educationally and statistically significant.

6. Observations, interviews with participating

teachers, and data from a survey questionnaire (Muller,

1975) indicated that, by using a bilingual approach,

bilingual mentally retarded students were able to improve

communication skills, develop better teacher/student

rapport, and through individualization were able to improve

study skills.

Although there are many questions regarding bilingual

development to be resolved by future research, it seems that

bilingual proficiency is not beyond the capabiity of

handicapped children. A policy of single language

instruction may ignore linguistic skills which are important

to the child and to his/her community (Greenlee, 1981).

Research is needed to provide a framework for choosing

the language of instruction for handicapped LEP students.

Johnson and Krug (1980) suggest that adequate instruments

and models have yet to be developed to capture the complex

relationship between first and second language acquisition

or to describe the relationship between variables such as

attitudes and motivations of second language leaners to

attained language proficiency. The task of sorting out
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these relationships becomes even more complex with the

addition of the variable of handicapping condition.

Nonetheless careful consideration must be given to factors

which might influence the child's performance and affect

language choice, including (a) parent choice or preference;

(b)student choice or preference; (c) student age; (d) length

of time in this country; (e) type and severity of

handicapping condition; (f) language aptitude; (g) general

intellectual abilities; (h) motivation; (i) attitudes toward

speakers of English and toward instruction in English or the

other language; (j) time allocated to language teaching and

to instructional tasks; (1) performance or progress as a

result of instruction in a given language; and (m)

availability of bilingual personnel.

Because of the multiplicity of variables which must

be consiLiered in choosing the language of instruction, a

signficant contribution to the field would be the

development of a framework for weighting these variables in

decision-making. Secada (in press) offers a framework for

choosing the language of instruction for hearing impaired

Hispanics which includes the major options available for

limited English proficient students (use of English or the

native language 'only; use of two languages, the native

language and ESL; exclusive use of the native langage) and

the major program options for the hearing impaired

(exclusive use of oral English; a mixture of oral and manual
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communication; exclusive use of the manual mode). By

increasing program options, students might, for example,

receive content instruction in the native language, English

as a second language training to enhance transfer of oral

skills from the native language to English, as well as

training in total communication to facilitate mainstreaming.

Secada cautions that programs that develop English oral or

sign skills to the exclusion of students' home language

risk confusing and alienating them from their community. He

also states that his framework is a first attempt to address

the question, "Under what conditions should what language be

used in educating a specific kind of hearing impaired

student from a specific kind of non-English speaking home?"

(p.15). The same question must be asked for all categories

of handicapping conditions.

Educational Implications of Hemispheric Research

2t.'Hies of cerebral organization for language suggest

that language is organized in the brain of bilingual

individuals in a manner that is different from that of

monolinguals. Research with monolingual subjects has

indicated that the left hemisphere is dominant for language

in most individuals; studies of bilinguals suggest that the

right hemisphere plays a major role in the learning of a

second language (Albert & Obler, 1978). Early emphasis on



one hemisphere can possibly lead to permanent cognitive

deficits.

Rubenzer (1980) suggests that, instead of focusing

on improving curricula, emphasis should be given to

increasing students receptivity (meta-skills) to learning

experiences and materials. In the classroom, balanced

approaches to teaching should be utilized, teaching toward

both the left and the right hemispheres. While the brain is

"bifunctional", the most productive and creative

intellectual functioning is theorized to occur when there is

cooperation between hemispheres. Educational experiences

specifically designed to enhance right brain processing also

improve performance on left hemisphere tasks. Shifts in the

quality and focus of attention can be consciously elicited

and the most advantageous cognitive and affective modes can

be consciously attained apropo to the stage of problem

solving at hand. Patterns found to best facilitate problem

solving can then be practiced.

Coordination Between Bilingual and Special Education

There are many similarities between the procedures used

by bilingual education and by special education in designing

educational programs for eligible students. Despite this

there is little evidence of interface and interaction

between these complementary disciplines. Given the

complexity of the task of educating handicapped LEP
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students, there are several areas in which coordination

could improve service delivery for this population (Ortiz,

1983).

Qecision- making_ committees. Providing appropriate

services for LEP students requires (a) prevention of

inaccurate classification of students as handicapped and

(b) for those students who are indeed handicapped, provision

of educational interventions which are appropriate given

language, culture, socioeconomic status, and other

background characteristics. Special education committees

should include individuals who are able to distinguish

lingusitic, cultural, and other student differences from

handicappping conditions or should have access to someone

with such expertise.

It may be more helpful, as well as cost-effective, to

combine special education and bilingual education committees

which make identification, placement, or service delivery

decisions related to LEP students. In the referral process,

for example, data collected by special language program

personnel (e.g., teacher observations, grades, achievment

test results, etc.) a'-e very similar to that collected by

special education personnel. For LEP students being

considered for special education placement, joint meetings

would assure the presence of a bilingual eductor or ESL

specilist who could assist in interpretation of data and who

could compare student performance in both the native
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language and English. Such interpretation is critical in

that the team must document that the handicapping condition

exists in the native language and not just in English.

Additionally, tilingual personnel could be of great

assistance in facilitating parental involvement in committee

deliberations and decisions about their child's program.

Assessment., Because of the critical shortage of

bilingual psychologists and diagnosticians, assessment of

LEP students continues to be a major obstacle to appropriate

identification and placement of handicapped bilingual

students. Until such personnel are available, it will be

important to solicit assistance from bilingual educators in

order to provide native language assessments and to increase

the likelihood of accurate diagnoses. Bilingual educators,

appropriately trained, for example, could be effective

interpreters in testing situations. Problems inherent in

using interpreters, of course, must be recognized and

specifically communicated to recipients of assessment data.

Bilingual educators can also provide comprehensive

assessments of learning competencies observed or assessed

informally both in English and in the native language. It

is this type of da4a that is critical to the development of

individual education plans.
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Individual Edugation Plans for 1.EP Students

Adelman (1970) suggests a two step process for

educating students experiencing achievement problems. The

first step is to personalize the instructional environment

so compatibility between student characteristics and

teaching/learning styles is attained. The second step

requires that instruction be carefully sequenced in such a

way that the student is ready to learn content or concepts

presented.

Personalizing Instruction. In Figure 1, Lerman and

Cortez (1978) provide a comprehensive model for discovering

and meeting the needs of handicapped children from dual

language backgrounds. While this model is specific to the

hearing impaired, the variables consichered are generally

applicable to all categories of handicapping condition and

provide an excellent framework for personalizing

instruction.

Insert Figure 1 About Here.

Lerman and Cortez (1978) provide a detailed discussion

of important areas to consider in assuring that educational

programs are appropriate for the a child, not only in terms

of his/her handicapping condition but also in terms of

language, cultural, and other background variables. These

areas include the following:
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I. Language status of the child

A. Language used by the child

B. Child's mode of communication in language(s)

used.

C. Competence in languages(.) and modes

II. Social-emotional status of the child (e.g., social

interaction, success, school adjustment)

III. Culture

A. Background and family (e.g., identification

with national origin, status in country of

origin)

B. Factors affecting parents' functioning with the

child (e.g., roles, discipline)

IV. Home Language Environment

A. Patterns of communication in the family

(e.g., competence, language used with child,

amount of communication, attitudes toward

learning English)

B. Avenues of communication in the home

C. Patterns of residence (e.g., travel between

U.S. and native country)

D. Language of materials in the home,

V. Home Environment

A. Description of family members (e.g., general

characteristics, major caregivers, parent's

education, place of birth or childhood)
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B. Patterns of residence

C. Economic factors

D. Neighborhood

E. The family and institutions (e.g., contacts.

use)

VI. School Environment

A. Patterns of School Enrollment (e.g., number of

years in school, where, attendance)

B. School's accomodatior of bilingual or LEP

children and families (e.g., percentage of

in the school, number inf biligual personnel,

school language programs)

C. Teacher's relationship with the child

VII. Handicapping condition

A. General consideration (e.g., etiology, age of

onset)

T.4. Role of parents (e.g., initial reactions,

present attitudes)

Adelman (1970) suggests that children experiencing

failure should be provided an instructione program in which

curriculum, strategies, material, and so forth, are selected

to match the student's learning style. The greater the

teacher's skill in personalizing instruction, the fewer

number of children likely to exhibit problems which require

extensive adaptation, referral or programming by the school.
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Sequencing Instruction. Adelman suggests that

instruction be sequenced as follows:

1. If the child fails to learn concepts, skills, or

subjects presented, these should be retaught using

significantly different strategies. For example, if reading

is taught using a phonics approach and the child does not

learn via this method, other approaches (e.g., sight word,

linguistic, language experience, etc.) should be tried. The

child's problems may be the result of incompatibility

between teaching and learning style.

2. If the instructional strategies are changed, but

the child is still experiencing difficulty, the focus of

attention should shift to teacning skills prerequisite to

the attainment of instructional goals. The learning process

will he frustrated unless tasks have been analyzed in terms

of demands on the child for performance and skills necessary

for successful task completion.

3. If personalizing the environment, reteaching

subjects or concepts, or providing prerequisite skills do

not improve performance, then it is likely that the child is

handicapped. The teacher at this point moves to the third

level of instructional focus, remediation of interfering or

underlying deficits which interfere with school learning.

The teacher should use a variety of approaches which

capitalize on the child's strengths and abilities.

Approaches used must be sinNificantly different from those
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which have already been demonstrated not to meet the child's

needs. Specialized procedures not available under ordinary

circumstances should be utilized (e.g.. multisensory

approaches, specialized or adaptive equipment, etc.).

Regardless of the methods or procedures selected, an

overriding concern is that they also be appropriate given

student characteristics (language, culture, socioeconomic

status, etc.)

Using Adelman's intervention model has specific

advantages for language minority students. There is

assurance that the -Invironment has been personalized making

it more likely that the child will not be inappropriately

referred to special eduation on the basis of learning

problems which could best be attributed to failure to

accomodate individual differences. The sequence of

instructicn assures that a variety of instructional

strategies and procedures are used to improve performance

before a referral to special education is made. If a

referral is made, documentation of interventions,

strategies, and materials which have already been tried

provide valuable data, not only for assessment purposes, but

also for developement of an individual education plan if the

child eligible for special education services.

As can be seen from the preceding sections, special

education programs must not only meet the child's special

education needs, but must also be appropriate In terms of
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students' linguistic, cultural, socioeconomic status and

other background characteristics. In addition to

specification of speical education and related servies

required by the handicapped student, Individual Education

Plans (IEPs) developed for bilignual exceptional children

must also include the following (Dew, 1982):

1. Documentation that the assessment data being

utilized for educational planning purposes verifies that the

child's problems are not directly attributable to a

different language, culture, lifestyle, or experiential

background;

2. A comprehensive language development plan to

increase communicative competence in both English and the

native language;

3. A language use plan designating what subject areas

or skills will be taught in which languages, and specifying

the language of instructivn for each objective in the plan.

4. Recommendations for instructional strategies,

techniques, and materials which re linguistically relevant,

and appropriate to the handicapping condition; and

5. Appropriate reinforcers and motivators.

Inclusion of these components in the IEP is important to

development of educational programs which are a; ropriate,

not only in terms of the handicapping condition, but also in

terms of student characteristics.
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For effective implementatin of the IEP, it is likely

that coordination between bilingual education and special

education will be required. For example, special educators

can provide training or assist in adapting or modifying

aspects of bilingual education or ESL curricula such that

the handicapped child can be successfully integrated into

these programs. Conversely, bilingual educators can assist

special education personnel in adapting curricula,

instruction, and materials in terms of the child's language.

culture, and other unique attributes.

Placement Alternatives

Handicapped bilingual children should have access to

the same types of placement options as are provided

handicapped monolingual English speakers. This right is

frequently ignored when placement decisions are made for LEP

students because of the common misconception that, if they

are handicapped, these students should be removed from a

bilingual instructional setting and placed in a totally

English language curriculum. Such reasoning ignores that

native language proficiency will determine level of success

in acquiring English skills (Cummins, 1981). Placement in

special language . programs should be continued, if

appropriate, and teachers should be provided assistance in

adapting classroom programs to meet the child's special

education needs. Figure 2 suggests the range of possible



placement alternatives for a handicapped student who also

requires a special language program.

Insert Elfaure_2 Atsaut Mere

While bilingual education placements are used as

examples of mainstreaming options, programs such as English

as a second language and regular classroom placements could

also be considered. The important variable is that

placements chosen are those which will help students

develop to their greatest potential and which will be

consistent with special education needs, as well as relevant

in terms of language, culture, and other unique attributes.

Service Delivery Models

A major problem in determining appropriate educational

placements for handicapped bilingual students is the

shortage of special education personnel who are bilingual

and who have specialized training related to serving

exceptional limited English proficient or bilingual

students. The majority of LEP or bilingual students arp

served by native English speakers who use the same

instructional strategies and procedures as are used with

monolingual English speaking students. Consequently,

educational prescriptions fail to yield results. They do

'PC

329



not accomodate student differences across varieaes such as

language and culture.

School districts have begun to explore alternative

service delivery models for bilingual students. Figure 3

describes three models which allow the integration of

specialized curriculum in the first or second language and

mainstreaming to either a bilingual education or a regular

education program (Ambert & Dew, 1982).

Insert Figure] About Here

Bilingual support model. Bilingual paraprofessionals

are teamed with monolingual English speaking special

educators and assist with the implementation of objectives

specified in the IEP. The special education teacher

provides English as a Second Language instruction in basic

skills areas in English. Caution is exercised to assure

that the linguistic requirements of academic tasks are

consistent with the child's English language development.

Instruction in subjects such as math are based on concrete

experiences and build language and cognitive development

together. The teacher assistant provides native language

instruction in areas specified in the IEP as requiring

native language instructioon.

The bilingual support model has the obvious advantage

that the child has access to someone who speaks his/her
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language. If bilingual paraprofessionals are receive

training specific to the responsibilities and tasks they

are asked to perform, they become invaluable resources for

the monolingual teacher. Without such training, children

may essentially be uenied appropriate educational

opportunities.

Coordinated Services Modgl. Under this model,

handicapped LEP students are served by a team consisting of

a monolingual English speaking special education teacher and

a bilingual educator. The special educator provides ESL

instruction and is responsible for implementing IEP

objectives to be accomplished in English. The bilingual

education teacher provides sequenced instruction in the

basic skills areas (oral language, math, reading, spelling,

writing, etc.) in the native language and is responsible for

services designated in the IEP which are to be provided in

the native language.

The benefit of this model is that handicapped children

have access to personnel trained in the complementary

disciplines of bilingual education and special education.

These teachers meet together to review student progress and

revise instructional programs accordingly. Another

advantage is that bilingual educators may be able to

facilitate parental involvement in decisions affecting their

child's education.
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The coordinated services model may not be

cost-effective. Two teachers are required to serve

handicapped LEP students in special education classrooms.

Unless a district has large numbers of children requiring

special education services in a language other than English,

this model is not likely to be used.

Int2grat2g Eilingmal _222g1.21__ggucatign Mgd21. This

model is utilized when a district has teachers who are

trained in both bilingual education and special education.

These dually certified teachers provide special education

instruction in the native language, provide English as a

second language training, and assist in the transition into

English language instruction as the child develops adequate

proficiency. Instruction is adapted to meet the specific

needs associated with the nature and severity of the

handicapping condition. This model, while it may be

cost-effective, is seldom used because of the lack of

teachers with training in both fields.

Bilingual Special Education Model. Ortiz and Yates

(1983) suggest a fourth model based on the premise that

teachers who serve handicapped LEP students require more

than training in bilingual education and special education.

Rather, there is a unique body of knowledge supportive of,

and unique to bilingual special education. To illustrate

this concept, a teacher who is knowledgeable about

programming for mentally retarded students, and who has
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been trained in bilingual education, may not be able to

bring together these knowledge bases to develop an

appropriate educational program for the mentally retarded

LEP student. Bilingual special education teachers are those

who have been exposed to, and have developed competencies

specific to serving exceptional bilingual students.

Suggested competencies are provided in an article by Ortiz

and Yates (1982). There are few such personnel available

because bilingual special education training programs are

virtually nonexistent and because there is little research

available specific to LEP handicapped children. The unique

aspects of bilingual special education are yet to be

identified.

Personnel Training_Needs

Given the shortage of bilingual education and special

education personnel, and the limited number of institutions

of higher education engaged in training of bilingual special

educators, serving handicapped students requires using

interdisciplinary teams for service delivery. Each member

of the team can contribute his/her unique expert-Ise,

experience, and training. In this way, coordination and

interface among bilingual education, special education,

regular education, and related programs can be achieved.

Educators participating in coordinated efforts must be

provided opportunities to develop increased awareness and



skills to ensure that LEP children are afforded
appropriateeducational programs and services.

Categories ofinstructional personnel who should be targeted for traininginclude the following (Ortiz, 1982):

Bilingual Education Teacherl. These teachers areserving (a) children who are handicapped but have not beenreferred because of the lack of bilingual special educationteachers or because bilingual educators lack skills toidentify children who should be referred to specialeducation and (b) children who are handicapped and who havebeen mainstreamed into their classes.
Bilingual educatorsfrequently lack training to help exceptional childrenachieve their

potential in thle context' of the regularclassroom.

Special Education Teachers who are Bilingual. Oneshould not assume that if a teacher is bilingual and hasspecial education training, s/he can serve exceptional LEPchildren effectively. Training in areas such as how toprovide native language instruction and how to adapt suchinstruction to meet children's special education needs canincrease the
effectiveness of services provided by theseteachers.

Monolingual Special Education Teachers. As indicatedpreviously, the reality is that the majority of exceptionalbilingual children are served by monolingual Englishspeaking special education personnel.
Effectiveness of
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services is increased when teachers are provided training

relative to factors which influence the performance of LEP

students and on how to provide instruction in English which

is comprehensible and relevant given the language, culture,

and other attributes of this population. Training in

English as a Second Language techniques and methods would be

important for these personnel.

Regular Classroom Teachers. Overrepresentation of LEP

students in language-related categories (Ortiz & Yates,

1983; Garcia, 1983; Maldonado, 1983) suggests that teachers

are unable to distinguish linguistic/cultural differences

from handicappping conditions. Training of regular

educators may result in more appropriate referrals to

special education and in the provision of more appropriate

education programs in mainstream settings. Of particular

concern is that regular classroom teachers continue to

provide language support for students who are exited from

special language programs to assure they have adequate

English proficiency to perform academic tasks successfully

(Cummins, 1981; Ortiz, in press).

Paragrofessionals. There is a need to train

paraprofessionals who, in many instances, will have primary

responsibility for instructing the handicapped LEP child.

Unless these personnel receive training specific to the

responsibilities and tasks they are required to perform,

handicapped LEP children may essentially be denied
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educational opportunities. Content for training of

paraprofessionals would include competencies associated with

general education procedures, competencies to provide

instruction native language and English as a second language

instruction, and skills to adapt instruction to the needs

of the handicapped learner.

AgEessment Personnel. There is a lack of assessment

personnel who can test the child in his/her native language

and interpret performance in light of the student's

background characteristics. Consequently, children may be

inaccurately diagnosed as handicapped because appraisal

personnel are not able to distinguish differences from

deficiencies. Training associated with the effects of

language, culture, etc. on performance, as well as on best

practices in assessment of stucents from dual language

backgrounds is critical to prevent the inappropriate

placement of LEP students in special education.

Administrators. As indcated earlier, coordination

between bilingual education and special language programs is

critical to serving bilingual exceptional students. This

coordination would not, for many schools, require

reorganization of programs and serices, but rather

establishment of a mechanism for assuring coordination of

effort. It is the responsibility of administrators,

including principals and supervisors, to insure that

necessary services are provided, that adequate resources are
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allocated, and that instructional interventions recommended

are implemented. Assisting administators with program

management strategies would be beneficial to achieving

bilingual education-special education interfaces.

It is important for all personnel involved in

identification, placement, or F4brvice delivery for LEP

populations to receive training to assure that educational

opportunities provided these students are appropriate given

their backgrounds as well as handicapping condition(s).

This would include personnel in related services areas such

as counseling, physical and occurpational therapy, adaptive

physical education, etc. Training should also be provided

for parents to assure that they are of informed

participants in decision-making processes related to their

children's education.

Curriculum and Instruction Research Questions

There is a need for longitudinal studies of handicapped

LEP and bilingual students v.nich would examine

achievement/performance differences when (a) different

interventions are utilized; (b) different language

interventions are provided; (c) when alternative service

delivery models are used; and (d) when service categories

are provided for various handicappping conditions. The

following are questions for which there is a need to provide
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a research base specific to the education of exceptional LEP

students.

Language Interventigns

1. What are the long term effects on achievement when

instruction is provided in the native language, bilingually,

or in English only?

4- What criteria should be used to determine the

language of instruction?

3. How does one interpret informal assessment of

language (e.g., spontaneous language samples, cloze

testing, tests of dictation, etc.) and how can this data be

utilize() in choosing the language of instruction or

prescribing interventions?

4. How can cognitive academic proficiency be assessed?

What is tne relationshi;_ between basic interpersonal

communication skills and academic language proficiency?

J. What interventions yield the best results in

development of both basic interpersonal communication skills

and academic language proficiency fo,- handicapped bilingual

children?

6. What language criteria should be utilized to place

students into bilingual special educeti-Ln programs?

7. What criteria should be utilized to exit students

from bilingual special education programs?
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8. What are the differences, if any in language

development programs provided handicapped LEP children and

those provided children normally acquiring English as a

second language?

9. Do bilingual, English as a Second Language, and

English monolingual special education programs yield

different effectiveness levels with different categories of

handicappping conditions? For example, are mentally

retarded children who speak a language other than English,

or who are more proficient in their native language, most

effectively taught in English, their native language, or

bilingually? What are the long term consequences,

cognitively, educationally, and pragmatically, of these

interventions?

Educational Interventions

10. What psychological, educational, health-related,

and demographic_ variables best predict outcomes for

different LEP handicapped children who are mainstreamed into

bilingual, ESL, English monolingual classes, or special

education programs (e.g. self-contained, resource settings,

etc.) ?

11. What are the characteristics of the actual

curricula beig implemented in bilingual special education

classrooms?
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12. What specific information could be included

inlindividual education plans to facilitate provision of

services appropriate both in terms of the handicapping

condition and specific student characteristics?

13. What well-documented guidelines can be given to

practitioners regarding essential features of intervention

programs?

14. Is there a need for new curriculum and

instructional methods?

15. How can materials be adapted to meet the needs of

diverse populations (linguistically, culturally,

handicapping condition, etc.) in the same setting?

16. What are the characteristics of effective methods

utilized with handicapped LEP populations?

17. How can cultural differences be accomodated in

curriculum and materials to yield a relevant curriculum?

Teaching/Learning Styles

18. Are there differences in cognitive styles among

normal versus handicapped LEP students?

19. What are the influences of student demographic

characteristics on learning styles, including handicapping

condition?

20. What are the implications of research on

right/left brain processing for educational interventions

with exceptional bilingual students?

46 -

340



21. Do handicapped LEP children reflect differences in

cognitive styles across languages and subject or skill

areas?

22. How do student characteristics affect teacher-pupil

interactions? What are the interaction effects of

li.nguistic/cultural differences and handicapping conditions?

"PT,4. ,.. a What teaching styles and interaction patterns are

most effective with exceptional bilingual students?

Research questions posed are neither exhaustive nor

comprehensive. They serve merely to highlight the types of

research which must be conducted to develop knowledge bases

upon which specific educational programs, curricula,

methods, materials, etc. can be determined or developed.

Given tha, range of research needs, the first question which

should be answered is "What are the priorities?"

Summary

The literature does not seem to support the need for new

curricula and instructional methods for bilingual

exceptional students. However, this lack of support may

best be explained by the lack of empirical research on these

topics. It would. be premature to conclude that existing

curricula and materials can meet the needs of this

population. Until such research is available, research

conducted in related disciplines will continue to provide a



basis for educational programming decisions. As new

research findings are produced and dissmeninated, practices

should be modified or adapted as appropriate.

There is evidence that bilingual education and special

education can be pinked together in effective problem

solving formats. It is possible to describe instructional

arrangements being utilized for bilingual exceptional

students, but there is little empirical evidence available

to determine the most appropriate arrangement(s) for any

given handicapping condition or identified student

characteristics.

The literature does not favor either bilingual

education or special education as the most appropriate

placement for LEP handicapped students. The real issue,

however, appears to be whether handicapped students should

receive dual language instruction. Educators wonder whether

it may be more effective, when a LEP student is eligible

for special education, to remove that student from a

bilingual education placement and place him/her in a

classroom where instruction is provided solely in English.

Literature on second language acquistion would not support

this decision. There is growing evidence that handicapped

children, just as normal children, receive the most

appropriate education when they are provided instruction in

the native language, participate in a structured program

for learning English, if appropriate, and when instruction
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is consonant with both the handicapping condition(s) and

student background characteristics.

There is a need to develop instructional materials and

curriucula and to make them available to educators who serve

exceptional LEP students. This is not an awesome task in

that much groundwork has already been done in identifying

existing materials which may be appropriate to this

population or which could be adapted to meet specific

student needs or characteristics (Dew, 1981; Deignan & Ryan,

1979). It would not be accurate, then. to say that there

are no materials on the market. Information about resources

which do exist has not been disseminated widely.

It is questionable whether it is possible to leave

responsibility for adapting or modifying curricula or

materiels to existing school personnel. There is a general

lack of understanding of linguistically and culturally

different populations, even in settings where minorities

comprise the majority student body. Lack of information

mitigates against possibilities that teachers and others

would be able to, on an on-going basis, adapt instructional

materials and strategies to make them relevant in terms of

student characteristics, as well as appropriate to

handicapping conditions.

An obvious answer, of course, is to train staff.

However, as indicated previously, few institutions of higher

education or related agencies currently address the needs of
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bilingual special education populations in the context of

teacher preparation programs. Institutions which providing

a bilingual special education training sequence do not have

the capability of meeting existing needs for bilingual

special educators. Further, it is unlikely that adequate

resources could be allocated to providing inservice training

to currently employed personnel. For example, in Texas

alone, there are 1100 independent school districts which

might require services. Given the increasing numbers of

bilingual students, it becomes imperative that instructional

materials and curricula be available for limited English
va

proficient populations. This is the responsibility of

scholars, state, local, and federal education agencies, as

well as commercial publishers.
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cognitive style. Because students experience problems when there
is a lack of compatibility between teaching and learning style,
the authors suggest that curriculum development relate more
directly to the adaptive styles of exceptional culturally diverse
learners.

Baca, L. Policy options for insuring the delivery of an
appropriate education to handicapped children who are of limited
English proficiency. Reston, VA: Council for Exceptional
Children, December, 1980.

Baca provides a historical overview of litigation and legislation
affecting educational opportunities for limited English
proficient children and highlights litigation related specifically
to services for LEP handicapped children. He concludes that there
are legal precedents for providing bilingual instruction for LEP
handicapped children. Models being used to provide services to
exceptional LEP children are identified. Baca reviews current
mandates for service delivery to LEP children, provides policy
options related to service delivery and discusses both positive
and negative effects of policy implementation.

Bryen D. N. Special education and the linguistically different
child. Exceptional Children, 1974, 40, 589-599.

Problems associated with the use of traditional assessment
procedures fir educational placement of linguistically different
children are discussed in the context of disproportionate
representation of this population in special education programs.
Implications for assessment and education are given from the
perspective of whether language characteristics are considered
deficiencies versus differences. Whether one chooses to accept
dialect differences, eradicate them, or accept them in situational
contexts, the author contends that to validly measure basic
learning abilities of children, language must not be a barrier to
performance.
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Chan, K. & Rueda, R. Poverty and culture in education: Separate
but equal. gxct2 iongl Chil4Egn, 1979, a5.1. 422-428.

Poverty and cultural background are separate and distinct factors
that equally affect educational adjustment and success and which
may require separate attention in research and intervention.
Poverty warrants economic, medical, and environmental intervention
in order to overcome problems associated with restricted
opportunities. Cultural conflicts require a critical
reexamination of the assumptions and prerequisites of the "hidden"
currriculum. Problems in the education of minority children can
be conceptualized as a product of the conflict between a child's
development in one setting and the prerequisites of schooling.

Chinn, P. The exceptional minority child: Issues and some
answers. Exceptional. Children, 1979a, 45, 532-536.

The relationship of cultural diversity to exceptionality is
explored. The Author focuses on two major instructional concerns
related to the exceptional minority child: self concept and
motivation. When a teacher values the culture of a child, and
when a trust relationship is established, the child's chances for
success are improved. Chinn concludes that enlightenment in
cultural diversity and a careful study of the idiosyncracies of
each ethnic group, coupled with sound special education
techniques, provide a basic foundation for meeting the needs of
minority children.

Chinn, P. Curriculum development for culturally different
exceptional children. Teacher Education and Saecial Education,
Summer 1979, 2(4), 49-58.

Chinn provides a brief description of learning styles and
background characteristics which should be considered in the
development of curricula or curricular approaches for culturally
diverse children. Strategies which can be used with this
population are described including those recommended for gifted
and talented students and for retarded children. if school
achievement of culturally diverse exceptional children is to
improve, instructional approaches must be tailored to individual
learning styles.
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Cummins, J. The role of primary language development in promoting
educational success for language minority students. In 2=21102
And_lansamtm_minecitY atudgetaL _8_t&racttiaal_fcamcmck, Los
Angeles: Bi' gual Education Evaluation, Dissemination, and
Assessment Center.

Cummins addresses the following topics: (1) the nature 'of
language proficiency and its relationship to academic and
cognitive development; (2) the origins of common misconceptions
about bilingual education; (3) a theoretical framework, for
understanding the nature of bilingual proficiency; (4) evaluations
of bilingual programs; (5) variables affecting language
development; and (6) bilingual proficiency as educational
enrichment. Also discussed are a rationale for bilingual
education, entry/exit criteria, and assessment consiUerations.
Cummins suggests that .one reason language mi.lerity students fail
to develop high levels of academic skills is that initial
instruction is in English and unrelated to their prior
out -of- school experiences. Bilingual educat'' programs reviewed
suggest that bilingual instruction is more e xctive than English
only instruction in promoting English academic skills and that the
first language can be promoted at no cost to English proficiency.

Dew, N. Specialized curriculum materials for exceptional
bilingual children. Arlington Heights, Illinois: Resource Center
for Exceptional Bilingual Children, 1981.

Materials appropriate for exceptional bilingual children are
presented in the areas of (1) oral language development; (2)
literacy development; (3) auditory and visual perception and
perceptual motor development; and (4) teacher reference materials.
Titles, publishers, recommended grade levels, and illustrations
are provided.

de Avila, E. Mainstreaming ethnically and linguistically
different children: An exercise in paradox or a new approach? In
Jones, R. (Ed.). Mainstreaming and the minority child. Reston,
VA: Council for Exceptional Children, 1976.

The author examines problems underlying traditionally used
assessment procedures including translation problems, cultural
contradictions, and the general utility of information produced by
tests. He describes an alternative to traditional testing and an
assessment approach based on Piagetian concepts. The Program
Assessment/Pupil Instruction diagnostic procedure developed by De
Avila and others is described. The PAPI offers data-oriented
instructional planning and provides evaluation information at the
funding, administrative, and district levels.

-
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DeLeon, J. Evaluating _And Adaptingmateriall for gse with
pilingual exceptionalphilgren. Paper presented at the meeting of
the Council for Exceptional Children, Detroit, Michigan, April
1983.

Suggestions are orovided for adapting existing instructional
materials for exceptional bilingual students. Guidelines and
checklists are provided for materials evaluation, adaptations for
differences in learning styles and language characteristics,
matching students with materials, structuring interventions,, and
selecting materials.

Diggs, R. Education across cultures. Ergeptional Children. 1974,
40, 578-583.

This article examines some of the basic tenents involved in
education across culture: motivation; cultural background and the
educational process; programs; instructional materials. Diggs
reviews recommendations for educational programming and emphasizes
the need for language development, consistent treatment
throughout school history, and teacher preparation progams with a
multicultural emphasis. Issues associated with serving
disadvantaged gifted populations are discussed. The author
suggests that a combined counseling and instructional approach is
effective in upgrading academic skills and helping students
develop self direction and control.

Feuerstein, R. Instrumental enrichment: An intervention program
for cognitive modifiability. Baltimore: University Park Press,
1980.

According to Feuerstein, children from economically, and
psychologically, impoverished homes function at low levels
because they have been denied mediated learning environments. The
Instrumental Enrichment Program is designed to mediate experiences
by making the individual more receptive to internal and external
stimuli. An objective of the program is to change the way a
person interacts with, acts on, or responds to sources of
information. In essence, FIE is a process for teaching students
how to learn.

Henderson, R. Social and emotional needs of culturally diverse
chidren. Exceptional Children,, May 1980, 46, 598-605.

Henderson discusses basic concepts associated with cultural
diversity and stereotypes. The possible consequences for
culturally diverse children who are unable to make a functional
adaptation to the school setting are described. Literature is
reviewed which establishes a general case that level of student
involvement in academic tasxs and the nature of teacher-student
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interactions are consistently related to achievement. Also
reviewed is literature associated with learned helplessness.There is a striking parallel between the characteristics oflearning disabled children and the learned helplessness pattern.
This parallel may result in inappropriate labeling of children
aslhandicapped.

Jaramillo, M. Cultural conflict curriculum and the exceptionalchild. Exceptignal Cbildcens. 1974, 40, 585-587.

Teachers must recognize that there will be cultural conflicts
between themselves and some of their students. They should try
to understand and use cultural differences to enrich the education
of all students. Jaramillo makes several suggestions for teachersto take advantage of the rich heritage children bring to theclassroom. A key point made is that children learn more quickly
when their culture is used to mediate instruction.

Kamp, S. & Chinn, P. A multiethnic curriculum for specialeducation students. Reston, VA: Council for Exceptional
Children, 1982.

The authors discuss the meanings of culture, ethnic groups,
multicultural education, and ethnic studies. The multiethnic
curriculum presented is aimed at helping students develop asense of appreciation for their own culture, as well as
appreciation for the heritage of others. Sample activities areprovided that integrate experiences and perspectives of American
Indians, Asian Americans, Black/Afro Americans, Mexican Americans,
and Puerto Ricans.

Krashen, S. Bilingual education and second language acquisition
theory. In Schooling and language minority_ student2: A
theoretical framework. Los Angeles: Bilingual Education
Evaluation, Dissemination. and Assessment Center, 1982.

The process of second language acquisition is reviewed to help
resolve central issues in bilingual education. Types of
bilingual education and special language programs are described.
Krashen concludes that bilingual programs in which subject matteris taught in the native language and a source of comprehensible
input is provided in the second language are the most effective
for limited English proficient students.
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Lerman, A. & Cortez, E. Dilag.veriDiLA04-8t2ting the needs of
Uisunic hearing imggiceg ghil4cgo,_ ERIC it ED 155-292, 1978.

Lerman and Cortez provide a detailed discussion of variables to
consider in assuring that educational programs are appropriate for
a student, not only in terms of his/her handicapping condition,
but also in terms of linguistic, cultural, and other background
characteristics. The areas discussed include: (1) language
status of the child; (2) social-emotional status; (3) culture; (4)
home language environment; (5) home environment; (6) scllool
environment; and (7) handicapping conditions. While the authors
present a model to facilitate instructional planning for hearing
impaired Hispanics the model is generally applicable to other
categories of handicapping conditions.

Ortiz, A. Choosing the language of instruction for exceptional
bilingual children. Teaghing Exceptional children, in press.

A continuum of language diversity among minorities is presented
and a framework for choosing the language of instruction for
limited English proficient and bilingual students is provided.
The author stresses the need to provide language development
programs in both the first and the second language. Also
emphasized is the importance of providing native language
instruction for LEP handicapped students.

Ortiz. A. Development and implementation of 1EPs for exceptional
bilingual children. In Nazarro, J. (Ed.). Culturally diverse
exceptional children in school. Reston, VA: Council for
Exceptional Children, 1981.

The author highlights resources required for developing individual
education plans for bilingual and limited English proficient
students. It is recommended that environments in which the child
is expected to perform be analyzed, particularly to determine
whether student characteristics, teacher expectations,
andlteacher-pupil interactions are negatively affecting student
performance. Also discussed is the need to assure that bilingual
children have access to a continuum of placement alternatives. To
appropriately serve handicapped LEP students, special education
services appropriate in terms of language or other student
characteristics are required, as is support for bilingual
educators into whose classes many of these children are
mainstreamed.
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Plata, M. Preparing teachers for the Mexican American
handicapped: The challenge and the charge. Teagter Education aa
SQecial Educatigna. Summer 1979, 2(4), 21-26.

This article focuses on issues in the preparation of teachers who
will serve handicapped Mexican Americans. Plata stresses that the
effective teacher must learn as much as possible about the culture
of the Mexican American, accept cultural differences as realistic
and valid, and ultimately create a learning environment and
curriculum relevant to the student and consistent ,with
expectations and desires of parents, community, and public policy.
He also suggests that teachrs must (1) learn English as a Second
Language techniques in order to teach limited English proficient
students; (2) individualize isntruction in two languages; (3)
develop materials in the native language and English; and (4)
incorporate cultural considerations in instruction. Students
should be allowed to maintain their native language while learning
ESL.

Plata, M. & Santos, S. Bilingual special education: A challenge
for the future. Teaching Exceptional Children, 141 97-100.

Exceptional bilingual students require specialized curriculum and
methodologies which are relevant both in terms of the handicapping
condition and linguistic or cultural characteristics. The
authors recommend that local education agencies integrate
bilingual education teaching concerts into special education
programming. Bilingual special education should be viewed as a
strategy which incorporates theories, methods, and materials from
both the bilingual and the special education disciplines. A list
of resources is provided.

Rodriguez, R., Cole, J., Stile, S. & Gallegos, R. Bilingualism
and biculturalism for the special education classroom. Teacher
Education and SRecial Education, Summer, 1979, 2(4), 69-74.

A plan of action to assist special educators in their interactions
with children and parents whose primarly language is Spanish is
outlined. Research on the effectiveness of bilingual/bicultural
approaches which would support the use of such an approach in
special education is sited. Also outlined are Hispanic cultural
competencies for special educators. The authors conclude that a
growing body of literature demonstrates that Hispanic learning
disabled chidlren fare better in environments in which their
culture and language is incorporated into the curriculum.



Rubenzer, R. The role of the right hemisphere in learning and
creativity: Implications for enhancing problem solving ability.
the Qiftcd hi d PUACISrLY, Spring 1979, 2Z(1), 78-100.

A review of literature associated with right hemisphere processes
and psychophysiological models of the functional organization of
the brain are presented. The major roles of the right hemisphere
processing models in language, learning, perception, creativity.
and affect are discussed. Aiso discussed are varying modes of
cognitive and affective functioning correlated with EEG patterns.
A systematic approach to facilitate problem solving skills is
outlined. It is hypothesized that appropriate shifts in the
quality and focus of attention can be consciously elicited through
mastery of relaxation and other techniques. It would thus be
possible to bring about cognitive and affective modes apropo to
the stage of problem solving at hand.

Silvernail, D. Teaching styles as related to student achievement.
Washington, D.C.: National Education Association, 1979.

A summary of research findings related to teaching styles,
strategies, and activities which are more effective than others in
helping students increase academic achievement is provided.
Research is reviewed which addresses: (1) the relationship
between teacher behaviors and styles and student learning or
attitude; (2) globally defined teaching styles; (3) feedback; (4)
questioning activities: (5) structuring activities; (6) clarity;
(7) task-oriented teaching style; (8) enthusiasm; (9) reward
structure; (10) classroom climate.

Secada, W. The language of instruction for hearing impaired
students from non-English speaking homes: A framework for
considering alternatives. In G. Delgado (Ed.) , The Hisganic
Deaf-Issues and Challenges. Washington, D.C.: Gallaudet College
Press, (forthcoming) .

Secada addresses the issue of choosing the language of instruction
for hearing impaired students from non-English speaking homes. A
decision framework is presented which includes language options
for limited English proficient students and those available for
the hearing impaired. Considerations in choosing specific options
to accomodate both the handicapping condition and language
characteristics are discussed. The author stresses that programs
that attempt to develop English oral skills or sign skills to the
exclusion of the student's home language risk confusing students
and alienating them from their community.
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Tikunoff, W. The Significant Bilingual instcuctional Feature
descrigtiye studyl Progress and issues frgn Part I. Paper
Presented at the meeting of the American Eductional Research
Association, New York, March 1982.

Tikunoff presents preliminary findings of the SBIF study. Data
collected suggests that bilingual education teachers emphasize
basic skills, monitor student progress, communicate instructional
demands, and engage students in task completion. Effective
bilingual education teachers also mediate instruction using, both
the native and the English language and respond to and use
cultural clues in teaching. Approximately 3/4 of the time
allocated to basic skill instruction was deemed to be academic
learning time (ALT), time students spend in a particular content
area engaged in learning tasks with a high degree of accuracy.
Tikunoff concludes that teaching behaviors of bilingual educators
compare favorably with those behaviors documented in literature
on effective instruction.
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