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FOREWORD

This committee print is published with the purpose

of making important and timely information available

for our full committee deliberations on the topic of

bilingual education. These papers were solicited by

one of my full Committee majority staff members based

on certain criteria and these papers were contributed

pro bono publico by the authors.

This report was not officially adopted by the Com-

mittee on Education and Labor or by its Subcommittees

and therefore may not necessarily reflect the views

of the members thereof.

It is my intent that the ideas presented here

stimulate informed debate regarding improvement of

programs for this nation's growing numbers of

limited-English-proficient children. Approximately

twenty years ago I was one of the original sponsors

of legislation which sought to improve equal

educational opportunities for this group of children.

Today, I join with these authors in sustaining that

commitment.

I commend this report to my fellow Members of

Congress and to the public and urge all of us to take

action on the issues raised in this report.

AUGUSTUS F. HAWKINS,
Chairman, Committee on

Education and Labor.
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DMPROVING CONDITIONS FOR SUCCESS
IN BILINGUAL EDUCATION PROGRAMS

Rudolph C. Troike
University of Illinois at Urbana-Champaign

Ever since the 1977 national evaluation of Title VII-funded bilingual

education programs (Danoff 1978) demonstrated that the majority of these

programs were having little or no significant effect on student achievement,

opponents of bilingual education have tended to fixate on the negative aspects

of such evaluations while proponents have either cavalierly ignored the

findings or have argued that alternative criteria for success should be

considered. To be sure, the 1977 evaluation was severely criticized for its

flawed methodology, and a more recent review of research by Balmer and de

Kanter (1981), which came to negative conclusions regarding the effectiveness

of bilingual programs, has been thoroughly refuted by the painstaking

reanalysis of the data by Willig (1985). Nevertheless, in-depth case studies

of specific programs have done more to document their inadequacies than their

saccesses. What are we to make of this, and what are the implications of

these and other findings for local program implementation and for

Congressional policy?

First of all, it is necessary to consider the criteria being used to

define "success". We shall here adopt the common-sense view that the success

of a program is to be gauged by the extent to which it has reduced or

eliminated inequalities of achievement between native English speaking

students and limited English proficient (LEP) students as measured in English

and, for the latter, in their native language, by the end of six years after

they entered the orogram. Too often, state and federal policies encourage or

even require "success" to be defined in terms of the rate at which students

are "exited" from bilingual classes and placed in regular all-English classes,

usually within one to three years. And unfortunately, too frequently the sole

criterion for graduating students from a bilingual program has been their

apparent ability in English.

(1) 6
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A definition of success based on short-term assessment of students, and

on an evaluation of English skills only, perpetuates several fallacies

regarding the educational needs of LEP students. First of all, it ignores

clear research evidence that adequate competence for academie learning in a

second language may require up to five to six years to achieve. Secondly, it

simplistically assumes that the only purpose of bilingual education is to

teach English, and omits the more important issue of students' need for

learning of eaucational content. Such a definition of success treats

bilingual education as purely a form of remedial education, intended to

overcome what is seen only as a "handicap.% and fails to recognize the

significance and value of academic knowledge and skills acquired through the

native language. /t thus contradicts the basic premises of bilingual

education, and is antithetical to the goal of equal educational opportunity

for language minority children.

The research evidence has been summarized by Troike (1978, 1981) and

Cummins (1981), and shows clearly that the following conditions are necessary

for a bilingual program to successfully achieve the goal of providing equal

educational opportunity:

1) Emphasis must be given to the development of native
language skills, including reading, and the overall
amount of English used should not exceed fifty percent;

2) Teachers must be trained and able to teach fluently in
the language of the students;

3) The program should extend over at least five grades, and
preferably more:

4) The program must be integrated into the basic structure
of the school administration and curriculum, and a

supportive environment must exist;

5) Materials of comparable quality to those used in English
should be available:

6) There should be support from the community and parents.

7) High standards for student achievement should be set and
every effort made to maintain them.

The hard fact is that after nearly 20 years of Title VII, probbly the

majority of bilingual programs remain unsuccessful in terms of the criterion

for success adopted here, or else are realizing less than their full

potential. The reasons for this situation are varied, but most are related to

a failure to meet one or more of these conditions.

7
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The most pervasive shortcoming, strongly abetted in many cases by state

legislation, and by the recent (1984) revision of the Bilingual Education Act,

is the lack of native language use in Programs, and the corresponding

overemphasis on English. In stark contrast to the uninformed claims made in

the press and by some public figures, a detailed study of bilingual clissrooms

in California showed that students' native language was being used on an

average of only 13Z of the time, with some students receiving no instruction

in tneir native language at all (Caccia, 19851. Another national study of six

sites (Fisher et al 1981) showed that 72% of the time, fifty percent or more

of English was being used, and 47% of the time, only_ English was being used.

Thus, many bilingual education classrooms are actually "bilingual" in name

only. The recent effort by the Administration to allow greater "flexibility"

in the use of Title VI/ funds would merely serve to ratify what is already the

status quo in many cases, and can only induce further deterioration in the

situation.

Tht reasons for this low native language use -- or even non-use -- in

(so-called) bilingual programs are not hard to determine, just as it is not

hard to demonstrate the critical importance of greater native language use.

Low use can be attributed to a variety of factors:

a) Lack of confidence an the part of teachers and propram
administrators in the value and significance of native
language use, reflecting prior negative educational and
other experiences.

b) Lack of confidence on the part of program staff in their
own competnnre in the language, resulting from their
having been educated entirely in English.

c) Lack of actual competence in the native language for use
in educational contexts, resulting from inadequate
training.

d) A negative administistive or social attitude in the
school toward the narive la-guage, which stigmatizes or
directly inhibits its use.

e) Lack of adequate materials in ihe native language.

0 Perceptions of the program as purely compensatory.

g) Program goals which emphasize rapid transition to all-
English instruction, and attach no value to the native
language.

h) Use of assessment instruments and procedures which
recognize achievement only in English.



4

Any or all or a combination of
these factors could be at work in any given

program, and one may influence the others. For example, in a program which

aims to move students into regular all-English classes as quickly as possible,

staff are likely to minimize their use of the native language and emphasize

the use of English. Similarly, in a school such as one in South Texas in

which the principal had posted a sign in the teacher's lounge discouraging the

use of Spanish, the negative climate right wel inhibit the staff from

speaking t1e native language.

Probably the most common reasons lie in the lack of self-confidence or

competence in the use of the language for educational purposes on the part of

program staff (a-c above). Many teachers in bilingual programs, if they have

grown up as language minority members in this country, have been discouraged,

punished, or ridiculed for speaking their language in school (it is, after

all, only a few years nov since many states repealed laws prohibiting the use

of languages other than English for instructional purposes), and have a

deeply-instilled inferiority complex about using the language in settings

where English is ordinarily employed. Thus they may have a profound lack of

confidence in the efficacy or desirability of using the lac2uage in school, no

matter what the program goals may be.

Secondly, and closely related, is the fact that without considerable

training and practice, it is not easy to use a language confidently, even a

native language, in a new domain in which all previous learning and experience

has been in another language. This is why teacher proficiency in all

curiiculum areas in both English and the native language of students was

emphasized in the Guidelines for Preparation and Certification of Teachers of

Bilingual-Bicultural Education developed by a group of leading experts

convened by the Center for Applied Linguistics in 1974. Taken altogether, the

pressures on teachers to lapse into English in the classroom are enormous, and

the fact that many succumb has now been documented.

These firn:!ngs ironically come a' a time when there is growing evidence

that for linguistic 'minorities, inc eeeee d use of the native language in the

classroom results in higher academic achievement as measured in English, and

in better English language skills. The extreme, in a sense, is found in

cases where NO English has been used for the first two years of schooling,

and where children educated under such a program have performed above

9
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comparable children who began their schooling in English. Su:11 a situation,

for example, is found among recent immigrants to the U.S. who have had two

years of schooling in Mexico prior to entry (Gonzalez 1985), and is parallel,,d

in studies on Finnish immigrant children in Sweden (Skutnabb-Kangas 1979).

This finding was first encountered in a GAO study of Title VII programs

in 1976, where it was shown that achievement test scores in English positively

correlated with the amount of time spent using the native language in the

classroom. While seemingly counterintuitive, this correlation is predictable

from thz basic premise of bilingual education that students will be able to

learn through the medium of their native language and transfer this learning

to the second language as they acquire it. Thus, the more fully that content

knowledse and skills are developed in the native language, the faster and more

effectively they can be transferred into the second language (English).

This observation indicates that the best bilingual program might well be

one in which no English at all was used for the first two years, while

students were developing a solid base of knowledge and skills through and in

their native language. So far as is known, though, no Euch programa have been

implemented for linguistic minorities in this country. However, another

condition for success given above, which may help achieve the same effect, is

the continuation of the program over at least five grades, which gives

students adequate opportunity to develop wLat Cummins (1981) NM called

"cognitive academic language proficiency" in their native language. Tzoike

(1578) surveyed a number of successful bilingual programs in the U.S. in order

to determine what characteristics they had in common which might be

responsible for their success. One of the most evident characteristics wa3

that they all continued throveh the sixth grade (and some further), and gave

ample attention to the development of native language skills, usually devoting

at least 402 of the time in the upper grades to instruction in and through the

native language.

A particularly interesting finding in those cases where data were

available, was that the effects of the bilingual instruction did not begin to

become clearly evident until the fifth or sixth grade, at which point in

several of these schools -- for the first time in the history of their

communities -- language minority students reached or exceeded national norms

on standardized tests in English and mathematics. Since the vast majority of

1 u
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Title VII and state-funded programs do not extend past the third grade, they

miss the opportunity for the maximum benefits of bilingual instruction to be

felt. Certaiuly in view of this research evidence, recent efforts by the

Administration and certain members of Congress to limit the time of students

in Title VII programs, and to emphasize instruction in English, would appear

to be dysfunctional and counterproductive.

Several different explanations have been proposed for the successful

effects of extended bilingual education, or of prior education in another

country, and probably all are involved to one extent or another in most of the

cases. Cummins (1979), drawing on the earlier work of the Finnish researchers

Skutnabb-Kangas and Toukomaa (1576), has proposed a "language interdependence

hypothesis", which predicts that the development of higher-level cognitive

abilities in a second language is dependent upon the attainment of a

"threshold level" of ability in the first language. Serna (1986) has recently

verified this prediction in a carefully-controlled study of Navajo children.

Lambert (1975) has also found that language minority children who do not reach

this threshold level in their native language frequently begin to lose the

ability they have as they acquire their second language, producing what he has

called "subtractive bilingualism".

Ogbu (1974) and Troike (1984), drawing in part on the work of Dworkin

(1971), have indepeqiently argued that the subordinated social status of the

language minority group and the stigmatization imposed upon it (and its

traditional language) by the majority group have a strong effect in inhibiting

the academic achievement of members of the group, in part separately from any

language factor per se, (although language may play a strong symbclic role

in relation to group identity and self-image). Thus Maori children in New

Zealand, who are from a subordinated minority in the society, come to school

already speaking English, but are surpassed in school achievement by the third

grade by children from Samoa, who know little or no English when they begin

school but who are not from a subordinated group (Clay, 1970). Similarly,

Mexicau children encering the U.S. who have had several years of schooling in

Mexico have been able to develop their linguistic and cognitive skills

uninhibited by having Cheir group identity, language, and self-image subjected

to negative social pressures. Part of the effects of bilingual education,

therefw.-e, may be due to the puglic validation which it symbolically gives to



7

the chi ld's language, and hence to imself and his group, creating a more

positive af fective environment for learning.

One of the handicaps under which many Title VII and other bilingual

programs operate is their treatment by the school administration as peripheral

to the central curriculum and organization of the system. This situation

arises from several causes, among them being a perceived temporariness about

federally funded programs, which are expected to expire upon the cessation of

government support. At times , as with such other programs, school officials

have chosen to apply for a grant merely as a way to supplement the regular

school budget, but with no interest in or commitment to the program. Money,

rather than concern for students, thus may come to form the primary motivation

for the existence of a program.

Seen as both temporary and remedial at best, programs are often

physically housed in separate locations, such as transportable classrooms or

unused former school buildings. In some cases, the bilingual program may

actually be opposed by the administration, hut its presence may be tolerated

only because of the money which it brings in. In other cases, it may be seen

simply as a convenient way to help achieve school desegregation. In either

event, the program may be "quarantined" or "ghettoized" in separate facilities

as a matter of intent, to facilitate its eventual excision.

The isolation of the program, together with the special funding and

sometimes higher salaries enjoyed by its staff, , may generate misunderstanding

and hostility on the part of other staf f (as documented by PungCuthrie 1985,

for example). Some program directors, perhaps failing to recognize that their

apparent autonomy actually reflected lack of concern on the part of the school

system for the educational welfare of their students, have been coopted into

supporting such segregated arrangements without realizing the symbolic message

communicated to the system and to the program staff -- and ultimately to the

students -- as to the peripheral and ephemeral nature of the program.

By contrast, successful programs are more likely to be housed centrally,

and closely integrated structurally and functionally within the total system.

In addition, they receive strong support from the central administration and

from building principals (whose support may be even more crucial than that of

the central administration in establishing a positive climate for the

program). In schools with successful programs, the administration does not

12



regard bilingual education as remedial or as merely a temporary expedient.

Rather, it makes a commitment to the goal of providing equal educational

opportunity for the limited English proficient student beyond the end of

external funding, by ensuring that the bilingual program is an integral part

of the basic program in the system. It also devotes attention and resources

to promoting acceptance of the program among the community and nther school

staff by informing them of its methods and results. In addition, it supports

acceptance of the bilingual program staff as part of the regular staff by

insisting on comparable standards of certification and competence and by

facilitating interaction among them.

Where possible, the school administration also permits native

English-speaking students (not merely members of the same ethnic group as the

limited English students) to participate in the bilingual program by providing

opportunities for them to learn the other language, until they are able to

follow instruction in that language along with the native-speaking students.

Such an arrangement gives all students access to the widely-demonstrated

cognitive benefits of bilingualism (Peal and Lambert 1962; Hakuta 1985),

resolves potential problems of segregation, and enhances cross-cultural

respect and understanding. It also permits effective articulation with the

foreign language program in the school, and results in a much higher level of

foreign language competence (current research now stresses that a second

language is learced best when it is not taught as an object in itself, but

rather for purposes of meaningful learning and communication). A bilingual

program, therefore, provides the best possible context, short of living .n

another co. ltry, for English-speaking students to acquire proficient,: in

another language.

The issue of obtaining comparable materials in the other language i a

difficult and vexing one, since BO: hle materials are rarely available.

Where the students language is not an American Indian or Alaskan or Pacific

Island Native one, materials may be available from other countries, but

cultural, ideological, or curricular differences (e.g., strong religious or

nationalistic content, or different skills sequencing) may make them

inapproviate. Still, even where useful materials exist (as from Latin

America for Spanish), schools are rarely aware of them and there is no readily

accessible source of information. Teachers frequently devoto enormous amounts

13



of personal time to attempting to fill the gap, often with quite good results,

but these must usually be duplicat.:d on a mimeograph, photocopier, or spirit

duplicator, and lack the finished appearance of a regular book -- a fact which

anavoidably affects students' perceptions of the relative status of their

language versus English.

The massive, and highly laudable, legislative effort to fill this need

through Title VII support for materials development centers regrettably proved

largely a failure, primarily because of the lack of publishing experience on

the part of those operating the centers, and the isolation of the centers from

the needs of the classroom market. Since a critical need still remains,

future funding should be directed toward creating a partnership with the

private sector, whereby textbook publishers would be encouraged and enabled to

develop appropriate materials for markets which are ordinarily considered too

small to be commercially feasible. In addition, greater efforts should be

made to make schools aware of available materials from other countries.

Considerable evidence in recent years has shown that achievement levels

in a school can sometimes be raised, even dramatically, by raising the level

of expectation and demand from students, and increasing motivation,

discipline, aid parental support and cooperation. Examples which come to mind

are the school taught by Marva Collins in Chicago, or zhe school in San

Francisco which went from the lowest to the highest rank in the city by

rairing academic and disciplinary standards, or even a school in Florida in

which student performance was raised by the principal's refusing to shave

until grade averages reached a higher level. Bilingual programs are no

different from other programs in this respect: if they are conceived as

remedial palliatives, with institutionalized low levels of expectations and

demands on the students, students will perform accordingly. On the other

hand, successful programs have shown that truly bilinguallyeducated children

can .ttain or exteed national norms of achievement in English, while at the

same time achieving literacy and academic competence in their native language.

To repeat the conclusion of Troike (1978),

a quality bilingual education program can be effective
in meeting the goals of equal educational opportunity
for minority language children, and if a program is not
doing so, something is wrong with the progr,m (though
the locus of the problem may be external to the program
itself).

14
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Teacher quality and training combined with high administrative standards

can also make a difference in student achievement, even in non-bilingual

programs, as shoko in the English as a second language program in Fairfax

County, Va. While this program had the advantage of having teachers who spoke

many of the languages of the students and had been aides in the earlier

bilingual program, its unique characteristic waa that all of the teachers were

required co have specialist training in reading methods, according to its

director, Esther Eisenhauer, who also indicated that she maintained very tight

administrative control over the program, and insisted on high standards of

performance. She pointed out, however (personal communication), that anothet

school district which tried to adopt the same program but did not include the

same required teacher qualifications and degree of control was not successful

in its program.

Many of the problems in Title VII programs from the beginning have

stemmed from the ways in which they have been funded and administered at the

federal level, and the constraints under which they have been administered.

From the time the original legislation was signed into law, Title VII has teen

at best only reluctantly accepted, and often actively opposed, by the

administrative branch, irrespective of political party or president. One

Commissioner of Education described it as a "can of worms" in refusing to

allow a presidential commission on foreign language and international studies

to discuss bilingual education, thus demonstrating that it was viewed as a

political sop to minority interests rather than as a serious educational

enterprise (such as foreign language education). This is particularly ironic,

inasmuch as the movement for bilingual education was started primarily by

foreign language educators and linguists, with little grass-roots support at

the outset among the language minorities affected.

Title VII was originally conceived as a demonstration program, intended

to support exploration of the best wsys to meet the educational needs of

limited English speakers, but it soon acquired the growth characteristics of a

aervice or entitlement program. Although it has never covered more than 10%

of the total number of limited English proficient students in the country, by

the end of the 19702 serious discussion was being given to the cost of

extending it to an entitlement program, like Chapter (Title) I, but this was

ultimately rejected as too expensive.

15
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In keeping with the demonstration intent of the legislation, all programs

were required to have an evaluation, a provision which gave rise to a small

cottage industry but did little to advance the state of the art. Host

evaluations were inadequate, and no quality control on them was exercised from

Washington. The intended purpose of requiring evaluations was to guide

re-funding, and to contribute to the improvement of the programs and of the

state of knowledge generally. Homever, funding for programs (and hence their

numbers) grew so rapidly, without a corresponding increase in the budget for

positions in the Title VII office, that the .staff had little time to examine

the evaluations, and were also prevented by lack of travel funds from visiting

the programs. As a result, programs were re-funded without serious review of

their performance, and it is a minor scandal that in 1975, all of the files of

evaluations accumulated since 1969 were discarded.

By the mid-1970s, according to the then-director of the Office of

Bilingual Education, even mediocre programs were knowingly being funded, in

the hope that they might improve. Program funds have traditionally been

stretched to cover the maximum numbei of projects (in order to broaden the

constituency of the office) by cutting back individual project budgets,

sometimes to the point of compromising quality. Thus the goal envisioned in

the original legislation, of arriving at better meanu of meeting the

educational needs of limited English speaking students, has never been

realised.

The concept of truly experimental demonstration programs continues to be

a viable one, and such programs are still urgently needed. A small number of

carefully selected demonstration projects should be established with

long-range funding, each with a university-based group of researchers and

consultants to guide and monitor it, and linked to the Center for Language

Education and Research at UCLA. The Title VII information network should be

activated to disseminate information from these projects to other Title VII

and state-funded prtgrams, so that the benefit of the experience and knowledge

gained can contribute to the success of bilingual education nationwide. The

demonstration projects themselves should exchange observers, and eventually

should become sites for observation and training for staff from other

programs.

16
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The 1978 Title VII legislation provided ."incentive funding" for programs,

by requiring that school districts had to progressively assume the cost of a

program over a five-year period, in order to encourage the institutionaliza-

tion of the program after the end of the grant period. However, recent

indications are that schools typically eliminate the position of program

coordinator when external funds are no longer available, and that without a

coordinator, teachers begin to lose direction and the program -- even a

successful program -- gradually deteriorates. It is important, therefore,

that funding provisions be arranged to allow continued Title VII support for a

program coordinator beyond the original five years, again on the basis of

progressive assumption of the cost by the school.

The provision for "family literacy programs" included in the 1984

Bilingual Education Act was originally intended to be bilingual in scope, but

instead was limited only to English. The concept was based on the growing

recognition of the importance of literacy activities in the home in supporting

children's development of reading skills. Since the parents of limited

English proficient children are often even less proficient in English than

their children, and likewise often have weak or nonexistent literacy skills in

their own language, they are not able to provide much assistance or support to

their children at home. If their native language literacy skills could be

developed along with those of their children, they would be able to be more

supportive of their children's native language development, and at the same

time would have a better basis for their own acquisition of English literacy

skills. Above all, limited English proficient parents should be strongly

discouraged from trying to use English with their children at home, as this

can have disastrous effects on the children's linguistic and academic

development. Instead, the./ should concentrate on trying to provide as rich a

native language development environment as possible.

To summarize, the widespread lack of success found among bilingual

programs nationally can probably be attributed primarily to overemphasis on

the use of Eoglish and underuse of students' native language. This situation,

in turn, can be attributed to the transitional character of the overwhelming

majority of programs, which discourages the use of the native language, and to

the lack cf confidence on the part of staff in the true value of that

language, or of their own competence in it. :n addition, the perception of
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bilingual programs as compensatory and temporary, and their frequent isolation

from the rest of the school program, undoubtedly contributes to their lack of

success.

In spite of growing research pointing to the importance of more native

language use in bilingual education, and the vplue of longer-term programs (5

to 6 years minimally), recent Congressional and Administration moves have oeen

in the direction of encoraging even greater English use and emphasizing the

short-term transitiolal nature of programs. Such moves totally ignore the

evidence of research by adopting a simplistic view of student needs, and can

only doom bilingual programs to even greater failure to provide equal

educational opportunity. When such results eventuate, it will be said that

bilingual education has failed, or that such students are incapable of

learning, rather than that it is fransitional English programs falsely

called "bilingual" which have failed.

To prevent such a consequence, it is urgent that present trends be

reversed, and that greater emphasis be given to increased use and development

of native languages as a basis for the development of academic abilities in

English. At the same time, the potential cognitive benefits of bilingualism

for all students should be recognized, and efforts made to articulate

bilingual programs with foreign language education programs. In addition,

carefully controlled experimental demonstration programs linked to

universities and the Center for Language Education and Research should be

established to study the effects of different instructional and contextual

conditions on student learning. The information gained thereby should be

shared nationally with other programs, to help them achieve greater success in

providing equal educational opportunity for language minority students.

Recommendations for Congressional action

1. Clarify the distinction between a) bilingual education and
b) other programs for students from non-Engli.at language
backgrounds; specify that Title VII funds are to be directed
solely to bilingual programs, while other funding sources (e.g.,
Chapter I; Title IV, CRA) are to be used for both bilingual and
other programs, and earmarked for such purpose, if necessary.
Additionelly, earmark 102 of Indian Education Act funds for
bilingual programs.

2. Establish a minimum level of native language use at 40% for
proposals qualifying for Title VII support.

3. Create a category of experimental demonstration programs with
long-term funding linked with universities as Aiscussed above.



14

4. Allocate funds for non-demonstration bilingual programs directly
to states on a pro-rata basis based on the number of projects
app.oved, and provide administrative funds to states to monitor,
evaluate, and give technical assistance to projects.

5. Continue to limit regular funded projects to 5 years and require
progressive assumption cf costs by grantee, but permit an
additional 5 years of funding fur a program coordinator, with
progressive assumptic, of costs.

6. Combine the present multifunctional support centers into a single
national technical assistance center to work directly with
states, and merge the National Clearinghouse for Bilingual
Education with it (or alternatively, merge NCBE with the Center
for Langcage Education and Research at UCLA.)

7. Continue to support a rmaller number of doctoral fellowship
programs at high quality institutions to prepare needed leaders
and researchers in the field, and continue to support
graduate-level teacher trainin, programs to improve the quality
of instrution and help meet the growing need for teachers.

8. Contract with established textbook publishing firms to develop,
publish, and disseminate curriculum witerials in various
languLges.

9. Assign research funds to NIE or its successor to administer, with
the requirement that at least 50% be devoted to field-initiated
research, in order to encourage new ideas and overcome the
limitations of managed research.

lO.Restructure offir,es within the Department of Educatinn to bring
foreign language education and bilingual education into closer
relationship and encJurage more cooperation.
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THE ROLE OF ENGLISH AS A SECOND LANGUAGE
IN BILINGUAL EDUCATION

James E. Alatis

Georgetown University

There is massive evidence to demonstrate the importance

of English as a medium of communication in the modern world.

By any criterion, it is the.world's mcst widely used language

today, whether as a native language (ENL), as a second language

(ESL), or as a foreign language (EFL). It is difficult to find

a single nation that is not in one way or another involved in

using English. As our British colleague Peter Strevens has

pointed out:

. . . English is used by some people, for some
purposes, in every country on earth: it is used
by a total of some 675 million people: of those
millions, less than half speak it as their mother
tongue; consequently English is used more by
those for whom it is a foreign language than by
native speakers of English; English is the vehicle
of the second industrial and technological
revolution; it is predominantly the language of
international aid and administration, of UNESCO and
WHO and FAO and ICAO, and of regional groupings in
many parts of the world; of the 'media industries--
news, journalism, radio, film and television--which
are disseminated chiefly in and through English; it
is the language of international pop music and of
the global entertainment industry; similarly, the
great multi-national corporations advertise and
market their products overwhelmingly in English. . .1

More recently, Professor David Crystal (English Today

January 1985, 1st issue) has said:

. . . If you are highly conscious of international
standards, or wish to keep the figures for world
English down, you will opt 'or a total of around
700 million, in the mid-19EJs. If you go to the
opposite extreme, and allow in any systematic
awareness, whether'in speaking, listening,
reading, or writing, you could easily persuade
yourself of the reasonableness of 2 billions.
I am happy to settle for a billion.2

The teaching of English is, therefore, a major pro-

fessional undertaking. It must, however, be emphasized at the

outset that the teaching of English to native speakers (TNL)

is different from teaching it to speakers of other languages

(TESOL). Further, within TESOL a distinction is made between

'.wo acronyms: TEFL,.teaching English as a foreign language, and

21
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TESL, teaching English as a second language. Marckwardt first

called attention to the distinction the British have tradi-

tionally made between TEFL and TESL. In the case of TEFL,

literary and cultural goals predominate and use of the language

as an active communicative tool is minimized. In TESL, on the

other hand, the primary goal of instruction is the achievement

of a high level of communicative competence in English,

sometimes developed to a point of balanced bilingualism or, not

infrequently, English dominance over the native language.

In American usage generally, TEFL has to dO with the

teaching of English overseas and to foreign nationals in the

United States who are more or less temporary residents, adult

foreign students at American universities, visitors, diplomats,

etc., in international programs. TESL, on the other hand, has

to do with teaching English to non-native speakers who are

American citizens, or permanent residents of the United States,

usually children in elementary and secondary schools, in domestic

programs.

American usage has moved historically from TEFL to TESL

to TESOL. TESOL has the advantage of encompassing both earlier

terms; it reflects the development of the profession from one

whose majo= concern was foreign students to one whose primary

focus is domes,ic learners of English who cannot accurately all

be described as foreigners.

It is important to know that teaching English as a second

language has been an educational activity in the United States

for over 300 years. Its first "students" were the American

Indians, and one may note the ironic coincidence that one of the

profession's most important concerns remains the teaching of

gng1ish to American Indians. The coincidence is made more

remarkable when one realizes that the early anthropological

linguists, such as Boas, Sapir, and Bloomfield, based their

linguistic theories on studies of the American Indian languages.

These linguists collected and analyzed samples of speech and

formulated hypotheses'on language from.the'analyst__. The
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methods and firdings they derived were eventually extended to

the study of the more commonly known languages, including

English. Thus, English-teaching methodology profited qreatly

from linguistic science, a twentieth-century outgrowth of the

study of American Indian languages.

However, teaching English as a second language in the

United States by no means implies a homogeneous context of

language instruction. A short glance at the following stat.istics

reveals the oiversity of the situation and its importance to the

programs of language teaching in our country.

1) There are an estimated 28 million persons (1 in 8) in

the United States whose native language is not English.

2) 10.6 million have a Spanish language background (the

United States has the 5th largest Spanish-sPeaking population in

the world).

3) Over 5 million of the non-native English speakers are

of school age, between the ages of 6 and 19. (i.e. over 10% of

persons in this age group).

4) There are an estimated 2.4 million persons in the

United States who do not speak English at all.

5) Further, contrary to general belief, most of these

persons (2 out of 3, or 18.5 million) are not foreign but native

born.

These are statistics from 1976. One must add to these

figures the number of immigrants, refugees, and those termed by

some "undocumented aliens," who have been arriving in a steady

flew since then. According to recent findings, a *flood of

immigrants is bringing well over 1 million newcomers a year into

the United States--the highest level since the MP3S migration of

Enropeans at the turn of the century, when my parents came to

the U.S. By some estimates, El Salvador alone has generated Ass

many as 500,000 U.S,-bound refugees since 1980. America today

is accepting twice as many immigrants as all other nations

combined)
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This cultural dynamism has created many contexts of ESL

teaching in the United States, each rnquiring a different program

of language instruction tailored to the specific needs and goals

of the learners. Among the most important programs of ESL

teaching at the present time is the one implemented in the

context of Bilingual Education.

Bilingual Education is based on the recognition that a

person living in a society whose
language and culture differ from

his own must be equipped to participate meaningfully in the

mainstream of that society. The key to this lies in developing

that person's language proficiency. Thus the most commonly

accepted definition of bilingual education in the United States

is the use of two languages, one of which is English, as mediums

of instruction for the same pupil population in a well-organized

program which encompasses all or part of the curriculum and

includes the tiLiady of the histoiy and culture associated with the

mother tongue. A Gomplete program develops and maintains the

children's self-esteem and a legitimate pride in both cultures.

Bilingual education recognize:. that many students in the school

system are monolingual or dominant in a language other than

English and may be at different stages of development in each of

the two languages. /t therefore provides a process whereby the

linguistic and cultural resources the student brinss to the

school are used as tools for learning in the content areas while
at the same time he acquires sufficient proficienry in English

to enable him to use it as a learning tool.

It is important to emphasize that, in this context,

language study is not merely an effort to acquire certain skills.

Rather, it is an attempt to break the shackles of monolingualism

and bring about mutual respect and understanding among people

of diverse linguistic and cultural backgrounds. As far back as
1955, Charles C. Fries wrote "The fundamental purpose. . . of

language teaching is to achieve
an understanding, as complete

as possible, between people of
different linguistic backgrounds."4
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Furtl.er, he said, ". . . to deal with the culture and life of a

people is not just an adjunct . . . but an essential feature at

every stage of language learning."5

Thus nothing less than our survival as a great nation

demands that we, as committed educators, should use our most

powerful weapon--langusge,as effectively as we can in the way

of helping create genuine communication and communion, between

native English speakers and our non-English speaking minorities.

For this purpose, we advocate a bilingual education program that

ensures full mastery of English as an essential aspect of American

citizenship.

But why not, it is fair to ask, use English as the

exclusive language of instruction? The question has been dealt

with by many researchers and practitioners who provide some

answers: It has been established that language minority children

can learn English and still fall behind in the basic subjects,

such as mathematics, science, and soCial studies. Instruction in

these content areas is essential to these children's success, and

native-language instruction is the key which can open this

opportunity for them while they proceed with the business of

learning English. If schools were to postpone teaching the

content subjec-:_s while they teach only English, not only would

many children fall behind their classmates in their other work,

but they would also become over-aged for their classes. The

frustration resulting from this might well force many children

to drop out of school. Bilingual education is an effective attempt

to prevent such a disaster. Of course, it is also true that

content matter can be presented in a properly developed ESL

program. But as I will explain later, the crux of the matter is

well-educated teachers, i.e. ESL and bilingual education teachers

who have achieved anthropoldgical-linguistic sophistication of

the kind described in 1) the TESOL Guidelines, 2) the TESOL

po'ition paper on the role of ESL in Bilingual Education, and

3) A Memo: Educating Children with Limited.English. (These
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documents are available from Teachers of English to Speakers of

Other Languages (TESOL), 1118 22nd St., N.W., Washington, D.C.

20037).

Culturally, we have reasons to believe that native-

language instruction strengthens the child's sense of cultural

identity. helping him to develop the feeling of security and

self-esteem which' is so badly needed for survival and for

success in our highly

as committed language

competitive society.

educators, to enable

It

the

is our mission,

national-origin

minority child to reach his full potential as an American citizen.

But how can he feel secure and play a positive role in the social

and economic settings of American society if the cultural base

from which he must begin remains shaky and if he fails to

recognize the value of his own parent culture? It is here that

the other inseparable arm of bilingual education, that is,

native language instruction, can and mnst be effectively used to

help.

I would like to stress the maintenance of the mother

tongue in order to assure criticism of linguistic diversity that,

as language educators, we recognize the dual language and dual

cultural basis of bilingualism. It is important to emphasize

this point to make sure that the English-teaching profession is

not suspected of linguistic imperialism and cultural aggressive-

ness, a charge which has ofien been levelled at anyone who argues

for the importance of instruction in English within Bilingual

Education programs. These accusations are levelled by people

who misunderstand the intentions of TESOL professionals, by

people who believe that instruction in English is meant to take

the place of the student's mother tongue.

I would like to emphasize that we believe, as B.J.

Robinett has explained, in an "additive" rather than a "replacive"

philosophy when we teach standard English as a second language

or second dialect. 6
That is, we attempt to add a new language to

a student's repertoire rather than eradicate or replace the
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language wnich he already possesses. And we hope to impart to our

students the ability to switch codes instinctively, so as to use

that language (or that dialect) which is most appropriate and

which evokes the greatest amount of cooperation and least amount

of resistance--indeed, even hostility--in a given situation.

Thus the kind of bilingualism to which we subscribe entails an

attitude toward language which is human, humane, and humanistic.

The mrral implications of such an attitude are clear:

Bilingual Education, as we view it, implies the rejection of

the notion that non-English-speaking children are culturally

disadvantaged. Indeed, we English-educators have specifically

rejected the theory that these children are victims of inferior

culture, or inferior socialization by inadequate parents, or a

stifling of cognitive stimulation in the preschool years, or an

inferior intellectual endowment. We have opposed the isolation

of these children in special classes for the socially and

emotionally disturbel. We h.ave insisted that ESOL is not

synonymous with "remedial English" or "remedial reading," but

consists of a highly specialized form of English instruction.

It is unfortunate to refer to these am. Alingual Education

programs as compensatory. They are enrichment programs.

Of course, we consider it our moral obligation to teach

our language-minority groups English as well as to enable them

to retain their mother tongue. Whatever else we do, we must

teach them English--otherwise we are engaging in an insidious

kind of veiled discrimination which discourages young national-

oriain minority students from investing in education. And we

must teach them English in the most effective, most efficient way

possible.

Bilingualism gives cause for a special feeling of

national pride in that it is an expression of loyalty to an

ideal which we as Americans and leaders of the democratic world

value most. Ours is a free and egalitarian society in which such

factL.rs as ethnic origin and parental socioeconomic status should
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in no way be allowed to deprive any child of the equal opportunity

to realize his full potential as an individual human being. To

penalize language-minority children by imposing upon them the

stigma of limited education because of their cultural

differences would be an affront to the most impertant of our

values as a democratic nation. To give an example, it is

estimated that there are between three to six million children of

"undocumented" aliens throughout the United States, the majority

of whom are Hispanic. Available data indicate that only 42

percent of Hispanics 25 years old and over have completed high

school, as compared to 70.3 percent of the non-Hispanic

population. This under-education obviously affects the employment

and earning potential of Hispanics, making them subject to a

lifetime of hardship and suffering. If the children of

"undocumented" aliens are, for lack of federal aid, de?rived of

education, this picture will become even more damaging to our

dignity and to our image as a prosperous nation. The bilingual

education program has a special significance because it reveals

our efforts to measure up to the requirements of a democratic

society by trying to improve the living conditions of our

minorities and to establish an equality of existence for all our

citizens.

To succeed in our humanistic mission, it is of the

utmost importance to keep always in mind that bilingual education

is a creation of, by and for people, and it is the people involved,

most particularly the teachers, who must account for a program's

success or failure. Implementation of programs requires

educated (not trained, but educated) and dedicated teachers.

Education here implies not only a certain technical expertise,

but also the human values of understanding and consideration of

the cultural differences which are implicit in a multinational/

multicultural classroom.
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Let me illustrate what is at issue with some examples

taken from the Manual for Indochinese Refsgee Education, a

publication distributed by the staff of the National Indochinese

Cleaz.nghouse at the Center for Applied Linguistics. The Manual

explains, for example, that.Vietnamese parents place a strong

emphasis on 'book learning' and often hope their children will

go on to university studies. In the classroom, however, the

children display a 'passive' approach: that is, conditioned by a

sense of respect for their elders, they are reticent to ask

questions or to leguest help from the teacher. This general

unfamiliarity with American classroom behavior, compounded by

difficulties with the language, can lead teachers to conclude

that a child is incapable of doing the work. A tragic and

extreme instance of this failure in the classroom was the case

of a Laotion boy who was a senior honor student in his home

country. Six months later in Washington, D.C., he found himself

the recipient of 3 successive warning notices in biology. The

issues at stake were his inability to speak English and the

teacher's failure to recognize the true source of the problem.

It is also revealing to refer in this context to a story

once told by Ben Franklin. After signing the Treaty of

Lancaster between the Government of Virginia and six Indian

nations, the Virginians offered the Indian chiefs the opportunity

of sending their sons to Williamsburg College for an education.

They assured the chizfs that the sons would be taken care of and

would be taught all the knowledge of the white men. The Indian

spokesman's response is instructive:

You, who are wise, must know that people have
different ideas about things, and thus you
will not take it badly if our ideas about this
type of eeucation are not the same as yours.
We alreauy have some experience of it. Several
of our young men have already been taken into the
college of the provinces of the north. They were
instructed there in all of your sciences--but when
they returned, they were bad runners, they knew
nothing of all the ways to live in the forest,
they could not stand cold or hunger, they did not
know how to build a hut or catch a doer or kill an
enemy, and they spoke our language badly, so they

2 9
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could not make either good hunters, or warriors or
advisers. They were absolutely good for nothing.

However, we are grateful for your offer, even
if we must dacline it; and to prove our gratitude,
if the gentlemen from Virginia wish to send us a
dozen of their sons, we will take responsibility
for their education, we will teach them all that
we know, and we will make them men.7

Thus the key element is the teacher. He or she is the

heart of the program, the child's lifeline, his intermediary

between his parents world and the world of the school.

Teacher education is the heart of the matter. Obviously, the

education required of the ESL teacher in such cases goes baycnd

native competency in the language. It also goes beyond the

completion of formal education requirements, whether a B.A. in

English Literature or the Certificate from a State Teachers'

College, however valuable these may be to the TESOL professional.

The education required of ESL teachers is an anthropological,

linguistic and cultural sophistication which enablec them to

respect the linguistic and c,altural differences these students

bring to the classroom. Such an attitude requires that we

refuse to accept models ofsteacher educi.tton whichspe4ceive the

teacher primarily as a technician. We must promote a model

firmly rooted in the humanistic tradition in which the preparation

of teachers and supervisors includes a sound liberal education,

in addition to academic specialization and professional education.

There may, indeed, be a handful of people who would reduce the

training of teachers to the development of teaching skills used

in a replicative sense. But these people are not the qualified,

educatedexperienced, and dedicated language experts whom the

profession recognizes as leaders in the field. We must insise

that to be a qualified member of the languagR-teaching profession

requires a considerable amount of rigorous and highly-specialized

preparation. only truly qualified teachers of ESOL and Bilingual

Education who have completed coursework in linguistics,

anthropology, sociology, psychology, and methodology--and have

thus developed an understanding of the customs and values of
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other peoples--can effectively respond to the need for the

creation of genuine communication among people of diverse

linguistic backgrounds.

Finally, the humanistic philosophy of language teaching

as explained above is by its very nature a philosophy of unity

and joint efforts. In this connection, it is important to

emphasize that the fields of ESOL and Bilingual Education are

cooperating and have a vitality and a sense of youthful idealism

that distinguish them from other fields. Domestically, it is our

abiding belief in wuality of educational opportunity--opposition

to discrimination--that gives us a special excitement and

relevance. Internationally, this belief has its roots in the

notion of mutual educational exchange and improved cross-cultural

communication leading to social justice and world peace. In

this connection I would like to end with a quotation from Mexico

Visto Por Sus Nin'es; these lines were written by a Mexican child

in Mexico as Seen by Ber Children, a book of Mexi.,.:an children's

art and writing:

Pido a mi edad, que todos los habitantes del
mundo y nuestro Mexico en espedial, nos
vieramos como verdaderos hermanos, qua no
existieran discriminaciones entre los pueblos,
que no haya guerras entre los pains mas
grandes del mundo, porque esto seria una
verdadera hecatombe y a la vez el fin del
planeta tierra.

I ask everybody in the world and especially the
Mexican people to treat one another as true
brothers and I wish that discrimination between
people would not exist and that there would not
be any more wars between the great nations of
the world because it would be a real tomb and
the end of the planet earth.8

Out of the mouths of babes::

This tells what ESUL and Bilingual Education are all about and
.1'

4ramatizes the ideology that unifies, harmonizes and strengthens

us. We must maintain fraternal ties throughout the various

segments of the language teaching profession and the public at

large, for the ultimate beneficiaries are the millions of

children throughout the nation and world who look to us for

leadership, protection and understanding..
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BILINGUAL EDUCATION
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The history of the debate on bilingual education is

characterized by nattentr to relevant research. Both

opponents and advocates of bilingual education have been

influenced by popularly held opinions more than by expertise, and

have invoked research- if at all, haphazardly, unsystematica7ly,

and without the desired throughness or rigor. We therefore

welcome this opportunity to bring :o Congres.sional attention Vie

conclusions that can be drawn from research on bilingual

education and bilingualism in children for purposes of

determining national priorities in bilingual education.

Before starting, we need to point out that when talking

about research, we are really referring to a diverse collection

of activities. Out of this diversity, it appears to us that one

strain of research has dominated the spotlight in the current

debate: evaluation researsh. This type of research has typically

compared bilingual education to alternative forms of education,

usually some form of submersion education with an ESL (English as

a Second Language) component. CriticS of bilingual education

have used the rather equivocal conclusions from evaluation

research to support their point.

Another strain of reseavch, which might be called basic

Egsearsb, has received less emphasis in the debate over bilingual

editcation. Basic research focuses on the linguistic and

psychological processes in the development of bilingual children.

This research attempts to understand how children learn a second

language, how their two languages interact, how language is

related to thinking, and how children learn at different rates

and develop different styles in their language and cognitive

abilities. Basic researchers include psychologists, linguists,

anthropologists, and sociologists. In general, they ar not
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directly tiod to the practice of bilingual education, although

Voir research has often been conducted in the context of

bilingual education.

We contend that the findings from basic research have been

given insufficient consideration in the debate on bilingual

education despite the fact that the information produced by basic

research is crucial to policy considerations. The importance of

basic research is heightened by the fact that there are severe

technical and conceptual problems with the evaluation studies

that have been carried out; indeed, these problems are so severe

that relying on the results of these studies to guide policy-

making could be dangerous. In our commentary, we first summarize

the problems with existing evaluation research studies and review

their conclusions. We then describe the findings from basic

research studies as an alternative source of information to

policy makers on bilingual education. Finally, we propose some

implications for bilingual education policy.

Evaluation Research

Attempts to evaluate the effectiveness of bilingual

education programs, such as the often-cited large-scale study by

the American Institutes for Research (Danuff et al., 1977a, b,

19713) and the Baker and de Kanter (1981) synthesis of smaller

evaluation studies, have been criticized by many researchers

(McLaughlin 1985 provides an even-handed and thorough review of

the criticisms). Theise stjdies generally concluded that

bilingual programs are no ea.,e effective in promoting English

language and other school skills than alternative prbgrams. The

alternative programs most often ',ncluded in the evaluation were

'submersian' programs, in which non-English speaking children are

placed in regular, mainstream clasrooms, perhaps with a few

hours a week of ESL (English as a Second Language) help. The

lack of positive evaluation results has led opponents of

bilingual education to argue for alternative instructional

methods.

60-778 0 - 86 - 2
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However, the lack of consistent findings in the evalu,r.tions,

either for or against bilingual education, could result from

either of the following states of affairs:

(a) in reality, bilingual education programs are no better than

alternati%e programs, and evaluation research accurately

reflects this reality;

(b) in reality, bilingual education programs arw better than

alternative programs, but the evaluation studies are doing a

poor job of measuring this reality;

Policy makers in criticizing bilingual education have assumed

circumstance (a) to be true, yet, as shown below, alternative (b)

seems more likely. The lack of evidence for differences between

the groups under these circumstances is an artifact of poor

measurement.

One problem with evaluation research has been the selection

of the comparison group against which the bilingual education

trentment group in assessed. As Willig (1985) has pointed out,

very few studies use the ideal method of "random assignment." In

some studies, the comparison group included students who had

formerly been in bilingual programs, which made the findings

uninterpretable by biasing the results in the direction of the

comparison group (since students who have exited from bilingual

programs early tend to be the mortt academically gifted students).

An even more serious problem is the extreme diversity of

instructional methodology within programs that have been labelled

as bilingual. Recent studies b/ Wong F:11more (193rA as well as

tile recently-released survey of servicns provided to language

minority students conductsd by Development Associates, for

example, show large variations in instructional practice across

bilingual classrooms. Some classrooms in 'bilingual programs'

looked very similar to scree 'submersion' classrooms. Many

'bilingual' teachers were found to have limited proficiency in

the children's native languages. Thus, although the evaluation

studies allegedly compared bilingual programs with altgrnative

programs, in fact they only compared programs labeled
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'bilingual' with programs labeled 'submersion'. Without actual

classroom observation and description of the insti..:7tional

characteristics of the various programs, we do not really know

what was being compared with what. Under these circumstances,

any ronclusions about the effectiveness of bilingual practice are

premature. As Willig (l9135) concluded in her review of this

literature, "the overwhelming messi.ge derived from these data

sugges's that most research conclUsions regarding the

effectiveness of bilingual education reflect weaknesses of the

research itself rather than effects of the actual programs" (p.

297).

At the same time that we urge caution because of the

weaknesses of current evaluation research, we realize thnt

legislatoos cannot afford to wait for the results of more refined

research. We are often asked, given the information that we do

have available, where the weight of the evidence falls.

Perhaps most illuminating in this regard is Willig's (19135)

le-anmlysis of the same set of studies that were used in Baker

and de Kanter's rrport. Willig employed a more rigorous method

of analysis that systematically took into account the Quality of

the individual studes; this enabled her to rely more heavily in

her conclusions on research of higher Quality. She foinid

evidence, contrary to Baker and de Kanter, in favor of bilingual

education programs. Most importArri was her finding that th2

eRit2r She methogRIRgy mead IR the SiBSiS2 the greater VS2 the

effgat ID feyRE Rf hilingval REMASS. .

Thus at present, our best informed judgment forces us to

conclude that :ircumstance (b) above Is correct, that bilingual

education is indeed superior to submersion, that poorly conoucteo

evaluation r h has obscured tnis fact, and that valuation

research conducted with greatar rigor would bear out the

superiority of bilingual education as an 'nstructional mothod in

many educational contexts_ At the same time, we underscore the
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importance of making improvements in the quality of research to

evaluate bilngual programs in the future.

Basic Research

Although basic research has often been conducted outside the

context of the American bilingual education classroom, it has

generated conclusions that have a direct bearing on the current

policy debate on bilingual education. Here we outline some of

the major conclusions. Several comprehensive bowks on basic

lesearch in bilingualism and second language acquisition nave

appeared in recent years (Cummins 1984; Grosjean 1982; Hakuta

1986; McLaughlin 1984, 1985), and can be referred to for details.

Thg naIurg of lan...Age etsficimigy.

People tend io think of language, like intelligence, as a

single, simple. unitary capacity, easily measur'able by a single

test. However, rec.trit research indicates that langui.ge s not a

unitary skill, but rather a complex configuration of ablities.

Most importantly, it seems that language used for conversational

pusposes is quite different from language used for school

learning, and that ttr, former develops earlier than the latter.

In the context of bilingual education, this means that

children become conversationally fluent in English before they

develop tne ability actually to use English in academic

situations. Bilingual programs are commonly criticized for

keeping students too long, even after their :English is

'adequate.' English skill judged as 'adequate' in an informal

conversation, or anen on ft simple test, may not mean that the

child's skills are adequate for understanding a teacher's

explanation, for reading a taxtbook, or for writing

composition. Research telis us that conversational adequacy is

not the appropriate criterion for mainstreaming students.

We recommend that one major goal of bilingual education

stould be the development of
the full reBeLt2iL2 a linsmi§tis

ak1112 in gnglian, in preparation for participation in mainstream

classes.
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The velationshig gf the two languages.

A major argument against bilingual education has been that

it does not develop English rapidly enough because of its

emphasis on the native language. However, the majo premise of

this argument--that the time spent in the classroom using the

native language is wasted or lost--is overwhelmingly rejected by

research. First, a strong native language foundation acts as a

support in the learning of English, making it easier and faster.

Second, most of the learning that goes on in the native language

transfers readily to English. This is tvue for content areas

like math, science, and social studies, but also for skills in

speaking, reading, and writing. The child who already

understands why *tres por ocho es igual a cuatro por seis will

not need to be taught such number equivalences again in English.

Similarly, tle child .0,o, knows how to write a topic sentence or

1,ok up a word in the dictionary in Portuguese or Chinese will

have these skills available for use in the English classroom.

The implication of this finding is that time spent working

and studying in the native language in bilingual classrooms is

not time lost in developing the skills needed for school success.

Becoming fluent in a second language does not necessarily mean

losing the first language, nor does maintenance of the first

language retard the development of the second language.

The rglationshig of language and general mental fuggtioning.

There exists a persistent belief that for minority children,

bilingualism confuses the mind and retards cognitive development.

This belief is founded on some early attempts to explain why

immigrants from southern and eastevn Europe were performing

poorly on IQ tests. However, current research shows that there

is no such thing as retardation caused by bilingualism; if

anything, the development of a second language can have positive

effects on thinking skills. The advantao,-, of bilingual illildren

over monolingual children in cognitive flexibility has ?ieen shown

in a number of different studies, particularly in conte:Its of
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additive bilingualism where the second language is added while

the Native language is maintained.

These findings suggest that there is ro cognitive zost to

the development of bilingualism in children, and very possibly

bilingualism brings with it the added bonus of the enhancement of

children's thinking skills.

The gifferenCte tetrteD 1giL chilartr

Research cautions against attempting to formulate policy

based on the observation of a limited number of children. There

are, to be sure, documented cases of cialdren who rapidly acquire

a second language. However, the research shows these chilchen to

be the exception rather than the rule. There are tremendous

variations across different children in the rate at which they

learn the second language, and the process is not as painless as

one would want to believe. The variation is due to a multitude

of factors, including cultural background, the strength of the

native language, home language environment, personality,

attitude, and aptitude for learning languages.

hilingual education programs should have the flexibility to

adjust to these large individual and cultural variations.

Furthermore, educators should develop the expectation that it is

not abnormal for some studentS to need bilingual instruction for

relatively long periods of time, whereas others for whom all the

individual and cultural factors support second language learning,

may exit from bilingual programs quite quickly.

Ibe 221igg1 Age stmg leggkege

Many people believe that only children can learn a second

language quickly and easily., and that if children have not

mastered the second langune by early schoel years, they never

will. This belief has been responsible for a sense of urgency in

introducing English to non-English speakinl children, and for

worries about postponing children's exit from bilingual programs.

However, the belief that children are fast and effortless

second language learners has no basis in fact. Tmermgers and

adults are much more efficient 1 than elementary school
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children, and 4th to 7th graders are faster than 1st to 3rd

graders. Research in Canada has shown that one year of immersion

in the second language classrcom envir.onment at 7th grade is

worth three years' immersion starting at 1st grade. Especially

for primary grade children, it is important to realize that

second language learning is likely to be a very slow process; but

also that it can still be successful if started much later than

age 5 or 6.

Bilingual programs should be designed with the expectation

that young school age children learn second languages rather

slowly, and will need several years of learning before their

English is as good as that of children who have been speaking it

since birth. Complementarily, it should be recognized that

starting to speak English even as late as high school is no

barrier to learning to speak it very well.

Literacy

Perhaps tne major task of schools is teaching children to

read. Although reading scores for American children in general

have improved during the last 15 years, the most recent results

of the National Assessment of Educational Progress indicate that

Hispanic children still lag far behind English-speaking children

in reading achievement. Furthermore the gap widens at higher

grades; poor reading skills in late elementary and secondary

school children mean that such children are having trouble in all

their school subjects, since their ability to comprehend

textbooks in science, math, social studies, and other areas is

inadequate.

Many factors contribute.to children's being good or poor

readers, as documented in the recent report of the Commission on

Reading. 'Becoming a Nation of Readers'. One source of help to

children's reading is the home; homes where children have access

to time alone with adults, where literacy is modeled, displayed

and valuedp and where parents' attitudes emphasize learning and

school achievement typically produce children who have little

difficulty learning to read. For children whose homes do not.
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provide this kind of support to literacy, learning to read is a

difficult task, and one which can much better be started in the

home language--the language the child knows best. These children

often don't really know 'what resding is all about"--the nature

and purpose of literacy. Such children are at serious risk for

failure to learn to read if the problem of reading itself is made

more difficult for them by being presented in a language they

control poorly. Children whose homes support literacy

acquisition will be able to learn to read in a second language

with little trouble; children whose homes can offer little

support need the help of excellent schools, excellent teachers,

and a reading program in the home language. Once the basic

principles of reading are mastered in the home language, reading

skills transfer quickly and easily tO a second language.

Bilingual programs should concentrate on providing literacy

skills in the home language, especially for those children whose

parents have little education and poor literacy skills. The

introduction of reading in English can be safely and efficiently

postponed until after reading in the home language has been

mastered. Reading achievement in English will he higher, and

will be attaibed in less time, if reading is taught first in the

home language.

Social IntgEactional fact0L2 in Becna IRBagage acSMA211.129

Obviously, having the opportunity to talk to a native

speaker of English can only help in learning English. A

criticism often leveled at bilingual programs is that they

isolate non-English speaking children from the English speakers

who should be their friends,sand who should be helpino them learn
English.

It is not the case, though,
that merely playing with other

children contributes much to the kind of langklage skills needed

for school success. Young children can play, and have fun, arW

even 'talk' together with rather little solid knowlebye of each

other's language. Learning the English language skills needed

41



37

for school success requires much more, for most children, than

just the ability to find some English-speaking playmates.

Children, like adults, only interact with people they like

or admire. If non-English speaking children in mainstream

classrooms come from groups that are negatively stereotyped by

the English speakers, they will not easily find English speaking

playmates. A major factor in giving minority children access to

social interactions with English speaking peers is upgrading the

status of the minority group in the eyes of the majority. One

way to do this is to recognize the valuc of the minority group's

language and culture, for example, by using the language in the

school and by hiring teachers and administrators from that ethnic

background. A salubrious side effect of bilingual programs has

peen this kind of upgrading of previously stigmatized languages

and cultures, as a result of making them official within the

school.

Social interaction with English speakers can contribute to

children's learning English. But just putting minority children

in mainstream classrooms does imot ensure interaction. Submersion

in mainstream classrooms is most likely to result in eapid

progress in English for children who do not come from negatively

stereotyped minority groups, and for children who have strong

language, literacy, and school-relevant skills in their native

language. Other children need bilingual programs.

Ggnclusions

Basic research is often dismissed as irrelevant to practical

problems. We feel, though, that much information of importance

to policy makers in the area of bilingual education has emerged

from research motivated by theoretical questions about language

and cognition. Some conclusions we would draw based on our

knowledge of the eeeee rch literature are:

Evaluation research, although of extremely poor quality,

suggests that bilingual education is superior to submersion

education in many educational contexts..
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One major goal of bilingual education should be the

development of the full rep .oire of linguistic skills in

English, in preparation for participation in mainstream

classes.

Time spent learning in the native language in bilingual

education is not time lost in developing English.

Children can become fluent in a second language without

losing the first language, and maintenance of the first

language does not retaid the development of the second

language.

There is no cognitive cost to the development of

bilingualism in children; very possibly bilingualism

enhances children's thinking skills.

Bilingual education programs should have the flexibility of

adjusting to the large individual and cultural

differences among children. Furthermore, educators should

develop the expectation that it is not abnormal for some

students to need bilingual instruction for relatively long

periods of time.

Educators should expect that young children will take

1 years to learn a second language to a level like

that of a native speaker. At the same time, they should not

have lower expectations of older learners, who can typically

learn languages quite quickly, and often end up speaking

them just as well as younger learners.

Particularly for children who on other grounds are at risk

for reading failure, reading should be taught in the native

language. Reading skills acquired in the native language

will transfer readily and quickly to English, and will

result in higher ultimate reading acheivement in English.

A major problem for minority group children is that young

English speaking children share the negative stereotypes of

their parents ann the society at large. Any action that

upgrades the status of the minority child and his language
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contributes to the child's opportunities for friendship with

native English speaking children.
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TEACHER PREPARATION FOR BILINGUAL EDUCATION

Reynaldo F. Macias
University of Southern California

0 Introduction.

Throughout the country the attention to the instructional needs of

limited English proficient students is heightened. In particular. school

districts and principals are faced wiri hiring or preparing current teachers

with the competencies to reach end teach these students. Unlike five and ten

years ago, we are in a much better position to identify the necessary

instructional competencies these teachers should demonstrate in order to be

effective teachers. There are, however, obstacles to delivering this

preparation and professional development. This essay outlines the context of

bilingual teacher preparation, alternative approaches to this preparation,

and implemenetation issues at the district and state levels.

1.0 The 4:hanging national educational picture

1.1lhazafaminament

The.recent rush of critiques and ';eforms aimed at improving the public

schools of the nation is leaving relatively little outside the scope of its

spotlight. Only a few of these studies and reports, however, have paid much

attention to the needs of language minority students. When they have paid

attention, the reports have gotten stuck is first gear, echoing the fears of

the English only movement that the sta,:ents will not learn English, and

recommending. without much concern for its educational soundness, massive

doses of English. 7he instructional implicitions of such a recommendation

are not thought out, leaving much variation in its interpretation by policy

makers and school district and state educational agency personnel.

Yet, these national reports and polemics have made a dent in the way we

talk about and define teacher preparation. Several different strategies are

being pursued throughout the nation to improve the quality of instruction in

the public schools. Some cf these strategies are:

o raise salaries in order to attract "better prepared teachers"--the

"get the brightest" strategy.

o move the education training to undergraduate. and even high school,

for longer and earlier preparatIon--the "get tem early" strategy.
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o add another professional ye'ar after the B.A. degree to better train

them to teach --the "keep 'em training longer" strategy.

o move away from the colleges and universities for the training and put

this responsibility on the school districts - -the "get 'em before the colleges

do" strategy.

o develop career ladders which distinguish amongst levels of teaching

proficiency towards which teachers can aspire and work --the "get tem

professionalized" strategy.

o bring in "content" experts to teach those subjects like math, science.

and history --the "let the experts teach" strategy.

These strategies. like most of the reports, focus on structural relationships

and not on the content of instruction. nor on the specific expertise needed

by the teachers to teach ffectively. These recommendations are often not

competency based, and so provide little guidance in changing what ought to 6e

done by teacher preparaticm programs.

1.2 The need for bilinnual Instruction.

Although there seems to be some disagreement over the exact number of

students in the nation in need of bilingual instruction, the estimates seem

to hover between 3.5 ani 5 million students of school age. These students

are in need of understandable instruction --instruction in a language which

they can understand --and of learning English well. The first goal is often

mediated by whether or not there are enough students to make up a self-

contained class of tho same language backgrounds approximately the same

age/grade, and within each others proximity (school or district). The

effectiveness of thc iastruction will depend on the training, preparation and

continued development of the instructicmal staff.

If we begin with understandable instruction in the native language, the

student is learning the school curriculum, and socializing to school

behavior. At the same timm that this instruction is taking place, the

student should be learning English. throu9h English language arts and English

as a second language instructional techniques, allowing
him/her to transfer

the knowledge learned through the native language to English language

classrooms. The students do not have to learn things twice. The ideal

situation would have bilingual teachers guiding this teaching and learning
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from initial schooling thru the transitiof process. (California State Dept.

of Education. 1983)

1.1 Th. need for bilingual_texchers pnd other professionals

The need for bilingual teachers is based on their unique classroom needs.

regardless of their numbers nationally. The number of bilingual teachers

needed is based on the estimate of limited English proficient students. If

we were to calculate the stimate of bilingual teacher need, without regard

to specific languages. proximity and age of the students, then we would need

between 100.000 and 200,000 bilingual teachers nationally. (see Table 1)

In addition to teachers, there is a need fol other educational personnel

who are proficient in the non-English language as well as English: home-

school coordinators, school psychologists. resource personnel, counselors,

special education and gifted program teachers. and others. In 1981, there

were approximately 134.000 teachers trained in English as a second language

teaching methods, but only 32.000 actually teaching ESL. and only 26.000

teaching through the non-English language. As we can see below, the

competencies required of an effective bilingual teacher go beyond the

knouledge of ESL methods, but there should be a concern as well for tFa large

number of trained or in-serviced personnel who may not be using their

language teaching skills in the classroom.

Table 1

Estimate of Bilingual Teacher Need

Teacher.Student ratio

Students in need 1: 75 1:3S

3.5 million 140.000 100.000

5 million 200.000 142.900

2.0 Alternative approaches to preparatioe

2.12.nasseastaac1iks_isr_affealysLacsallawaaLkadjajlingual instruction

There are several significant instructional features which make a

difference in student learning for monolingual teachers, which have been

found to be important for bilingual instruction as well. In addition there

are three additional instructional features for ffective bilingual
instruction.
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Those significant instructional features for effective instruction are:

o Us4, of "active" teaching behaviors, including giving directicms

clearly. describing tasks accurately. specifying how students will know when

the tasks are completed correctly. and presenting new information by using

appropriate strategies like explaining, outlining, and demonstrating. keeping

students, engagement in instructional tasks by pacing instruction

prropriately, by involving students actively. and by expressing expectations

for students, successful task completion, monitoring students, progress and

providing immediate feedback when necessary.

o Classroom management strategies include mixed ability grouping, and

appropirate variety of teaching styles (lectures. small group work. etc.)

The additional significant instructional features for bilingual teachers

include:

o Use of both langLAges for instruction. assuring not only

understandable instruction, but a clear nd positive environment and status

for each language.

o The 111tedWALLMM of English language development with academic skills

development.

o Understanding and ppropriate use of the cultural background and

diversity of the students to mediate learning, and classroom management.

These instructional characteristics can be translated into teacher

preparation competencies fairly easily. /n addition to the content knowledge

needed by the teacher, nd training in active behaviors, the well prepared

bilingual teacher must also be (1) proficient in each language (the non -

English language and English), (2) knowledgable in bilingual and second

language instructional methodologies (particularly those which integrate non -

language subject matter sstruction while mediating second language

acqu'zition, otherwise referred to as language based teaching). and (3)

familiar with the specific cultural backgrounds of the students he/she is

teaching. and appropriate instructional methods for multicultural education.

With th excopticm of the first competency that distinguishes the

ffective bilingual teacher from the monoloingual ones the other two--

bilingual and second language instructional methods, and culture

based/multicultural instructional strategies --should be part of the teacher
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preparation for all teachers throughout the nation. much of what takes place

in the classroom has been described as a linguisAc interaction. and

knowledge of and sensitivity to methods which help develop language skills

have been shown to be of benefit. The ability to address individual and

social group diversity derived from culture based teaching and multicultural

education can only help the teacher do away with sax, class. and race based

bias in the classroom, to the benefit of the students, community and nation.

Having identified some of the competencies of effective bilingual

teachers, how can they be prepared to acquire and use them? There are two

ways to address the answer to this questionpreparing new teachers, and re-

training current teachers. Preparation of teachers has taken place through

pre-service education, emergency or accelerated training programs, and

developing pre-teacher c aaaaa ladders.

2.2 Pre-service educatinneeuniversity based agproarhaq

There have been several strategies to create and improve pre-service

teacher education. Generally, this approach has involved the dc,!elopment of

specific courses relating to the unique aspects of bilingual instructions

o bilingual and ESL methods o teaching English reading

o history and culture of minorities o introduution to bilingual ed

Most often these courses were developed as electives to meet a particular

need or developed in response to credentialling requirements imposed by the

state. They very often are additional requirements to the basic credential

requirements.

S 1 teacher preparation programs have begun to emphasize

undergraduate education. and courses have been, and could be, developed which

would structure and sequence the "specialization" courses around the generic

competencies necessary to be a good teacher, rather than the courses in

addition to those one needs to complete the credential program. Learnino a

second language takes time, and there is a great need to have teachers

proficient in non-English larguages. Additional credit, coursework, years

abroad, and other options for including
non-English language proficiency for

teachers at the undergraduate levels would help develop this non-English

language instructional proficiency.
These language programs should be

communicatively based (rather than just learning grammar) and geared for

teacher preparation, maybe combined with instructional methods courses.
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The emergency programs are also designed as crash recruitment drives to

get an adult in the classroom while that person is undergoing training and

credentialling. These programs generally rect1170 at least a bachelors

degree, sometimes a non-English language fluency. They include a short (4 to

10 weeks) intensive training session in teaching methodology and curriculum,

and then the person is placed in a classroom with some type of guidance and

supervision while they attend courses at a nearby college or attend district

sponsored courses for the required state credential.

7.4 Pre-teacher career ladders

There are several approaches to career laddersthose ladders leading

towards becoming a credentialled teacher, and diversifying the teaching

profession in order to have senior teaching positions that would keep

teachers in the classroom through promotions, rather than seeing their

professional advancement through the ranks of administration, The first

approach to career ladders can be very fruitful in terms of numberse.g..

there are more bilingual instructional aides in California (16.000) than

there are credentialled bilingual teachers (8.000). and waivered teachers in

bilingual classrooms (7.000) together. Many of these aides do not have

degrees in higher education, and the career ladder programs tend to focus on

obtaining this education by supporting Associate of Arts and Bachelor degree

study. Few of the aides are included in in-service or other staff

development programs, and their classroom teachers are seldom trained in team

teaching. or teaching with an aidi. Many of the aides have the non-English

and English proficiencies required for bilingual classrooms, but do not have

the instructional competencies and content knowledge for the credentialling.

even through innovative apprenticeship programs.

Some of the concerns of school districts have included a fear that aides

are more transient than teachers and for the districts to invest in staff

development for aides only to have them leave the district is a losing

proposition. Very often, however, these aides are parents rooted in those

local communities. Some districts, with the support of union/employee

contracts are soliciting a commitment from the aides to stay with the

district for two years or a period of time that equals the training they
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receive as greater assurance to the district of a return for their training

investment.

The two fruitful directions in this area is to continue career ladder

training of aides, as well as the training of adults to be effective

instructional aides as paraprofessional partners in the instructional and

educational enterprise.

The retraining of teachers currently employed in the schools has taken

several approaches: in-service training including innovative approaches to

this training, testing certification, and importation or recertification of

foreign trained teachers.

2.5 In-service training of teachers

In order to meet the need for teachers with non-English language

competencies, many school districts have organized in-service programs for

already employed teachers to improve the teaching abilities with language

minorities, often to become more sensitive to cultural differences. and

sometimes. to learn the second language. These programs have either been

supported or opposed by teacher unions.

Union support and attitudes have varied. If the union views the training

as necessary to maintain current members in their jobs--,-Ty often the

attitude is "let's do the least necessary to maintain thesis positions."

Crash courses of 32 hours for second language competency have been developed

with disastrous results. Where the goal competencies are instructional

methodology and multicultural sensitivity, they have been a bit more

successful, but not much. Very often. these in-service programs have raiseo

the issue of how the unions do or do not represent the interests of ill their

members, including the bilingual and ESL teaching membership.

In other situatiuns, with union support, there have been district in-

service programs which have focussed on English as a second language

instructional methodology and techniques for all_teachers. whether they are

in bilingual classrooms or not. These programs attempt to improve the

quality of instruction for the district teaching staff, and although there

may be some teacher resistance, are generally more successful because the

approah is educationallly motivated rather than a bread and butter issue per

se. Generally these are nc'; one-time workshops. but attempt the development

of instructional competencies for the teachers. One of the more successful
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models of this in-service training has been the Multi-district Trainer of

Trainers Institute.

2,6 Innaxatimin3dftut4uati=mstrjrt Trainpr of Tralnors 7nstitutet

The multi-district trainer of trainers institute is being pioneered in

145 school districts in California and New York. It is a three year program

that requires intensive summer sessions with six follow-up sessions

throughout the year. Between sessions participants are instructed to do

classroom observations and peer coaching. The approach to this training is

unique in 1 respects. It is.motivated by several findings from the

staff development research literatures

o the most effective in-service teacher educators are other practicing

teachers, or a peer coaching system of teachers, researchers, and trainers;

o when the content of the training is given in small amounts over an

extended period of time, results are more positive than when content is

presented as an intensive one-shot workshop;

o in order to ensure transfer of training into the teacher's classroom,

follow-up coaching should be systematically included.

Elements of effective staff development includes

o the study of the theoretical basis or the rationale of teaching

methods;

o the observation of demonstrations by persons who are relatively expert

in th4 model;

o practice and feedback in protected conditions to ensure teacher

comfort and confidence; and

o coaching one another at the school to ensure continuous development

and use of the new skill.

These findings are supported by the conclusion that the type of training

makes a difference in whether or not the teachers will use the training in

their teaching. (see Table 2)

In utilizing the information w already have about effective staff

development programs (in monolingual settings). V. MITI is designed to

assure effective staff development fc,' bilingual teachers (variation:, are

being developed for administrators, and parents), through the followino 3

year formats

53,



49

o year 1 - content, process, practice, and curriculum (phase 1)

o year 2 - trainees train at school sites, coach to ensure transfer and

receive new content (phase 2)

o year 3 - improvement of district curriculum and staff development

program.

Table 2

Effectiveness of Different Types of Teacher Training

Type of training Degree of

Skill Development

Accurate

continuous use

in classroom

Theory only 5% 5%

Theory and demonstrations 50% 5%

Theory, demos, practice

and feedback 90% 5%

Theory, demos, practice

feedback. coaching 90 - 100% 75 - 90%

Source: Calderon and Speigel-Coleman. 1984. p. 74)

Preliminary results of some of the institutes are showing very good

success. with 90% of former institute participants having had some impact on

curriculum or program implementation at the school or district level. The

elements which were identified as critical for the process portion of the

training Included:

o 5-10 hours of teacher information processing activities;

o 10-15 hours of demonstrations of each teaching model;

o 15-20 hours of practice with feedback for each model;

o 10-15 hours of practice giVing technical and Informal feedback to

peers; and

o once a week peer observations and coaching sessions at the school site

for the first two months of classroom implementation.

(Calderon. 1986)

In addition to this approach to staff development, the effectiveness of

the teachers &ponds on understanding the "change process" in institutions
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and complex organizations. as well as adeinistrat;ve support from strong

principals involved in Instructional leadership, and supportive parent

partitipation in the schooling (as opposed to schools) of their children.

NTT/s focussed on these two "constituencies" are also being developed.

7.7 The tevtIng and certtfiration rnu+n

There are many teachers who do not have specialist credentials as a

bilingual teacher who find themselves in a situation where they need to

obtain the specialist credentials. Several states have Instituted a short

certificate route for obtaining the additional needed training. Unlike

teaching credentials per se these certificates (or endorsements) are viewed

as "content" specialists. The range of required or recommended training is

very great and ranges from a couple of courses to a couple of years training.

These are often patterned after the large number of English as a second

language certificate programs available throughout the country, with the

exception that many of the ESL certificate programs attempt to meet some of

the guidelines for such programs set out by the national Teachers of English

to Speakers of Other Languages (TESOL) organization. The parallel National

Association for Bilingual education does not have a similar set of bilingual

teacher preparation or certificate guidelines.

In additicm to these short certificate training programs. several states

allow for these specialist competencies to be demonstrated through a test.

In Califernia this test (the Bilingual Certificate of Ccepetency Examination)

is standardized for the Spanish-English certificate, but not for the other

languages, although.the examination can only be taken through a state .

authorized assessor agency. It purports to examine competencies in the non-

English language. bilingual and second language acquisition theory and

instructional methodology, and cross knowledge. Again, more

candidates pass these last two area :J1,:n do the non-English fluency

examination.

We should keep in mind that states have also developed a "Waiver" process

whereby teachers may waive the state requirements for bilingual teacher

competencies for specified periods of time while they are enrolled in a

specialist training program or are coepleting their testing. This allows

them to stay teaching in the classroom, usually with additional support. such .

as an Instructional aide who can speak the language of the students.
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2.8 Innovative modelenmlnterim Professional Courtney Crodentiale,

This idea for meeting the need for bilingual teachers is not new, but

does demand expansicm and modification if it is a viable teacher preparation

strategy. The thrust of this alternative is to identify (e.g.. refugees) or

to "Import" to the United States. native speakers ef the non-English language

who have been trained as teachrs in their hcme country. Teacher programs

which "Import" these professionals, do so usually at their home government's

expense for a short period of time. An alternative to this short period of

time would be 6 to 10 years. For teachers who have taken up permanent

residency in the U.S.. this period of time could be used as part of a re

certification period.

These teachers could be given a courtesy credential (possibly termed a

Teacher Associate which would be above an instructional aide, but not a fully

credentialled teacher) .to teach in a host state, teamed with a fully

credentialled English fluent teacher. These teacher associates would be

enrolled in a staff development career growth program. very much like the

MITI, with the addition of English language training and an orientation to

U.S. schools. Since second language acquisiticm takes time, the teacher

associates would be given six years to become proficient enough in English to

be fully credentialled as a teacher.

2.0 rareer ladders as nrofessional diversification

The professional diversificaticm of the instructional roles in education

has produced mentor Or master teachers as new categories, often tied to

additional responsi011ities like training new teachers, in exchange for

incentive pay. These have generally not addressed bilingual education per

se. although the model is equally applicable, particularly since the

specialization of a teacher in the bilingual/ESL area is akin to a general

medical practitioner specializing as 4 surgeon. A master bilingual teacher.

would in effect be akin to a surgeon who teaches the specialization to

general practitioners.

3.0 Implementation issese la teacher preparation and development

1.1 Tncontivee --pay differentials

A number of school districts have accepted the concept of pay

differentials for specialist credential training. In some instances this

involves additional pay for additional hours of work related to being a
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specialist teacher (additional preparation time, assistance to other non-

specialist teachers. etc.). This might be in the form of a stipend. or in

the form of a percentage of the base salary. Other districts are

implementing a pay differential without the additional time or duties.

For teachers who are in the process of completing specialist credentials,

or competency examinations, there might be money incentives to complete the

training, or with successful completion of the examination or credentialling

process.

1.2 Coneistencv and standards in specialist credentials. certificates.

antLandnruments.

Mith the tremendous variation of credentialling and required

bilingual/language competencies between states, there is a concern for the

transferrability of specialist credentials across states. In particular.

this inconsistency reflects the lack of recognition of the competencies

required for effective language and language based teaching. There is a need

for greater dissemination of these competencies. and effective practices

throughout t%11 nation.

!lei elffrom .1111 //

The greatest and most critical concern is assuring the transfer of the

training, whether pre-service or in-service, to use in the classroom. The

single most often used mode for the training, other than university

coursework. is the one-shot vorkshop. As we can see above in Table 2. this

approach to staff development does not transfer well to classroom use.

LA-Thalning-In-Isalatign

Much of the training which takes place is directed at teachers in

isolation from other instructional or administrative personnel. This

training must be complemented with training for administrators and school

site staff for support and collaboration. It is particularly important to

embed this training within the context of school change. Mors than just the

addition of instructional skills, this training of bilingual competencies

involves a "paradigm shift" in teaching which permeates the instructional

process. Teachers must believe that language minority students can and will

learn, and that, the use of the non-English language is not unAmerican. If

teachers resist the purposes of bilingual education, then this training will

not be useful, nor will the programs be successful..nor will the students
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learh. This paradigm shift is especially critical in in-service training of

currently employed teachers. No additional training overcomes a teacher's

expectation that a child. or group of children. will not learn.

- -I ." . ment

Administrators and master teachers should have the means to evaluate the

performance of teachers. in order to better plan with and for them the staff

development/professional growth programs they need for improving the quality

of instruction for languagerminority students and for all students. (Marks,

in press)

LLInashaz_induattra

How do you help new teachers teach better, and how do you retain them?

Several colleges and universities have begun addressing both of these

questions by developing models of teacher induction which include a variety

of elements. Districts have helped new teachers through the stresses of

initial teaching by assigning a master, mentor teacher. or just a buddy

system amongst teachers. providing resources for development of the many

teacher made materials needed at the beginning of a teacher's career and in

other ways. Since the first two years of teaching are the most critical in

teacher retention, we must provide greater attention to this period of

teacher preparation and development.

Illoacber_catoatim

The need for bilingual teachers and their short supply has given rise to

additional competition between districts for these teachers. Keeping

teachers within a district has beCome a concern to maintain good quality

Instruction. Another concern in teacher retention is the additional

Instructional .6.,1 administrative burden placed on the few bilingual teachers

such that they "burn out" more quickly than other teachers. Many then

request being ro-assigned to a non-bilingual classroom, or leave teaching for

administrative or non-education employment. The concern for so many teachers

trained in ESL methods and not teaching in bilingual classrooms, or bilingual

teachers who do nbt use their non-English language abilities is also of

concern. (se. section 1.3)
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4.0 Unary and Recommesdatioss

4.1 Follov-untitsfeof_comnetencles

Whether bilingual teacher preparation takes place as pre-servIce or In-

ssrvlce education. we must assure transfer of the competencies to the

classroom. The critical elements to assure this transfer ars outlined above

(see section 2.6). with the one critical element of coaching.

-

Most of the largest school districts within the naticm have a majority of

their enrollments being racial/ethnic minorities. The need for understanding

individual and group differences Is more critical today than at any time In

our country's history. All teachers should have cross-cultural teaching

strategies and competencies. Since much of the teacher student Interaction

in the classroom can be seen as a series of linguistic Interactions, then

understanding the communicative strategies of language based Instruction can

only Improve the quality of teaching. by assuring comprehenslcm and

comprehensible instruction for all students.

Support for NDEA type International travel, professional growth plans.

tax credits for professional growth Incentives, with adequate and reasonable

time periods for learning second languages for teaching purposes addresses

the most difficult teacher preparation competency In this area. We need to

capitalize as well, on the various non-English language resources within the

nation, focussing on developing the literacy and teaching skills of the

Individuals who already have those language abilities.

Ad_ltalaing_far_aistes_Imlijrar&Affictlya

Me need for concentrated preparation of Instructional aides as

paraprofessionals should Include competencies In bilingual, second language

Instructional methodologies as well as general teaching methods (Joyce and

Well. 1900), curriculum content, and team teaching strategies.

4.0 Dissemination of information

Information dissemination should be supported and coordinated with

national teacher and other educational organizations as well as the various

information clearinghouses (e.g.. National Clearinghouse for Bilingual

5 9



55

Education. Educational Resources Information Clearinghouses). This

information dissemination should include effective language and language

based instructional practices and their concemitant necessary teacher

competencies. a promotion of effective staff development strategies.

programs. and practices. credential/certificate/endorsement requirements and

recommendations across the states, and their resultant successes in t_e

school s
4.6 Facilitation of earlier teacher preparation and career growth

The recognition that teaching involves greater and earlier professicoal

development as well as continued profmmional growth is ilmortant in some the

government's actitivities. Undergraduate student loans. grants. loan

forgiveness programs for teachers are sane of these activities, but so are

career growth tax credits and incentives.

4 7 Facllitat,

The federal government can facilitate the recredentialling of foreign

trained teachers by identifying it as a critical profession for immigration.

and by coordinating and facilitating teacher exchange programs with other

n-tional governments (the credentialling for which is already available

through some states).

Note 1: f would like to thank margarita Calderon,
David Marsh, and Merle Marks

for reviewing drafts of this paper and providing comments.
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ISSUES IN ESTIMATES OF THE NUMBER OF
LLMITED ENGLISH PROFICIENT STUDENTS

Daniel M. Ulibarri

Director, National Clearinghouse
for Bilingual Education

Differences in estimates of..the limited-Eng133h-proficient

population derive from efforts to count the number of children

according to different definitions and interpretations of

ligibility for services. At issue are the criteria for

determining which language minority children are in need of

English and native language related services. Thus, the problem

is not simply one of differences in number of ligible children,

but one in which the actual definition of who is eligible also

varies. Current differences in estimates represent different

definitions based on progressively restrictive characteristics

for defining the eligible limited-English-proficient population.

Serious cOnsideration needs to be given to the educational

implicat!ons and consequent characterization of the eligible LEP

population. Definitions need to be considered in terms of

whether they actually ncompass (or xclude) language minority

children who do not succeed in mainstream classrooms because they

need language related services. The overriding concerns are: 1)

who are the eligible language minority limited-English-proficient

population (i.e., which language minority students need language

related services); 2) what is their estimated number; and 3) how

valid and reliable is the stimate. It is suggested tt'at the

main issue may not be the total number of students who are

eligible, but rather the definitiun of who is eligible; the more

restrictive the definition for eligibility, the more the number

of LEP students dec eeeeee .
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Counting the Number of LEP Students

As required by the Bilingual Education Act, efforts were begun in

1978 to estimate the number of limited-Engliel-proficient (LEP)

students eligible or in need of special language services. The

resulting data has led to a controversy within the Department of

Education and the field of bilingual education over differences

in estimates being produced.

Prior to 1984 here were four main studies that were used for

estibsting the num:aer f LEP students in the United States. They

are:

o Children's English and Services Study (CESS), Language

Minority Children with Limited English Proficiency in the

United States (O'Malley, 1981);

o ProJections of Non-English Language Minority Population

(Oxford, at al, 1981);

o Sise of the Eligible Language Minority Population (Barnes

and Milne, 1981);

o Students with a Primary Language other than English:

Distribution and Service Rates (Milne and Gompert, 1981).

Of these four, only two (O'Malley, 1981; Oxford, et al, 198)

were specifically conducted for the sole purpose of obtaining

estimates of.the ligible LEP student population under the

Public Law 95-561). These studies were based on the same data

set and formed the basis for the current U.S. Department of

Education figures. Estimates provided by these two studies

ranged from 2.6 million (in 1978) to 2.4 million (projected to

1985) LEP school age students age 5 to 14. Then Secretary of

Education Bell relied on the 2.6 million figure because it

resulted from a study designated for the sole purpose of

providing the department with these estimates.
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The other two studies (Barnes and Milne, 1981; Milne and Gombert,

1981) were conducted to estimate the number of students eligible

according to different interpretations and different definitions

of limited English proficiency than provided for by federal law.

The results were based on secondary analyses of existent data

bases which were obtained for other purposes and which did not

necessarily include measures of English language proficiency.

The studies were to provide estimates according to United States

Department of Education proposed rules (i.e. NPRM, 1980) which

defined eligibility or limited-English-proficiency in terms of

dependency on a native language as well as limited English

speaking ability. Estimates produced by these two studies ranged

from 700,000 to 1.3 million LEP students in grades K-12 in 1978.

Current Estimates

There are two studies currently being conducted with Part C Title

VII funds to estimate the number of LEP students in the United

States. These are the "English Language Proficiency (ELP) Study"

being conducted the U.S. Bureau of the Census and the

"Longitudinal Evaluation of Services Provided to LEP Students"

being conducted by Development Associates, private contractor,.

The ELP study uses informaiion on language background obtained

from the 1980 census to identify pool of households in which

caildren of school age could be tested. The measure or test of

English language proficiency used is the same test used in the

CESS study on which previous national stimates are based.

Preliminary findings estimate more than 2.6 million LEP students

ages 5-14 for 1982. An algorithm is being developed to finalise

these figures.

The "Longitudinal Evaluation Study" was not originally intended

to provide estimates of the LEP populat4on. This objective was

later added onto the contract. Estimates are based on

definitions of LEP which may or may not bit consistent with'the
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Title VII definition. Respondents were provided with a

definition that was similar to that provied in Title VII

legislation and asked to provide counts. Two estimates are

provided: one for district-level information and another based

on school-level information. Neither of these estimates is

necessarily based on actual test data. Rather, each is based on

responses to the question of how many LEP students were enrolled

in the districc or school. Based on this type of informat)on

gathering, district-level estimates were 840,000 LEP students in

K-6 (1.35 million for K-12) and school-level estimates were

767,000 LEP students in K-6.

The difference between the'district-level and school-level

estimates for K-6 is statistically significant according to the

Development Associates report. District-level data are reported

to be the more accurate and reliable. Local-level estimates for

K-I2 were not provided, and district-level estimates are

extrapolated estimates for grades (7-12) for which not data was

collected.

The major studies reporting different numbers have come from the

National Institute of Education (NIE), Office of Planning, Budget,

and Evaluation (OM), and the Bureau of the Census. NIE

conducted the first and perhaps the most ambitious study in thiLt

a specific test, Language Measurement and A aaaaa ment Instrument

(Lli&AI) was developed for the purpose of assessing language

proficiency so that national estimates could be made (CESS,

1978). Later reports by OPBE were based on reanalysis of

existing and sometimes questionable data sets as well as

definitions inconsistent with Title VII (Barnes and Milne, 1981)

or on secondhand data of an aggregate nature (Development

Associates, 1984). The ELP study is based on information and

direction provided by OBEMLA, NIE and OPBE, with most input

provided by OPBE. While this study uses the same test (LM&AI)

that was used in the earlier NIE study, different scoring
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procedure for determining language proficiency and a special

algorithm (in progress) for estimating the size of the LEP

population is used.

Differen,:es in Definitims -of LEP

The basic issue underlying identification of LEP minority

language students is different definitions that are used to

describe students from a non-native English background and in the

procedures that are used to measure the students' English

language proficiency. With few exceptions, all of the studies or

reports dealing with estimating the number of LEP students have

been conducted with Title VII funds provided through Part C of

the Bilingual Education Act. Thus, their adherence, at least in

principle, to the Title VII definition would be expected.

Nevertheless, some of the studies have applied different

operational definitions of limited English proficiency and hence

have produced estimates that are based on a redefinition of who

should be elgible for services, rather than the number of

students who should be eligible under the Title VII definition.

The standard definition of limited English proficiency is that

provided for in Title VII. It includes

individuals who because of a non-native English language

background "have sufficient difficulty speaking, reading,

writing, or understanding the English language to deny such

individuals the opportunity to learn successfully in classrc

where the language of instruction is English or to participate

fully in our society." It is important to note that "native

language" is defined as the language normally used or "in the

ease of a child, the language normally used by the parents of the

child." It is the implementation of this definition into

practice where differences'and disagreements occur.

The more interesting question concerns the disparity in the range

of stimates, from 700,000 to 2.6 million-school-age children.

60-778 0 - 86 - 3
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While differences in definitions and methodology provide ready

explanation (Ulibarri, 1982), one might inquire as to why

different definitions and methods have been used within the

Federal sovernment, so that one is left with internal

disag t and contradictory reports to both the Secretary of

Education and the Congress. In 1983 former Secretary of

Education Bell was provided with three separate reports and three

different estimates. Only one of these reports was conducted for

the purpose of providing estAmates and was the one used.

Nevertheless, two reports containing different and substantially

lower estimates were being pr000sed to 'he Secretary by OPBE.

These reports had been severely criticized by a panel of exports

drawn togethrr at NIE, some of whom were involved in the original

studies on which OPBE estimates were based and who stated

emphatically that estimates based on their data was

inappropriate.

A specific case in polk.t is the use of "Sustaining Effects Study"

(SES) data. This study was conducted to evaluate Title I. In

the introduction the authors specifically state that students who

were LEP, in bilingual programr, cr receiving language relsted

services were excluded froi the study to avoid confounding the

evaluation. Nevertheless, OPBE continues to use and report

estimates derived from the SES database despite the authors'

disclaimers. The SES database is also being used to evaluate

the effects of bilingual and immersion programs in another Pv-t C

study (Ramirez, 1985).

The differences existing in both the meaning of limited English

proficiency and in the way it is measured has contributed to the

confusion surrounding the issue of delivery of services. While

differences in measurement are tolerable, and indeed should occur

for local programs, differences in moaning should not. It is

with respect to the meaning of what it is to be LEP where

hers have made errors and produced controversy. Yet,
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federal law clearly states that limited English proficiency

refers to the ability of non-English language background students

to benefit or hove an equal opportunity to benefit from

Instruction provided in English.

The issue of the students so-called "language dominance" is

irrelevant with regard to eligibility since the federal law also

provider that in "the case of children," native language is

defined as the language normally used by the child's parents.

Thus, a child does not have to be proficient in the r.ative

language to be eligible for services; only have a "native

language" other than English and be limited Jr, English

proficiency. This is because what is relevant is whether the

student is likely to or is.having academic difficulties in school

that are language background related. And it is here where

"flexibility" in measurement can, does and should occur. The

English language proficiency required to succeed in various

school districts *cross the country is not nec sssss ily the same

because of the nature of the students, the school and a myriad of

other local characteristics. That is to say that students would

be able to benefit with different levels of English language

proficiency not because there are lower expectations, or because

the language skills are not important or needed, but because the

level of competition and delivery of subject matter would be

designed to take into account the salient characteristics and

needs of the students am reflected In their particular community.

Thus, while local control and flexibility are nec sssss y io

detert;.ning how to best LEP with respect to their schools,

the ability to succeed in the mainstream classroom should be the

underlying commonality across all schools and states.
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Implications for Delivery of Services

There are certain changes in the characteristics of LEP students

that ,'ave impli-t.ations for the delivery of serviceS. The most

relevent hi.ve v-o do with the size of the LEP popu:)slioA and its'

heterogeneity. The size of the LEP population has rontinued to

increase according to state data and other recent estimates, end

the number of language groups counted has also become more

varied. Even within a particular language group there are

noticeable differences in both English language proficiency and

native language proficiency r 11 as differences in prior

educational experiences in the native language.

Some of these observed changes can be attributed to different

(although not aec aaaaa ily better) assessment procedures and to

the growing concensus that literacy skills or academic language

proficiency be included in ment procedures. Nevertheless,

immigration patterns have also contributed to these changes in

both the size and demographic characteristic of the LEP

population in the Unite States.

Because of the changes in the characteristics of the LEP students

population, flexibility in how language services are delivered is

important. There is a need for alternative programs of services

for LEI' students for a variety of reasons such as local

resources, heterogeneity of language groups, and desography

within a school district (e.g., pocket populations) Not all of

these reasons have to do with sound pedagogical p.aci.ice but they

nevertheless contribute to whether a program is likely to be

implemented successfully and hence whether a student is likely to
benefit from the program of services.

The most significant impliCation has to do with attempts to

estimate the size of the LEP student population by claiming that

LEP students should be those most in need IL the non-English
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speaking) or must be domiNant in their native language. Efforts

to produce smaller estimates based on these arguments circumvent

the intent of Congress and the Bilingual Education Act since they

essentially redefine the eligible LEP population as described

under the law. This position is based on the false assumption

that the only services provided under the Bilingual Education Act

and being implemented in the schools are those that use the

student's native language. It therefore follows that if students

are be taught in their native language, then they should be

dominant in that language. However, the majority of programs

provided to LEP students, including those funded by federal

bilingual education funds do not use the native language

exclusively and more than half do not use it at all. Moreover,

the students in these programs are non-English language

background students who are not succeeding in mainstream

classrooms as determined by local definitions. In other words

the LEP students are identified 12;. local definitions which are

consistent with tha definition provided for in the law.

Thus, the current controversy and polarization over alternative

methods is somewhat moot since in practice school districts

already provide a variety of services. Schools do not differ

with respect to the kinds of services they provide and this is

true regardless of the label given a program. That is, it is not

uncommon to find that bilingual prograr and 1 ion programa

consist of the same servics, use the same amounts of the native

language, and serve the same students (who have switched from one

program of service to another).

Evaltions of bilingual programs and alternative programs have

revealed that while progr4.m labele may vary greatly, there eeeee

to be little difference in the actual classroom application.

Most schools (over 51%) provide services which do not use the

students native language and an even higher percentage do not

70



66

have teachers that speak the students' native language

(Development Associates, 1984).

Most evaluations of "bilingual education" have been evaluating

results of programs that do not use the native language, and yet,

based on these results bilingual education continues to be

criticized as ineffective. Therefore, one could conclude that

the equivocal results regarding program effectiveness are due for

the most part to problems of how servicea are delivered. In

short, evaluations of bilingual and alternative programa provide

the same results since in nractice there is really no difference

in the types of services students end up rezeiving. Moreover, it

is safe to say that socalled national evaluatio:ts of bilingual

programs as well as some state programn (e.g., Texas Education

Agency, 1985; Ulibarri & DeAvila, 1986) are really sveluat:ons of

altnrnative programs.

It is clear that alternative programs already exist and appear to

he the majority that are offered for those students receiving

servi-les. The argument, if there is to be one, is that bilingual

programs have not been fully implemented and that it is the

altrnative programs that have produced the current equivocal

evaluation results. The current argument to change legislation

or to expand money for alternative prJgrams is simply uninformed

and based on a misunderstanding of the field of bilingual

education. Alternative programs exist legally under current

legislation. More importantly, identification of LEP students,

and delivery of services are already completely under local

control. The discussion should therefore be on the quality of

services being provided and other ways to help local school

districts, rather than on legislak.cve or policy issues that sery4

to cloud t'e issue and ultimately prevent the education of LEP

students.
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The limited educational outcomes of children hum language minority

backgrounds is a well documented fact-see e.g. The Condition of

Education. 1981 (National Center for Education Statistics, 1981). The

Federal Bilingual Education Act (Title VII ot the Elementary and Secondary

Education Act of 1965) provides support for transitional bilingual

education programs promoting limited English proficient children's school

achievement and children's rapid development of English skills. A major

goal of Title VII programs is to transition children as quickly as possible

into English-only instruction. At present, there is a great deal of

controversy regarding the effectiveness of programs. The Department of

Education has proposed new amendments to the Bilingual Education Act

(Bennet, 1986) which would permit increased funding of Title VII

programs which would be of an inn; vative character and not require

instruction in children's non-English native language. An important motive

for the suggested changes is the belief ttat existing bilingual programs

have proven ineffective and that schoot dmiricts need greater flexibility

In configuring education for limited.English protit.ient children glven

available resources and school priorities.

In light of these concerns, I will discuss some research theory and

findings which are relevant to improved educational practices for children

who are presently targb-Alfor bilingual education instruction. As will

become evident, I judge ,,t-irrent research supports the use of
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non-English instruction with limited-English proficient children, and that

innovative programs of instruction will be most effective only if

non-Engrsh instruction is included and combined with English language

instruction. I am supportive of the concept of innovative programs

because research findings have begun to accumulate suggestino that there

are major improvements which we can make in designing classroom

learning tasks, in maxing education relevant to children's experiences, in

involving parents in stimulating children's leaming, and in the training of

teachers.

Why Learning Issues Become Obscured

It is diff'cuif for the public at iarge to understand the social

complexity of bilingualism and cultural diversity extant within in our

society. Data from the 1980 Census suggest that a non-English language is

spoken at home by about 10 percent of the population (Macias & Spencer,

1983). The high concentration of Hispanic. Asian, and other language

minority populations in certain states, regions, and urban areas of the

country has raised concern on the part of some citizens. An unwarranted

fear has arisen that bilingual education might promote social and cultural

instability, and further, that widespread, public use of non-English

languages retards the cultural and social assimilation of non-English

background persons into an alleged "American mainstream." Yet another

fear, is that, somehow, bilingual educeon might lead to replacement of

English on a widespread social scale.

I will not discuss some Americans' fear of cuttural and social diversity

here, but will instead concentrate on research addressing fear that English
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may be replaced by non-English languages on a widespread scale. Veltman

(1981), in a federally funded study of language variation and language

change in the United States found no evidence to support the conclusion

that bilingual education might be allied with the widespread replacement

of English by non-English languages. Veltman based his work on data

stemming from the 1976 Survey on Income and Education (SIE). He

concluded that increases in the immigration rates of non-English

background persons were responsible for increased use of non-English

languages, but that English quickly became the preferred language of the

offspring of Immigrants. Data indicated that by the third generation of

offspring. English became the primary, if not sole language of descendants.

Laosa (1975) came to a similar conclusion in his study of

intergenerational language preferences of Cuban American, Mexican

American, and Puerto Rican families. Social preference for use of

non-English languages seem to be evident only in communities showing

high rates of contact with recent non-English background immigrants; in

these communities preference for use of the non-English language may be

maintained over generations (Language Policy Task Force, 1980). Frequency

of non-English use may also be high in communities where use of the

non-English language historically preceded use of Englishe.g. in

Southwest border communities and in Southern Colorado and New Mexico

(Ornstein-Galicia, 1981).

Hernandez-Chavez (1978) has argued that it is unrealistic to expect

tr,7t bilingual education programs could actually induce historical

maintenance of a non-English language in a community. He argued that

even so-called "maintenance bilingual education programs could not lead
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to such maintenance. Widespread maintenance could only result if the

non-English language were acceptable as a language of everyday discourse

in important social settingsa situation which is possible in only a few

American communities.

The positive social values of bilingualism are not widely acknowledged

by the American public. The ability of non-English background persons to

maintain proficiency in the non-English language and also to have strong

proficiency in English can itself promote intercommunication and

cooperation between immigrant non-Lnglish speakers and American

monolinguals at large. While many non-English background persons wish to

maintain and cultivate their cultural and ethnic heritage among

themselves and their descendents, survey evidence suggests that they

strongly see the advantage of their children becoming fluent in English.

Failure to accept existing diversity in the social, cultural, and

linguistic characterislcs of Americans impedes concem for the

educational outcomes of children from non-English backgrounds. Rather

than being concerned primarily with maximizing children's educational

progress, attention becomes siphoned-off into a concern fo. protecting the

stereotype of an American mainstream and in order to avoid the costs and

planning needed for bilingual programs. The immediate solution is to

require that limited English proficient children get by in monolingual

English programs with minimal language services. Attention is not

focused on maximally stimulating children's intellectual development.

Instead it tends to become focused on tracking children into remedial

programs in the hopes that deficiencies in academic performance can be

resolved by emphasis on basic skills taught via isolated drills and
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worksheet exercises. This "submersion strategy does not work and the

public at large pays the costs in the long-run in terms of unemployment

rates and lost economic productivity.

Educational Survey Trends

Recent federally funded research on the National Assessment of

Educational Progress (NAEP) and the High School and Beyond Longitudinal

Survey (HS&B) has produced valuable information on factors associated

with the !allure of language minority students to progress in ordinary

classrooms at rates comparable to those for non-minority White students.

The findings of this research point out a number of factors associated

with differences between the school achievement of language minority and

non-language minority students. A good deal of the educational

achievement advantage of monolingual non-minority students over

minority and language minority students is associated with a number of

interrelated factors. These factors include: parental education Pzvel,

length of family U.S. residence, family socioeconomic strAis, English

language proficiency, non-English language proficiency, preference for use

of a non-English language in the home, student aspirations, and

characteristics of school settings.

Urderstanding how various of the foregoing factors affect achievement

is no easy task given that the factors are all interrelated in the rea!

world. Fernandez & Nielsen (1986) provide one of the clearest

interpretations yet in the context of Hispanic high school students who

participated in the first wave of tb gh School and Beyond Longitudinal
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Survey. The study produced evidence consistent with previous research

(e.g. Jenks et. al.. 1972) indicating that parental education background anti

socioeconomic status were statistically significant predictors of

educational aspirations and of achievement test scores regardless of the

language status of students. The study also found some evidence that

student family's length of U.S. residence could act as a negative predictor

of students' aspirations and achievement. The most important finding of

the study, however, concerned the impact of students' language

characteristics on educational aspirations and school achievement

measures after controlling for the influence of other predictor variables.

Nielsen and Fernandez found that Hispanic students' self-ratings of

proficiency in English were significant predictors of student's

achievement test scores after controlling for the influence of other

variables. This is, of course, is not surprising. In addition, however, they

found two contrasting patterns with regard to the impact of Spanish on

prediction of academic achievement. First, they found that students'

self-ratings of proficiency in Spanish were statistically significant

predictors of achievement test scores. Second, in contrast to this finding,

they found that frequency of oral Spanish use acted as a negative predictor

of achievement test scores after controlling for other variables.

The finding that high proficiencY in a "on-English lan4e has a

positive impact on English language school achievement is consistent with

research and theory suggesting that bilinguals are capable of transferrkg

important language and thinking skills across similar tasks presented in

two languages (Cummins, 1981; Hakuta & Diaz, in press).
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The finding that frequent oral use of a non-English language is

negatively associated with achievement is more subtle M interpret. The

finding may be naively misinterpreted to imply that speaking the

non-English language itself causes poor school achievement because it

impedes thinking skills. There is no empirical basis for this folk belief

(Hakuta, 1986). Current research in sociolinguistics and ethnography of

communication suggests a more likely interpretation founded on empirical

research. Research by a number of investigators (see Duran, 1985 for a

review) indic-tes that preference for oral use of the non-English language

may be allied with limited knowledge of the conventions of English

language oral interaction In the schools, and just as importantly, with

teachers' limited familiarity with children's communicative competelce in

their native language.

Research Indicates that children need to develop skills in recogrfaing

norms for interaction in the classroom and how teachers' and cnildrens'

use of language maps onto the conduct of teaching and learning activities.

In order for communication to procede effectively both teachers and

students must share the same repertoire of norms for hcw to interact

appropriately in the conduct of learning activities. Communication and

learning may be inhibited in classrooms when teachers don't allow

students to exercise familiar commtinicative behaviors. Research

indicates that one of the major benefits of bilingual education programs is

that they promote children's development of academic interaction skills in

their native languageskills which can then be transfered into English

language classroom interaction as children's English skills develop.
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Survey research on language minority students also suggests that

students' aspirations for further schooling may be significantly related to

of=ltievement. National Assessment of Educational Progress data for

r84 indicated that language minority White andHispanic students in

rtta 4th, 8th, and 11th grades were less likely to judge that they would

complete high school than non language minority studenis (Baratz and

Durán, 1980. Other analyses of this data indicated a significant

relationship between students' NAEP reading achievement test scores and

their expectations for high school graduation after controlling for the

influence of other variables such as students' ethnic and language minority

status, parents' education level, materials in the home aiding education,

and a variety of student behaviors related to school achievement.

Results of this sort have important policy implications. They suggest

that interventions promoting students' educational aspirations may have a

positive impact on students' school achievement, though there is likely to

be a circular relationship between educational aspirations and school

achievement. Interestingly, these findings are consistent with syntheses

of research comparing educational achievement across different language

minority subgroups. Ogbu and Matute-Bianchl (1986), for example,

concluded lhat the greater acadern 1 Asian immigrants to the

U.S. relative to Hispanics (and Eleci;--, uan be explained in large part by the

higher educational aspiretions of Asians.

The Ogbu and Matute-Bianchi work is also valuable to cite because It

suggests that the educational support system of .he family is critical in

the development of educational aspirations. Ogbu anti Matute-Bchl

theorize that many Hispanic (and Black) children are socialized to expect
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that education will not pay-off as equitably for them as for non-minority

children. Wnile they theorize that the sources of these socialization

patterns lie in racial and social class discrimination against minority

persons, they suggest that the perpetuation of lowered educational

expectations can only be broken when minority group members themselves

raise their expectations. It is interesting to note that these latter views

are not inherently inconsistent with calls by the current Federal

Administration for directing more bilingual education funds towards

families involvement in the education of children. It would seem that the

major policy controversy which could arise would be the extent to which

.loropriace interventions would reflect the pals and values of language

.f.liority families themselves versus goals imposed external to

communities and families. For example, language minority families may

espouse some maintenance of the non-English language by children as well

as the learning è English as the primary language for schooling. These

views may conflict with those of program policy makers who view

extinction of non-English language . :e by children as a necessary goal.

Assessing the Impact of Bilingual Educallon Programs

Isolated evaliAtion studies of bilingual programs have shown only

occasional educational benefits to non-English background children

receMng bilingual education. Further examination of individual research

studies has shown them to be plagued often by shortcomings in research

design and methodological limitations (Baker & de Kanter, 1981; Troike,

1978). Recently, however, P. major meta-analysis study by Willig (1985)

which statistically controlled for the design characteristics of evaluation

studies has provided clear evidence that bilingual education programs

81,
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have a modest, but noteworthy, positive impact on language minority

children's achievement.

Willig examined 23 studies that had been reviewed previously as part

of a syntheses of bilingual evaluation studies by Baker and de Kanter

(1981). Baker and de Kanter had found very lb,: ',..iiparce that bilingual

programs had any impact on students' achievement. Willig's analyses of the

same studies found that variations in the methodological characterstics of

the studies tended to obscure evidence of bilingual children's improved

achievement relative to control group children not receiving bilingual

education. Using sophisticated statistical procedures, she was able to

control for the methodological characteristics of studies in estimating

the effect size of bilingual education and non-bilingual programs on

children's school achievement. Her findings favoring the impact of

bilingual programs on children's learning are dramatic because nothing in

her procedures induced favoritism for bilingual program ovel non-bilingual

programs. Her results could have shown that bilingual programs had less

posill:,E, impact on achlevement or no more impact on achievement than

non-bilingual programs. This did not occur. Bilingual education programs

were found to improve students' achievement more than comparison

non-bilingual programs. She stated ( p 259.1"... that the average student in

bilingual programs scored higher than 74% of the students in the

traditional [monolingual] programs when all test scores were aggregated."

She further noted that more attention is needed for the potential impact of

bilingual programs on achievement in school subjects such as social

studies and in science areas rather than data on language arts classes.

While data is sparse, she suggested that bilingual programs may have a

8 2
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positive irlpact on learning in subject matter areas not usually associated

with intensive use of English.

Evidence that bilingual education programs are effective and that

federal and state investments in such programs has been effective has

thus begun to emerge. It is fair to state, however, tiat we have just begun

to understand how bilingual programs work to improve IJaming and how

the benefits of such programs and other programs might enhance the

educational progress of language minority children.

Implications for Congressional Action

The foregoing discussion suggests the following policy implications for

Congress:

1. Deemphasis of non-English language instruction as part of
Title VII educational programs may hinder the educational
progress of limited English proficient -_ nildren from some
backgrounds. Hindrance of progress will be most evident for
those children whose parents show low educational attainment
and whose homes emphasize oral use of the non-English
language. Title VII programs' reliance or, natiseo language
instruction provides a vttal bridge between students'
communicative competence skills in tne native language and
ths learning of communicative competence skills in English.
Congress should not allow Title VII to be altered so as to
reduce the responsibility of schools to provide instruction in
the language which children know best. Providing instruction
in the native language does not work against the intent of
Title VII to develop children's English language skills so that
they are capable of pursuing schooling in English only.

2. Congress needs to continue its support of educational survey
research investigating educational attainment and
achievement pattems of linguistic minority children.
Research of this sort helps policy makers and educators in
analysing long term trends in the educatinn of linguistic
minority childreni3nd the impact of such trt.nds upon
educational policy at large.

83
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3. Congress should continuo its support of research on the impact
of Title VII programs on children's achievement and
educational outcomes. Evidence has emerged suggesting that
bilingual programs can be effective and continued research is
needed on discovering those characteristics which exvinplify
successful programs.

4. The Department of Education's call for innovative research in
the design of bilingual education programs and call for
research on improving parents' participation in the scsooling
of children should supportedbut not at the expense of
eliminating instruction in children's native language. Local
school district educators may erroroneously advocate the
design of innovative programs eliminating instruction in the
nal:ye language based on convenience and this rnay serve to
retard the educational development of many limited Eno lish
proficient children.
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EFFECTIVE TEACHERS FOR LANGUA,A MINORITY STUDENTS. NATIONAL NEEDS

Concepcion M. Valadez
University of California, Los Angeles

In 1986 language minority students constituce a minimum
of 20% of the studel.r population of the Unized States.
In less than 5 yea: the student population of the
the 28 largest cities in the country will be at least
An minority.

Fifty percent (50%) of the Hispanic students nation-
wide are not completing 12 years of schooling. The
national drop-out rate for all students is esti-Bated
at not less than 25%.

Los Angelel. Unified Scho-.. District Is losing some
20,000 students each rra: to attrition between the 10th
and 12th grade. The expected loss in earnings for eacl'-
class, in the year after graduating is over $30 mil-
lion (James Catterall, UCLA professor, Educational
adminctration and policy studies. 1985).

The greatest harm of the dropouts will be seen when
those students, in turn, become parents (Luis A.
Gonzales, Arizona State Senator, 1986).

Los Angeles Unified School District hires 2500 ins-
tructors under emerFrr.cy p,ovisions, in response
to shortage of credentialled teachers (Los Angeles
Times, Sept. 1985).

National Need for Attention to Schools

The above litany -c statements concerning our schools indi-

cate that the country indeed has a problem. Ours is a nation

with compulsory schooling, meaning that education for all its

residents has been established by law. However, for a sizeable

proportion of the population the requirement is not being met,

and among those, persons of Hispanic background are perti larly

vulnerable. The National Commission on Secondary Schooling for

'lispanics, in its recently publinhed report summarized its

J,r,esti,ation as follows:

"The fundamental finding of *Ale National Commission on
Seconday §choolicg for Hispanics is that a rhocking prper-
tion of this generation of Hispanic young people is being
wasted. Wasted because C...eir educational needs are neither
understood nor met, their high aspirations unrecognized,
their promising potential stunted."

--National Commission on Scconday Schooling for Hispanica,
1985;05.

Furthermore, because the Hispanic group is growIng, bvt:1 in

numbers and in proportion to the total population, if schooling
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conditions do not change in the immediate future for that grour

the nation's problem will become even more critical.

This paper focuses on teachers. With the purpose of

assisting the discussion on how to improve schooling for the

language minority student the following issues are addressed:

(1) The relationship of teachers, schools and student retention.

(2) The quality and numbers of teachers needed, given the current

demographics and projected increased enrollments. (3) the types

of training and support these educators require in order to

optimally serve these particular students and therefore the na-

tion. (4) Recruitment and retention of erlective teachers.

Policy recommendations will be summarized at the end of the

paper.

Teachers, Critical Element in Student Success ot Failure

No one can argue :hat teachers and students are not the key

figures in any schooling situation. Indeed, we can go as far as

to say that teachers have no meaning if they are not successfully

teaching students. The research on school dropouts frequently

discounts students' views for leaving school, rather, tile studies

look for indicators th-t show characteristics of those students,

such as socio-economic status, family backgrcr:nd or personal

characteristics (Wehlage and Rutter, 1986). However, while

factors external to the school are attended,or ignored,by other

social agencies, educators can, in the meantime, seriously study

those insights provided by the students and investigate the

issues that are within tht domain of poli^y and practice. To

ignore tho views of the persons most effected may be interpreted

as not being serious about the desire to remedy the situation.

When students nre asked why they lei' -c:snol .re comp-

leting tle twelveth grade. 11ang the , :quest answers given

are (a, that they did not have much su.cess there and (b) that

they didn't get along well with their teachers. Table 1, frou

88
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Hake Something Happen (National Commission for Secondary Educa-

tion of Hispanics, 1985) shows the responses from the extensive

study conducted by the National Cetter for Educational Statistics

in 1983 (30,000 students). We note that the relationship between

students and teachers 01 critical among reasons for leaving

school.

TABLE 1

.ae
Reasons Reported by Hispanic 1980 Sophomore Dropouts
for Leaving High School, by Sex.

Male Female
Hatton"' Hispanic Nat tonal Hispanic

8cbool.Related .

Feiv,iled or suspended 13 17 5 4
Had poor grades 36 34 30 32
School was not for me 35 25 31 24
School ground too dangerous 3 1 2 3
Weft get into desired program 8 7 5 5
Couldn't get aJong with teachers .21 17 le 12

Terzilly.Related
Marrird or plan to 7 10 31 33
Was pregnant N/A Di/A 2,
Had to support family 13 17 8 11

Peer-kelefed
Friends were dropping out 3 3
Couldn't get along with students 7 a 6

Health-Related
1lMess or disability 5 2 7

Other
Offered Job and chose to work 27 26 11 13
Wanted to enter MIlltary 7 4 1 I
Moved too far from school 2 3 5 2
Wrintml to travel 7 3 7 ti
Netew

All figures given In PVerMag.l.
Studem emeld report more than one Tenon
Pereemalea have heen rounded ofl to hearers whole number.

timmt

Sources National Commission for Secondary Education of Hispanics,
Hake Something Happen, 1985 .

Table 2, from from Wehlage and Rutter (1986), shows another

analysis ,f the data from the extensive study cited sbave. It

d;.r.plays the responses of students who 'sere non-college bound

gradur.es and those uho left school. The table shows that the

of the students don't evaluate very posit.vely the

schools in any ot the three fac.tors, (a)teachers interest in

students. (b) effoctiveness in school discipline, or (c) fairness

of school discipline. The students most unhanpy with the

89
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school's relationship with the students, however, are those who

dropped out.

Table 2

Marginal Students Viesia of School (Percentage responses lot c.r.-lt ict u.

sample size for each group is indicated in partntheses)

Item Response

Hispanics
(291.105)

N-01 DO.

Blacks
(245.100)
N-CB DO

WhIrre
ir.16;

1,147:i: iy...
Rare teacher

inteeest in
Poor
Fair

10
39

17
39

14

35
20
30

12
37

V,
39

'Audents Good 36 SI 38 24 40 30
Excellent 11 7 8 11 7 7
Don't know 4 6 7 15 4 4

Rate effec-
tiurness of

Poor
Fair

13
42

21
28

12
40

lf,
47

11

41
12
38

school dis- Good 33 34 24 i 6 35 3:
cipline Excellent 6 14 12 6 8 I I

Don't know e 6 11 15 5 6
Rate fairness Poor 19 22 22 28 21 26

of school Fair 37 27 39 31 38 38
disciprme Good 29 22 25 19 33 25

Excellent 6 10 6 5 s 5
Don't know 9 e 7 17 1 6

N-CB Non-College-Bound Graduates; DO m Dropouts

Source! Wehlage and Rutter, 1986

If success in school eludes particular groups of students in

greater number than it does others, it behooves policy makers as

well as educators to investigate why that may be so. It is a

matter of record that as a general rule, the schools with large

numbers of language minortty schools have lower level Academic

achievement than schools where Anglo students are in the

majority. Various reasons are advanced for tl"st condition. Many

studies, as mentioned above, as7r...be socio-e,..Juomic status

as tne main reason for poor academic achievement. They will also

emphasize other factors external 'o the school such as poor

attitude on the part of 'the students, parents with low

educational background, or scrace reading material in the home

(Valadez, 1984). However, educators can also look to themselves

and the school context to see if the school, to some extent, is

creating some of the reasons for low achievement, and therefore

helping to stimulate discipline problems or poor attitude. Edu-

cators should ask themselves, "How easy is it for a stueent to

succeed acadcwicAly -n a schoo0' (Fine, 1986).

90
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Obviously access is not sufficient. quality education needs

to be offered (iine. 1986. Goodlad. 1984). A criticism that has

been aimed at schools is that they d'7..! geared primarily for the

:LOX who may go on to college. A school may think of itself

successful if it succeeds in eliminating from its rolls those

students that may not be college boun,I. Indeed. one school in

Los A..geles (80X+ Hispanic) reportl that 69Z of its graduates go

OA to further .cchool.ng (Community Colleges. California State

Universities or University of and out of state 4year

Colleges). In this sava school 50X of the students that enroll

as sophomores do not graduate (personal communication with school

officials at particular ). Likewise, a predominantly black

and Puerto Rican high schoo ln New York City was found to hive

NOZ dropout rate, but most of those who did survive and obtained

their gh school diploma we.re said to have gone on to college.

(Fine. 1986) Zollege completlin is not assured for all who enroll.

however. I

In sum, many studies identify the characteristics of the

nonachieving student who drops out. Research on this topic is

so abundant that the children at risk of leaving before comp

leting high can be identified as early as fourth grade. However,

rather than solely attending to the factors external to the

schools, as important as they may be. this paper addresses the

factors that are within control of the school. The information

from the High School and Beyond study, as anslysed by Wehlage and

Rutter, as well as the ;Commission on Secondary Schooling

for Hispanics. shows that schools are nor reen very favorably by

moat of its students. Even those that don't drop out are not

very laudatory about their schools. However, we do have a school

system. and there are individuals there "eltrusred to perform the

social mandate of educating all students." (Wehlage and Rutter.

1986; The public might assume these instructors are well pre

pared and well assisted to perform their contract..d

If so, policy reforms rv..ggested by Wehlage and Rutter and Others,

and endorsed in this paper, can insist on (1) a stronger sense ,of
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professional accountability amona educators towards all students

(2) designing school work that will allow a greater number of

students to achieve success and satisfaction, and (3) havirmschoolS

encourage students to continue their schooling.

Teachers. Quality and Quantity Needed

The type of schools that would encourage success among all

its students requires teachers with particular skills and talent.

Below are listed the well known skills required of good teachers

cf English speaking students, and we also describe the additional

characterisitcs required of effective teachers of language minoritiy

youngsters. Elsewhere in this book (Hakuta and Snow) is coverage

on research evidence of effectiveness of btlingual instruction

for language minority students. We concentrate on teachers in

this article.

Given the trends towards greater numbers of .4,,le

minority students in the nation's schools, the only ale

position for teachers now in classrooms is to seek stroll.

bilingual/multicultural training. Likewise, teacher training

institutions, need to provide the teacher-to-be with tools for

appropriately meeting these students' educational needs.

Add ktio n Ally, men y ;states in the country have bilin-

gual tracher certification. It is important to note that bilin-

gual teacher training is an added component to regular credential

requirements. Therefore, a teacher with bilingual certification

is trained and authorized to teach in classes where English is

the sole medium of instruction, as well in classes that need

special skills for teaching ',here m)re than one language is used.

Certification requirements

Every state in this country authorizes teaching

certification upon completion of a Bachelor's degree and set

amount of course work on teaching, including supervised .field

experiences (student teaching). In most states, credentialling

departments allow the training for the bilingual component to be

done concurrently with the lasic credential rtquirements. Thua,

92
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upon completion of the teacher preparation pv-i;ram a candidate
recommended to the state's crtn:entiallihg office, will be
authorized with a basic credential for elementary or secondary
school teachisg, with its respective

bilingual emphasis. Other
states require 0!st the basic creeontial be completed before
undertaking the training for the the bilingual

endorsement.
The content covered in the training is worth reviewing.

The basic courses are (1) principles of educational
psychology,

which in,..4e learning theory, motivation, cognitive development
and (2) EAnciples of curriculum and instruction, which cover
task ar H

instrdc,-?onal plannin B. and classroom management
techt l. s. ust teacher training programs also include clinical
ctmres in teachimg subject matter. Additionally, in some states
future teachers e7e also given instruction on working effectively
with auxiliary personnel in the classroom and working with pa-
rents. W)th the bilingual teacher trainee, the foundations
courses, as well as the a,plied

assignments address the learning
needs of limited English

students Ald language minority students.

In l9t.), .me 40 states in the country :lave some sort of bi-
lingual lvgislation and its concommitact

certification. Becausethe need for bilingual
codperencies exists in many classrooms

already staffed, legislation hag also provided the school; withways to assure that their
teachers indeed have the competencies

required by the education laws,
In-service programs provideteachers with the theoretical and applied knowledge they wouldhave ob,:ained in a university program.

'Instruction for gaining
proficiency in the target language is frequently also providedthrough 1-servIce Programs. The states have procedures to Oss!ss
the tea:. ' for those competencies

and provide bilungual
certifica-

tion to those who
successfully pass the ex.minations.

Whether the teacher obtains the training at a university, Or
is certitied bi examination, the fields of knowledge fel' bilingualteachers include three basic areas: Proficiency in thu targetlanguage (the home language of the students being served),
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culture of the particular group, and bilingual education

methodology. The university training, as wc11 as the ,.ssessment,

follows the guidelines provided by the state credentialling

board.

Summar/ of Effectivv: Teachila

All teachers need strengthening on basic component of

teaching. Surcessful teaching depends heavily upon how well the

teacher can apply the following cardinal rule in teaching:

Determine t'le characteristics' of the students you teach and glen

your instruction according to these. It's the teacher's

obligation to understand the students--the variaticn in their

abilities, their strengths and weaknesses, and their stage of

development. Important student characteristics include-. "kinds

of individual differences, such as age, gender, intelligence,

previous achievement, social class ann ethnic background..."

(Gage and Berliner, 1984:04).

The following is a list of features from studies in

effective teaching. The reader will see that language minority

students require and should receive the same high quality

instruction thRt the majority child meritst

1. Instruction is guided by pre-Planned ,:urriculum. It sets
Roals and obje--tives for language minority children as those
desirable for maiority children.

2: There are high expectations for xtqdent learning. There are
high regards for students' abilities. There are high expec-
tationr high standards for all children, regardless of
ethni:

3. Students 'e carefully oriented to lessons. Teachers heln
students ;et ready to learn, to keep objectives in mind and
to mTinunin focus. Teachers help relate the new lesson to
orevsowledgeandtorevi-49 lessons.

4. Instruct;:n ir at,: 'Permed. Teaching is presented in
with the the student learn. There is an
exnlant. f at 1 ink to be done, then the teacher
goes over the ...teps to solve the problem while doing it,
verbalizing the process. Finally, the teacher reviews what
was done.

In reading, reading skills are taught in order to read, not
to learn reading skills. Skill builders build skills, not
love of reading. (Cazdent 1985).

Homework is used f p-actice, not for lea.p'.ng and figuring
out how to do something for the first tim,

9 4
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5. The leak process is monitored closely. Monitoring is
conduct ally and informally. Students are kept ac-
counto .tr acedemic work. There is ruirk assens-
ment h. Monitoring is a?so for assessing 'eel:
well n Jas taught.

G. When sttp. l't understand, ey are re-taught. Obi:,
sounds sirnt but many teacher vatic to teach the boek--
they dont wan:. to leave the book overed, as a conse-
quence, the material may not be learied as weli, as it should.

7. Class time is used for learning. Mi,,imum time is taken for
settling down to work. Disruptirns for management are a-
voided.

B. There are smooth, efficient classroom routines, which stu-
dents know and, therefore, there is no need to wait for the
teacher's instructions. There is self-monitoring. Mate-
rials and supplies are ready, or there is a system for the
childrcn to get them quietly and unobtrusively. (Language
minority children usually arrive at school fully cempetent
in self-management. At school improperly trained tcachers
frequently make these children feel incompetent).

9. Instructional groups are formed to fit instructional needs.
When introducing new concepts and skills, whole group ins-
truction, actively led by the teacher, is preferable, if all
the children understand the language of the teacher.

Smaller groups are formed as needed to ensure that all
students learn thoroughly. Underplacement is tr- - avoided.

Teachers review and adjust groups often, mo uden s
when achievement levels chawte.

For some instruction, mixing achievementgrcupings is desirable.
Children should not be "tracked," always in homogenous
achievement grounings.

There are opportunities for language development.Eachlesson
hasoral activities in order that the students can develop
listening r'id speaking skillsrelated to the academiceurriculum,
Extended responses are encouraged rather than single-word
responses.

Standards for classroom behavior are explicit.
Rules, procedures and consequences are planned ahead.
Standards are consistent. Equitable discipline is applied
to al. ctudents. Disciplinary dction focuses on behavior not
on the person.

11. Personal interaction between teacher and students is
positive. Teachers pay attention to the students as per-
soLs. keeping in mind that the students are learning slot
more than the subject matter. In the classroom they are
developing attitudes about themselves and about the world.

12. Parents are considered as partne,'s in the instruct:anal
program. Pa:ents are provided 'with various opti,r., for
getting involved with the school. There is a positive
relationship between homa sad school.

(This is a partial list of effective practices, redders are
directed to the followi,g sources: North West Laboratory, n.d;
Council on Basic Education; California Assembly Office of Re-
search, 1985; Lily Wong Fillmore, 1985).
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Extensive research has been completed that can guide standards

for teachers of language minority students. The above list

complements the Basic Principles for the Education of Language

Minority Students (California State Department of Education,

19b2). The principles, which follow, are syntheses of the re

search specifically rn teaching and learning of children who

come from homes where other than English may be spoken. Text is

quoted from the above document.

Principle One: For bilingual students tbe degree to wbicb
proficiencies in both LI nd 12 are developed is
positively associated with academic achievement

"This principle implies that, if the academic goals of

educational programs for language minority students are to be

met, proficient bilingualism must be achieved. Some may argue

that minority language development should be the responsibility

of the home and not the school and that partial bilingualism

(i.e., full English proficiency with perhaps converst.tonal

skills in vle home language) is more appropriate public policy.

However it seems apparent that, for the overhelming majority of

language minority students in the United States, the result of

such po/icy is limited bilingualism and eduational failure.'

(P.7)

Principle two: Laaguage proficiency ic tbe bility to use
lan8uage for both' acadenic purposes and basit
communication tasks.

"Principles one and too suggest that, to meet he establishes

goels ot the educational rrogram, educators must aid language

minority pupils to develop both communicative and academic

language skills in English and in their primary lani;uage." (p.9)

The question of whether the education of language minority

students w,,uld tke twice s long if they have to receive

instruction In both languages is answered by the next principle.
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Principle three: For language minority students the development
of the primary language skills necessary to complete
academic tasks forms the basis for similar proficiency in
English.

This principle is based on the theory of the common under-

lying proficiency which shows that skills and concepts and skills

learned in one language can be evidenced in the second. There-

fore instruction can more efficiently be provided to a student

through his/her strongest language. (Studies show a direct rela-

tionship between bilinguals academic skills in the primary lan-

guage and those the second language. The strong readers in lan-

guage A will also become strong readers in language B. Conver-

sely, students who are poor readers in their first language will

be poor readers in the second. Evidence is also provided by the

studies comparing the age of errival and the rate of acquisition

of second language skills. Older students are more efficient

learners of a language, in cognitively demanding skills, than the

younger learners. A third type of evidence of the underlying

proficiency theory comes .from the higher measures of English

acquired by children receiving less instruction in English than

their control group. This finding suggests the "development of

the common underlying proficiency through the vehicle of the

primary language." (p 11).

Principle Four: Acquisition of basic consunic aa i aa comp eeeee y
in a second language is a function of comprehensible
second language input and a suppo ffective environment.

This principle gives guidance to the way second language

learning and acquisition may be promoted in the classroom.

Principle Five: The perceived ttttt s of students affects the
interactions b eeeeee 'teaches and students and among the
students themselves. In turn, student craftsman are affected.

This principle addresses the notion that a possible

explanation for the lower academic achievement of some groups

than others may be based on the fact that they are treated

differently by teachers and others. Drawing on the extensive

research on the teacher expectation and current research

conducted in multi-ethnic group classrooms, this principle
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points out the importance of a supportive environment and high

expectations, as indicated in the list from the effective

teaching characteristics, above.

How Many Well Trained Teachers are Needed in the Country?

The above section serves to show that the education field

definitely has the knowledge for putting together an educational

package that can be effective for language minority children.

We shall now explore the.teacher supply and need we have before

u.

If we look only a California, a state that typifies the

growing national concern for adequate teachers in the

classrooms, we find projections for 110,000 new teachers will be

needed between 1986 and 1991. The student population is

expected to increase by 500,000 to 600,000, primarily in the

elementary grades, during the next 5 years (Honig, 1985).

This state projects a substantial part of the growth will be

from recent immigrants from Latin America and Asia. A recent

study, known as the Commons' Report, titled, Who Will Teach Our

Children? found that California, home of one in ten

Americans, now absorbs more than a quarter of the legal

immigrants to the United States." _(California Commission pn the

Teaching Profession, 1985, 10)

Table3shows the numbers of teachers in the system in

California now. We also know that Los Angeles, where the

Hispanic student population is 53% (Los Angeles Unified School

District has a total minority populatio of 81.3%), has only la.

of its teachers from that-ethnic group.

Table4 indicates that Los Angeles is not the only city

with large numbers of Hispanics and low numbers of teachers from

that group.

60-778 0 86 4
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Table 3

Totals and Percentages for Teachers of California Public

Schools by Race Comparing 1967, 1977, 1979, 1985

Classroom Teachers Anglo Black Hispanic Total

1967 Totals 163,523 8,137 4,189 179,852
(Percent) (90.9) (4.5) (2.3) (100)

1977 Totals 146,195 9,645 8,227 170,709
(Percent) (85.6) (5.6) (4.8) (1u)

1979 Totals 139,813 10,367 9,205 166,440
(Percent) (84.0) (6.2) (5.5) (100)

1985 Totals. 152,122 11,840 11,929 185,022
(Percent) (82.2) (6.4) (6.4) (100)

This table was adapted from Foote, et. al., 1978, Table 15, page 35 and The
California State Department of Education, 1979. (Figures in parentheses
are percentages.) 1985 Data taken from CBEDS data base.

Taken from Richards, Fmmlo

April 1982, p. 7.
Calif° I , IFG,
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TABLE 4

Represento.tion of Hispanics among Teachers
for selected metropolitan areas: 1970 & 1930
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SOURCE: HISPANICS IN AMERICA,' A SOURCEBOOK

THE TOMAS RIVERA CENTER , 1985:
A National leathate for Pdicy Sudies

The bilingual teacher shortage, of course, is nested in the

general teacher shortage prepared to teach iz today's classrooms

that have diversified language and multicultural student,bodies.

1 0 0
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The precise ;lumber of bilingual teachers needed in the

country is difficult to ascertain. Studies published in 1981,

estimated the need between 35,000 and 70,000. We know the

demand has only increased. We can gain an appreciation for the

size of this shortage by looking at this teacher demand and

supply in particulmr states. fr 1986, California. with a limited

English student population of 525,000, had 5500 teachers of

bilingual waivers (incomplete certificates of bilingual

competence, Commission on Teacher Credentialling, 1986). The

Texas Education Agency reports ha,ing authorized 612 emergency

bilingual certificates in 1982-83, the number of openings expec-

ted in 1990-91, is estimated between 1,450 and 1,590 (Texas

Education Agency, 1984;44). Other sources show Houston recrui-

ting 700 bilingual teachers for 1986-87. Arizona reports having

had 300 certified bilingual teachers in 1983, when the limited

English student population was 90,000. By the year 2000, only

GOO will ba have received bilingual credentials at the current

rate of college recruitment and training. However, with the

projected ratio of 1 teacher for every 22 students, Arizona will

need b,490 bilingual teachers by the year 2000, when their li-

cited English student population is expected to reach 141,000

(Arizona State Senator Gonzalez, 1986).

The current ways of drawing college students into the

teaching field are obviously inadequate. The logical place to

look for-additional teachers macmg the population that is providing

the largest increase in students. However, for the Hispanics,

the current conditions of the educational system are simply not

providing a pool with suffi'cient numbers. The dropout rate, as

indicated above, is a shameful 50%. Those that do enter college

are assaulted by attrition rates there. Finally, Hispanics that

do graduate from college have many options. Moreover, recent

national trends are creating new barriers for minorities

interested in teaching--the certification tests.
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Teacher certification tests are now required in some 30

states. These paper and pencil tests need to be passed before

permits to teach are authorized. In some states, universities

will not permit students to enroll in their teacher training

courses without first passing these exams. This article will not

dwell on the debate on teacher tests, but provide the results of

one such test, that of the CBEST (California Basic Educaton

Skills Test) Table 5 , to indicate that such tests can

discourage many minority students from considering a teaching

career.

Table 5

CHEST Pass Rates

(N.23,023)

by Race

Whites 76%

American Indians 727.

Asian Americans 53%

Hispanics 40%

Hexican Americans 367.

Blacks 25%

Soruce: Policy Analysis for California Education (PACE)

Conditions of Education in California, April 1984.

Nevertheless, schools have the students there, whether there

are appropriately trained and certified teachers available or not.

The emergency credential is the response of the districts. In an

effort to improve the acknowledged problems of lack of effective

teachers some states have passed legislation for mentor teachers.

Others have combinld mentOr teachers with authorization for

hiring teachers with no previous teacher educaton and having the

districts provide that training on the job. Under such

legislation (SB 813, 19d3) , Los Angeles hired 2500 instructors in

the fall of 1?85. New York City followed a similar practice.

Informal reports of this massive force is that they were placed

in the hardtostaff schools, the m...nority impacted areas, and

that they may not be the panacea desired. Where the instruiti.r

1 2
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is placed in a classroom with non-English speaking youngsters, a

bilingual aide is provided. This is also the policy for staffing

classrooms with teachers on waiver certificates. A teacher aide

may have some college edur.ation, but most of the time only has a

high school education, the level of pay being around 4.6.00Ar for

a 3-hr, or 6-hr job. Therefore, the level of teaching available

to those children cannot be expected to equal that provided by a

trained teacher.

It is important to understand the depth of the p.roblem

created by insufficient numbers of teachers with appropriate

training. In Los Angeles it is possible for a limited English

speaking child to go to school for the six years of el B ry

school amid be taught by a fully credentialled teacher.

Rec BB i BBBB t and Training of Effective Teachers

By all indications the country is in dire need of effective

teachers and they are needed in large numbers. Of particular

urgency is to attract mo-e bilil,guals into the teaching field.

As a country we have to do better than provide minority children

with less than fully qualified instructors. If the United States

is to avoid becoming a two-tier society we need to acknowledge

that the inner city and the rural areas of this country require

expectional teachers. These are the settings that have the

lowest academic achievement rates and the highest dropout

percentages. The rural areas have generally lower salaries for

teachers than the urban areas. The inner city schools have the

largest number of provisional teachers, the highest teacher ab-

senteeism, the largest number of limited English students.

Standards in Teaching

In times of teacher shortages, standards are lowered.

(California Commission on the Teaching Profession, 1985;37).

Many unqualified people get teaching jobs and get tenure. Cur-

rently there are many thousands of emergency teachers in the

classrooms across the nation. The public has an obligation to
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see that those emergency teachers get adequate training. Stan-

dards ou,ght to be drawn trom the efiective teachers research and

from the principles for the education of language minority stu-

dents (referred to in :his article). Ail teachers should adhere

to these standards.

It may appear quixotic to want higher standar.'s for teachers

when the profession does not even attract the numbers needed.

Howev(,r, it' is urgent that the nation understand the relationship

between the education of the students in schools now, and in the

foreseeable future and its own well being. An example can be

shown in terms of personal economics--the aging population and

its demand on the educatien of the young. In Ole year 2000, for

every two workers, one will be on retirement. Fifteen years ago,

the ratio was 15 workers per each retiree. Supporting larger

numbers of senior citizens requires still greater productivity
1

gains, gairs which are necessary throughout the entire popula-

tion. (California Commission on the Teaching Profession, 1985;

11. Many students in Kindcrgarten in 1986 will be entering the

work force in the year 2000, or maybe they will have already be

.employed in some way or perhaps they will be unemployable. The

1986 Kindergarten class of California is 50Z language minority.

In the same way many other inter-relationships can be shown. We

must all understand that the quality of life of one groupisdimctly

related to that of the others in this country.

A Necessary National Campaign

A national campaign is needed to address the critical role

played by the classroom teacher. Education reforms are appearing

all over the country and the public's attention is on the

schools. But the public seems to think the problem is only of

the schools or of the Hispanics or of the newest immigrants. The

general public appears to think it's only apt oflearning
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English. However, education research has shown us that the prob

lem is bigger and more complex than that. Most of the Hispanics

that don't finish school speak English as their dominant lan
guage, if they speak Spanish at all. The single most important

problem is probably inappropriate early education, when Spanish

was their primary language and initial instruction in Spanish

would have given them a fair start in school. (Other articles in

this volume discuss the pedagogical basis for first language
education). The campa;gn to improve the schools must pull every

resident of this country into personal involvement in these
issues.

In the United States it appears that teaching has to become

a status profession before it can attract positive attention by

young people selecting a career. GI heroic, lucrative,

challengiag, satisfying are terms that come to mind with estab
lished status professions. Perhaps the campaign's public rela
tions effort can* use these terms to appeal to the pool being
iecruited. The campaign also would use these terms to address

teachers and teLching as found at the present time. Immediately

we see that the lucre component needs to be improved. Moreover,

if teachers are helped to do a good job, if they are provided

with better training and support (including the public's), and

given smaller sized classes with higher aspiration curriculum and

with higher pay, then the harried, frustrated, underpaid, imagerow
frequently held w,3uld be eliminated. Teaching would then more

likely be consisred as a possible career.

The recluitment has to reach the students from the
linguistic siaority populations. The brightest of these students

reaching the universities are being courted by many profassions.

Those with bilingual skill; are invaluable to the business world,

in medicine, in law, in the communications media, etc. Therefore,

teaching as a career has to be promoted as early as elemenlary

school. The public schools themselves should be asked to contri

bute ideas and participate in increasing the potential teacher
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pool. For instance, children who have gained the taste of

teaching through student-tutor roles might be encouraged to con-

sider teaching as a career.

An additional source for teachers is among adults already in

the work force. Many people are in jobs that pay well, but ar..

not providing personal satisfaction, Ah appeal should be made to

these individuals. However, in order to sucessfully acomplish

raiding other professions teachers' salaries have to be

competive. Additionally, potential teachers need to be verycard5ay

trained before authorizing them sole responsibility for the

instructional program of a classroom.

Finally, the teachers already in the school system who are

considered highly effective with non-minority students should be

encouraged to obtain the skills needed to work with language

minority students. These teachers are usually personally secure

individuals who don't feel threatened by the need to learn new

skills. They see themselves as professionals who should be

updating their knowledge and techniques. Having them involved

with the education of language minority children would would

offer a boost to these educators own professional development.

In turn, their participation would augment the number of effec-

tive teachers ir the schools uhere many unprepared teaching

personnel is now employed. Furthermore, the public, through these

teachers' eyes, would be more likely to leari of the challenges

and satisfactions of working these these students.

In sum, the campaign is to improve the schools in all its

dimensions, to improve the quality of teaching to a level that

every school in the nation can be considered an appropriately

American center of learning, where the quality of education

desirable for the children of the nation's leaders is accesible

to the children of all its citizens.

196
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Policy Recommendations

The numerous studies that have been conducted on what's wrong

with American education should now come together with what we do

know about the teaching and learning of language minority

students. The Department of Education should offer guidance

to states fc7 bridging those two fields of research,

The public should be made aware that it in its own interest

that the language minority students get quality education.

The dropout and low academic achievement problem should be seen

as a national disease. Schools that suffer the greatest inci

dence should be staffed only by well trained teachers and they

should be given society's attention. Teachers who are apathetic

and those who do not hold high expectations of minority students

should be considered an internal enemy to the national interest.

Increasing the number of effective teachers should receive

national media assistance. Rrcruitment should appeal

particularly to bilingual individuals and others from ethnic

minority backgrounds. Particular inticements, paid schooling,

awards, etc. should be given to those who enroll in university

programs preparing to work in bilingual education or for teaching

children with nonstandard English.

In accordance to the importance of the teacher in the American

society, teachers' salaries should be competive to those cf other

professions.

Standards in teaching should.include knowledge and professional

competence in the following areas of educational concern to all

children in general, but critical for language minority children:

Language acquisition, individual differences, multicultural

education, assessment of language development and assessment of

academic achievement. Teacher training institutions should

incor..orate this knowledge and performance of these areas into

their training program.

1 i7
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-In districts with teacher shortages, the low achievement schools

should receive the bulk of the district's support in terms of

thatestolualiBed instructional personnel, operating budget, mate-

rials and support staff.

-The universities should be asked to participate in the national

campaign to enhance schooling. Their contribution should be

beyond acting as consultants. Academic departments should

grant special awards for professors who will devote part of their

time to working i. the schools. The reward system for promotion

in university settings should provide special recognition for work in

schools. Participation of this sort should not be limited to

scholars in education departments.

-The public should be asked to participate in the campaign

directly. As with the university professors, representatives

from industry can be incorporated into tho instructional staff of

schools in team teaching arrangements.

-Parents should be incorporated more directly into tile

educational structure of schools. Their presence will be a boon

to schooling in limitless ways. One example of the benefits is

that parents' participation, as with that of industry and acade-

mia, will regenerate the teachers who often feel alone with a

little understood world, that of the American public classroom.

-Bilingual education should be seen as a pedagogical approach.

It must be understood as the appropriate introduction to formal

schooling for those sZudents who come to the school door with

limited English language skills. (This approach will permit a

solid bridge to English instruction. First language skills

will augment the child's ability. to Profit from school while learning

English. School will not begin as a frustrating, traumatic,

place where he/she receives instruction in an unknown language.

Bilingual education does not retard the learning of English.)
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Congress should continue sepporting Bilingual Education.

Special effort ahould be given to teacher training. Standards

in the teaching of language minority students should be enforced.

Of particular concern is the effective implementation of bilingual

education methodology with limited English speaking students.

-Bilingual education should become widely available for

Enplish speaking students. For this youngsters it would be an

enhancement of the schooling now offered. Fmr many students it

would be a boast to their potential capabilities.

Knowledge will forever.govern ignorance;
and a people who mean to be their own
go rrrrrr s must arm themselves with the
power which knowledge gives.

-James Madison, 1751-1836

Letter of August 4, 1982, to Lieutenant
Governor Barry of Kentucky

(cited in U.S. Department of Education,
What Works, Research about Teaching and Learning, 1986)
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PARENTAL INVOLVEMENT IN BILINGUAL EDUCATION

Dr. Pepe Barron

El Congreso Naciorial de Asuntos Colegiales

"Our children come first. Excellence in Education

must begin in our homes and neighborhood schools.

It is the responsibility of every parent and

teacher and the right of every parent and teacher

and the right of every student. It is time to put

the parents back in charge". President Reagan, in

his State of the Union Address, 1984.

To understand parental involvement in the educational process in the

United States, we must explore how it came about.

In 1924 the Supreme Court ruled that parents have the direct right to
direct the education of their children. (The Right of Parents, 1977-78)

In 1965 ( twenty years ago) the study, "Tim Invisible Minority", (NEA
Publication 1966) found that more limn Milt of the Hispanic population 14 years
of age and older had not gone beyond the eighth grnde and only 48% to 52% hral

completed one or more years of high school. (The Invisible Minority, 1966, pp
6-7).

Iterschel T. Manuel in his book.Spanish Speaking Children of the Southwest:

Their Education and the Public Welfare, reports that 48.5% of the males and

52% of the females of the tote/ Spanish surnamed population completed high

school. Dr. Matmel reveals that Spnnish surnamed parents were almost non
existent in PTA organizations.

Equn Ily ppalling, in 1974 (9 years later), the U. S. Commixcion on Civil
Rights found that 40% of all students in the Southwest would fail to graduate
fron: high school. ( "Toward Quality Education for Mexican Americnns; A
report of the U. S. Commission on Civil Rights", c1974, p. 69).

1 .1
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Ten years Inter, (1984-85), his Nationnl Commission on Secondary Schooling

for Hispanics in a publication, "ItInke Something Happen: Hispanics and Urbnn

School Reform", found that 40% of nil Hispanic students who lenve school,

do so before renching the 10th grndc mid thnt 45% of Mexican Amerienn and

Puerto Rican students who enter high school, never finish.

It is therefore no wonder that approximately 709. of Hispanic parents

with children presently enrolled in the educations systems throughout the
country, never finished high school. In nddition to thc large increase in the

number of single families. i.e. 55% of Puerto Rican children live in single-parent,
female headed households. These parents are for the most part, young and low
income persons with little knowledge of the English language and they are unedu-
cated. A large percentage of these parents are not U. S. born. These individuals
have no knowledge of that educational system - a system not able to serve them
or meet their needs - the consequence hence, is that these parents have great
difficulty in guiding their children in their selection of schools and academic
choices in general.

No adult is truly civilized unless she or he is acquainted with the civilization
of which they are members. The schools of 100 years ago are no longer adequately
providing even this most basic and minimum of instruction. Our educational
system fails even to prepare individuals to actively participate in common daily
activities because it is common knowledge that there are 23 million adults who are
functionally illiterate. in addition, 13% of all 17 year olds in the United States are
functionally illiterate and illiteracy among minority youth runs as high as 40%. (The
Nation at Risk), U. S. Government Printing Office, c1983.

In 1981, the U. S. Department of Education funded a study to research the
level of parental involvement in federal programs. The result was a series of publi-
cations. The following are from that series: "Parents and Federal Education
Programs" Vol. 1, Title VII and "The Nature, Course, and Consequences of
Parental Involvement" Vol. IV, Title VII which was conducted by Systems Development
Corporation under contract # HEW 300 78 0437.

The findings of the report depict an educational system which for the most
part ignores parents in the educational delivery to their children. In fact, because
of prevalent practices, a number of administrators, teachers, and board members
have an attitude that decisons should be made by professionals only and that
parents should only play a peripheral role.

Tue study carried out by Systems Development Cmporation (SDC) examined
four federal programs; ESEA Title 1, ESEA Title VII, Emergency School Aid Act
and Follow Through. Tim study. address 'three objectives in the nforementioned
report:
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The nature of parentill involvement, mid types rind level of pnrticipation
The rectors Jolt fneilitated or inhibited pnrentnl involvement rind,
Consequences of pnrental involvement end field observations.

Some of the findings ere the followft:

Mandated project advisory groups were the only vehicle by which
parents were involved in project decision mnking.

Seventeen ndvisory groups hail mnjor involvement in project ciecision

making; twenty two lmd token involvement mid seventeen had no
involvement at all.

Contributing fnetors:

The existence of n niniukite H federnl legisIntion or reguIntions
Parents tnking nip n leadership role

Inhibiting factors:

Imprecise and ambiguous federal regulntions for ndvisory groups

Parent training that was limited to description of a progrnm
Parental involvement in instruction

Field Observations:

Very few projects sponsored efforts at obtaining parent instructional volunteers

Systematic home tutoring was rare
Parents who served as classroom aides or volunteers usually played an

important instructional role

Contributing factors:

Horne tutoring succeeded because of supportive staff

Informal hiring methods led to many parents getting those positions

Inhibiting factors:

A lack of attention to a parental role in instruction in federal regulations
District policies to allow aides to maintain their positions
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Parent Education as Parental Involverent

Field observations:

RelativelF few parents participated in parent education offerings

Parents eldoin were active in pinnning parent education

Contributing factors:

A belief on the part or project personnel that parents needed

assistance in getting along in society

Parent education was a useful mechanism for drawing parents into
the project and its other activities

Inhibiting f cl ors:

The absence of a mandate in federal regulations for parent education
progra ms

Project parent education offerings often redundant with offerings in
other organizations

Parent Involvement in School Support

Few projects had formal school support progrnn:s

Contributing fnctors:

The ad-hoc involvement was the initiative taken by indivitlual parents

Inhibiting factors:

The absence of a regulatory mandate

The lack of attention to this facet of the program

Parental Involvement and Home/School Relations

Field Obscrvntions:

Opportunities for parents and staff members to interact on a face-to-face
basis were uncommon
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Contributing factors:

. Project personnel felt it was important to keep parents informed

Inhibiting factors:

Staff members disinterest in feed-back from parents
Absence of a mandate in federal regulations

Consoquences of Parental Involvement Activities

Very few cases of alterations in a district or school opecating procedures
that could be traced to parental input

Participating parents became more comfortable in the school anc
better able to deal with professionaU and with the workings of the
educational system.

Offered their services more frequently

The most significant conclusions of this study relative to parental involvement
are the following!

The better projects had more parental involvement, projects that offered
well planned services for students were well organized and were most
efficiently run thus, these were the projects which had the highest levels
of parental participation.

Parents and Federal Education Programs

Volume 4: Title VII

Under the sponsorship of the U. S. Department of Education, Systems Develop -
meat Corporation (SDC) conducteda matt-stage study of parental involvement to provide
detailed informationon the causes and consequences of parental involvement activities
in 13 school districts in the nation conducting Title VII projects.

This report promulgates the findings of the study. It covers five areas in
considerable detail.

The five areas are: Governance, Instruction, Parent Education, School
Support and Community School Relations.

The major findings in the specific areas follows. .
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Parental Involvement in Project Governance

The data revealed three distinct patterns of Community Advisory

Committee (CAC) involvement in governuncc: ( 1 ) no involvement ( 2 )
token involvement and ( 3 ) advise/decide involvement

No training was offered in governance skills in order to assist parents
in this area. The learning in the decision making process was placed
entirely on the parents.

The report goes on to say that federal legislation and regulations are not precise
concerning the role of parents, that SEA's have not developed guidelines for parental
involvement, they found no systematic method of monitoring projects or providing

technical assistance and that )ittle training wils provided for CAC's to develop skills
in group process and leadership.

Parental Involvement in Title WI Instructional Process

Title WI projects did not make a special effort to involve parents as paid
instructional aides.

Very few Title VII projects had initiated systematic components of parental

participation as instructional volunteers, thus the opportunity was verv,
limited.
It is evident from these reports that projects did not emphasize the recruitment

of parents or any tangible assistance in any of the areas outlined by the studies. It
is important to note however, that wherever staff created a specific place for parental
involvement, the parents responded positively.

Educators have not accepted the challenge in bilingual education to involve the
broader community by actively including bilingual parents in policy-making processes.
They ren.ain unwilling to accept the validity of parents contributions to the educational
system, thereby depriving students and parents of the learning benefits from well
planned community-based activities.

Sehcol pemonnel out of necessity, must use bilingualparentsastmacher aides
to fill paru-professionnl positions. The lark of udequute Iruining fur parents who
most often are the parents of the bilingual ?.indents, merely reflects negative

attitudes of school personnel townrds involving parents in their educational delivery.

On behalf of all those parents who are willing and able to be part of making
this a better country, we are offering the following recommendations:

That b national parent training resource center be estublished with
responsibility to teach the following competencies:
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I. Knowledge about the philosophy of bilingual education. This will include
knowledge of the what, why, and how of bilingual proverbs; the various
roles parents have; the cluiracterislics of children involved; and

knowledge of the rules, regtilations, and pidelines that govern bilingual
education.

2. Knowledge about bilingual education practices, techniques and methodology.

3. Knowledge about parental and comnninity irnolvernent in bilingual progranis.

4. Knowledge about program plinining, orgunization,implementution, and

evaluation.

5. Knowledge of specific ways parents cun become involved in programs.

6. Knowledge about the policy and decision-making processes of the school.

7. Specific information on how parents can influence the decision-making

processes of the school.

8. Knowledge on how to become infernied and effective participants in

school affairs.

9. Know ledge on specific curriculum areas in bilingual programswhut is in-
volved in teaching bilingually.

10. Training in specific teaching methololodgy in the content areas.

11. Training in the use of materials in bilingual education.

12. Training in small group and individualized instruction techniques.

13. Training in positive reinforcement techniques in the development
of positive self-concepts.

14. Training in the various models of bilingual education.

15. Training in voup dynatnics, conflict resolution, communication

techniques, and leadership skills.

16. Training in multicultural awareness.

17. Training in school law, education code fegulations, and legal
rights of parents.

18. Training in parliamentary procedures.
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19. Training in school budgeting and finance.

Federal regulatiiins must be precise about parental involvement
States should be required to hove precise regulations abait adtdt parental

involvement

Regulations should provide incentives for encouraging parental involvement

All projects should have an organized training program to prepare parents for
active project positions

Establish a developmental component (involving parents) to reduce the
appalling student drout-out rates

All persons teaching in Title VII projects should be required to meet and

demonstrate language capability of the target group
Policy to ensure that all limited English proficient students attain

proficiency in English and full subject n.atter to n;eet grade promotion
end graduation standards

Propose mid support additional appropriations for parental training purposes
Enforce the 1984 selection criteria that all bilingual project personnel meet

target language competency and also to meet ncadernic standards in an academic

discipline and awsrd adequate criteria points for such competencies in all sections of
the Title VII program.

Support the expansion of appropriations in The Family English Literacy
Program

Support additonal appropriation for the I3ilingual Education: Short Training-

Program section where parents are eligible to enter training
School board should set aside resources within districts fot parent

participation and training

Support additonal appropriations to provide special funds spedfically for
needed research such as:

a) Parent/school liaison personnel

b) Parents as tutors

c) Parents as teacher aides

d) Parents and school boards of education

e) Parents and the influence on school retention

and school completion

That the size of bilingual clases be limited to 25 students
That the bilingual instructor for students whose primary language

is not English, be proficient in that target language
Establish and maintain compliance of all federal rules and regulations

relative to every section of the Bilingual Education Act.

The intent of the parent involvenient requirement in the amended legirlation of

the Bilingual Education Act is to encourage parents to become actively involved in
the formal education of their youth. Therefore, the aforementioned statements and
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recommendation: are made with the same intent; these recommendatins are made

on the basis of our parent training experience. Some recor.mendations are for

corrective action which we believe necessary if equal education opportunity

for bilingual students is to be achieved.
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Dr. Jose "Pepe" Barron is the Executive Director of El

Congreso Nacional de Asuntos Colegiales (CONAC) which is

headquartered in Washington, D.C. The organization was

founded in 1976 for the purpose of addressing the needs of

Hispanic populations in community colleges specifically and

the public education system in general. Dr. Barron has

published on several topics of interest to educators,

administrators and parents. He has been an administrator and

professor in universities and community colleges. He has held

teaching and administrative fellowships in Central, South

America and Spain. Dr. Barron has been on the NABE Executive

Board and currently serves as President of the Consortium of

National Hispanic Organizations, based in Washington, D.C.

Over the last several years, Dr. Barron has held Title VII

contracts to train parents in leadership techniques and

involvement with public school systems.
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Arnold H. Leibowitz, Counselor at Law, presently lives in

Washington, D.C., and haE .:indly consented to us permission to

reprint an excerpt from a monograph which he wrote in 1971.

The historical examination is not dated and is still important

in the purpose of the bilingual education debate. His

original monograph is entitled: "Educational Policy and

Political Acceptance: The Imposition of English as the

Language of Instruction in American Scl-ools". The full text

was published by the Eguc.stitonal Resources Information Center

(ERIC) CleAt-inghouse foT: Linguistics. The full text included

chapters on: Introduction; German-Americans;

Japanese-Americans; Mexican-Americans; American Indians; and,

Puerto Riean-Americans. Here we reprint the chapters on:

Bilingual Education Act and Conclusions.
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BILINGUAL EDUCATION ACT

By 1967 when tne Federal government for the first time, by
its passage of the Bilingual Education Act, suggested the

permissibility--even the desirability--of instruction in

the native language, the political context had substantially
changed. The Executive and Legislative Branches had both

come out rather strongly for civil rights and focused on

the deprivations suffered by various minority groups. The
wave of ethnic nationalism which accompanied the civil

rights movement and social changes in the '60's no longer

required Spanish-speaking parents to remain mute or to

soften their desire that the Spanish language be given a

more meaningful role in their children's education.

The 1960 Census 227/ counted the Spanish-surnamed population
in the five Southwestern states of Arizona, California,

Colorado, New Mexico and Texas, and the figures were indeed
significant. The total Spanish-surnamed population had

increased more than 50 percent over the 1950 totals: to
3,464,999 from 2,281,710. The 1960 figures from Texas

227/ The 1130 Census identified "Mexicans" (persons of Spanish
colonial descent) as a racial classification. In 1940,
on the basis of a five percent sample, the Census
counted persons speaking Spanish as the mother tongue.
The 1950 and 1960 Censuses, on the basis of a 20 percent
and 25 percent sample respectively, identified the Spanish-
surnamed populace in the five Southwestern states. These
states had accounted for more than 80 percent of all
persons with Spanish as the mother tongue.
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showed that the Spanish-surnamed population was 1,417,810

out of a total population of 9.5 million people, or almost
15 percent of that total. California had the largest Spanish-

surnamed population, 1,426,538, a figure which showed a

87.6 percent increase over 1950.

In the other Southwestern states (Arizona, New Mexico, and
Colorado) the Spanish-surnamed population was also identi-

fied and was in all cases approximately 10 percent or
more. 228/ On the East Coast, although not as numerically

significant, there was a large number of Puerto Ricans--

over 600,000 in New York City and, by 1966, almost 217.

of the total public school population of that city 229/--

for whom Spanish was the native tongue.

The Federal government and the individual states had begun

to respond to this increased constituency. For example, in

1965 the Federal government established the Interagency

228/ The precise figures as of 1960 for these latter three
.states are: Arizona: 194,356 Spanish-surnamed out of
a total population of 1,302,161; New Mexico: 269,122

. out of a total population of 951,023; and Colorado:
157,173 out of a total population of 1,753,050.

222j Hearings before the Sen."Spetial Subcommittee on
Bilingual Education of the Committee on Labor and
Public Welfare 90th Cong., 1st Sess., 75 (1967)
(Hereinafter cited as Sen. Hearings, Bilingual Educa-
tion).
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Committee on Mexican-American Affairs 230/ to concern

itself with Mexican-American issues, and on July 1, 1967,
a Mexican Affairs Unit began to function within the United
States Office of.Education. Within the next few years the
Equal Employment Opportunity Commission published its first
study of Mexican-Americans,

Spanish-Surnamed American Employ-
ment in the Southwest, the U. S. Civil Rights Comnission
held its first hearings on Mexican-Americans and published
its first report "Mexican-Americans and de Administration
of Justice in the Southwest," and the Congress in the Voting
Rights Act of 1965 permitted the suspension of literacy
tests as a condition of voting where past performance in-
dicated discriminatory administration of the test 231/ or
where the voter had completed the sixth grade in an

American school where the language of instruction was other
than English. 232/ ln extending the Act five years later,
Congress in 1970 suspended literacy test altogether. 233/

2301 The Nixon Administration
expanded its jurisdiction and

renamed it the Cabinet Committee on Opportunity for the
Spanish-Speaking.

231/ Upheld by the Supreme Court in South Carolina v. Katzen-
bach 383 U.S. 301 (1966).

232/ For practical purposes only those students who studied
in Puerto Rico were affected. The provision-was upheld
by the Supreme Court in Katzenbach v. Morgan 384 U.S.
641 (1966) rev'g 247 F Supp. 196 (D.D.C. 1965). See
also U.S. v. County.Board of Elections 248 F. Supp. 316
(W.D.N.Y. 1965).

233/ This action of the Congress was sustained by the Supreme
Court. U.S. v. Arizona U.S. (Dec. 21, 1970);
Oregcn v. Mitchell U.S. (Dec. 21, 1970).
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At the local level the New York City Board of Education in

1958 published its comprehensive Pue,:to Rican Study dealing

with the difficulties encountered by these native Spanish-

speaking pupils in the New York school system. 234/ The

Texas Education Agency in 1965 investigated the problem of
the pupils in the Texas schools having Spanish-surnames
and Colorado published in 1967 a general study of the status
of the Spanish-surnamed populatibn in that state. 235/

As the state studies show, education was in the forefront

of the concern of the Spanish-speaking. The 1960 Census
statistics on the educational level of the Spanish-surnamed

students in the five Southwestern states showed that

Mexican-American children had completed an average of 8.12

years as compared to the White American average of more than
14 years of schooling. The high drop-out rate that these

statistics evidenced caused great concern.

Moreover, educational theory had changed. Quite apart from
the political developments mentioned above, there was an
increasing interest in introducing foreign language programs
in elementary schools. This activity was assisted by a

series of government grants under the National Defense

Education'Act, passed in 1958 in response to the Russian
launching of Sputnik. Title VI and--later--Title XI of

234/ New York City Board of Education, Puerto Rican Study
1953-1957, (1958).

235/ Colorado Commission on Spanish Citizens, The Status of
Spanish-Surnamed Citizens in Colorado (1967).
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that Act emphasized the retention and expansion of our
foreign language resources. This renewed interest in

foreign languages and foreign language teaching enabled
new groups such as ACTFL (American Council for the Teaching

of Foreign Languages) and TESOL (Teachers of English to

Speakers of Other Languages) to assert themselves in

educational circles.

The powerful National Education Association (NEA) in late

1966 sponsored a conference on the education ofSpanish-speak-

ing children in the schools of the southwest which led to

the publication of NEA's report entitled "The Invisible

Minority, Pero No Vencibles." This report strongly re-

commended instruction in Spanish for those children who

speak Spanish as a native tongue. In April 1967, at the

Texas conference for the Mexican-American at San Antonio,

demonstrations were given of the work of bilingual and

English as a second language program already established

in a few elementary schools in Texas. One of the major

conclusions of the conference was the need for bilingual

education with a call to the Federal government to assume an

important part of this responsibility.

These educational forces also conjoined to discredit the

ieea that instruction in English and American values and

patriotism were inextricably linked although this view

continued to be voiced at the hearings on the Bilingual

Education Act, even by avowed advocates of the new law.
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The climax of these efforts was reached when, in 1967, Senator

Ralph Yarborough of Texas introduced a bill 2361 to amend

existing elementary and secondary education act legislation

to provide assistance to local educational agencies in

support of bilingual education programs. Bilingual education

was defined as the use of non-English mother tongue as a

medium of instruction (together with English) in all or a

significant portion of the regular school curriculum. Senator

Yarborough's bill was limited to assisting the Spanish-sur-

named populace only.

Although the Office of Education-was at first re-

ltictant to support new legislation for bilingual education,

taking the position that this problem could be handled

through existing statutes, especially Titles I and Title II

of the Elementary and Secondary Education Act, it finally

advocated the bilingual bills. In the House of Represent-

atives at about the same time a number of similar bills

advacating bilingual education were intrAuced, most notably

by Congressmen Augustus Hawkins and Edward Roybal of Cali-

fornia and Congressman Jerome Scheuer of New York. 237/

236/ S. 428. in Sen. Hearings, Bilingual Education.

237/ Bilingual Education Programs, House of Rep., Hearings
before the Hcuse General Subcommittee on Education of
the Committee on Education and Labor on Bilingual
Education Programs 90th Cong., 1st Sess. (1967).
(Hereinafter cited as House Hcaringsilingual
Program*.).
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The Hawkins/Roybal bkll ex:winded on the Yarborough bill to

include assistance to the French-speaking as well, and the

Scheuer bill authorized bilingual instruction to all child-

ren whose native tongue was not English.

The changed political and moral situation can be seen in

the opening speeches of the sponsors of the legislation in

the Senate, Senator Yarborough and Senator Paul Fannin.

Much of the rhetoric--"disadvantaged".and "discrimination"

arose from the broader aspects of the civil rights movement

and the number of people affected was immediately noted.

Mr. Yarborough. Mr. President, in the southwestern
part of the United States--bordered by my Stace of
Texas on the east, California on the west, and
reaching to Colorado in the north--there exists, as
in the rest of the country, a folklore that we have
achieved equality of economic opportunity, that
everyone has an equal chance to get ahead.

The reality lurking under this belief is that for
a group of 3,465,000 persons, 12 percent of the
population of the Southwestern States, equality of
economic opportunity awaits the future. It is a
myth, and not a reality, today fo- the Mexican-
Americe.os of the Southwest. . . .

I believe the time has come when we can no longer
ignore the fact that 12 percent of the people
of the Southwestern United States do not have
equal access with the rest of the population
to economic advancement. The time has come when
we must do something about the poor schooling,
low health standards, job dis:.rimination, and the
many other artificial barriers that stand in the
way of the advancement of the Mexican-American
people along the road to economic eqt.ality. 238/

238.,/ Sen. Hearings, Bilingual Education 16-17.
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Mr. Fannin. I need not remind any member of this
special subcommittee that to overcome, education-
ally, the eEfects of a disadvantaged childhood is
a formidable task. But to rise above the com-
bined effects of a disadvantaged youth and a
language barrier is for many children an
educational impossibility. 239/

But the broader political context is most clearly seen in

the way representatives of the Executive Branch stated

the goal of education:

Brief references to two documents, 184 years apart
in our history, should suffice on this point. The
earlier document, the Bill of Rights of the Consti-
tution, is unequivocally emphatic about the primacy
and dignity of the indivieual as opposed to ne
power of the 3tate. Justice Brandeis has epito-
mized this emphasis in the Olmstend Case: 'The
makers of the Constitution...sought to protect
Americans in '.:heir beliefs, their thoughts, their
emotions and their sensations. They conferred,
as against he Government, the right to be let
alone, the most comprehensive of rights and the
right mos.,: valued by civilized men.'

The second document, published in 1960 as Goals fcr
Americans, contains the Report of President
Eisenhower's Commission on National Goals to-
gether with certain essays on the same subject.
Henry Wriston, chairman of the Commission, re-
minds us that human dignity is the basic value
of freedom, that dignity does not consist in
being well-housed, well-clothed and well-fed.
And he goes on to say'that it rests exclusively
upon the Lively faith that individuals are beings
of infinite value.'

239/ Id. at 14.
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Some educa0onal corollaries emerge from the above
statement ana ?vstatements of principles:

1. If the first goal of education is in-
dividual self-fulfillment, all other goals,
however important, such as preparation for
citizenship, preparation for 'the world of
work,' and assimilation to the 'mainstream
of American life,' become secondary....
2. The child s parents and the child him-
self must have the major voice in determin-
ing what his education should be.

So we see that the 'right to be let alone' places
self-fulfillment, self-determined, at the peak of
all the desiderata of education. 240/

Within this broadly stated goal theoretical educational
support for the bilingual program was relatively easy to
come by. The need to change the existinp system was the
most frequently heard theme of the test.:.-ony. The most
important statistics in this regard were the drop-out rate
for Mexican-Americans and the failure of many Spanish-
speaking children to aLtend school.

In education, as measured in median number of
years completed by the adult population, the
Spanish-American ranks as low as, or below,
'any other ethnic group identified and tabulated
by the Census except the American Indian woman.
Among adults 25 and over, Mexican-Americans in
1960had an average of 7.1 years of schooling
as compared to the 12.1 years for Anglos, and
9 for non-whites. The gap between Anglos and
Mexican-Americans is 5 years or 41 percent.

It an be said, however, that things are retting
a little better. Soma educators have become
aware of the harm done to Spmish-speaking

240/ Statement of D. Eruce Caardor, Chief, Modern Language
Section, U.S. Office of Education in House Hearings,
Bilingual Programs 351.
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children by forbidding thm the use of Spanish
and as a result some schools are experimenting
with new and imaginative ways of educating
Spanish-speaking children in a predominantly
English-speaking society....

Some of this improvement shows up in the
statistics for a younger generation of Spanish-
speaking students. For the age group 14 to 24,
Mexican-Americans have completed 9.2 years of
school on the average, compared to 11.3 for
Anglos and 13.6 for nonwhites. This is still.
a very large gap of 2.1 years or 19 percent.
The psychological damage suffered under a
discriminatory educational system shows upin test scores. 241/

- - -
In our situation in Texas...we find that the
statistics show that 20 percent of[Mexican-
Americans) them between the ages of 5 and 15
are not enrolled in school. The general
reason for this is that they are in no way
aole to overcome their

linguistic handicap
and carry on their regular schoelwork in
Englishthe language of the school and a
foreign language to them. 242/

Although a list of schoois where bilingal education was in
effect was submitted to the Congress dlring the hearings,
the statistical data to measure the educational advantages
or disadvantages of these innovations were not available.
The question of what beneficial effects instruction in the

241/ Statement of Hon. Faul J. Fannin, Sen. Hearings,
Bilingual Education 17.

242/ Statement of Dr. Faye L.Bumpass, Id. at 60.
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native tongue would have on the dropout rate or cther

educational desiderata could not be answered.

Some testimony notLd that instruction in the native language

would result in greater information than instruction in

English alone, citing a '.925 Columbia Teachers College

study performed in Puerto Rico in very different circum-

stances as noted earlier in thit essay.

The Columbia University group gave 69,000 and
more tests all over the island (Puerto Rico] to
make a comparison between what the children
learned through English, which was a foreign
language to them, and what they learned through
Spanish, their native tongue. Using the Stanford
achievement tests in English and Spanish versions,
ie was possible to compare the Puerto Rico
children's achievement with that of children
in the 48 States. In comparison with children
in the continental United States on tests of
reading, arithmetic, language, and spelling,
very carefully conducted by the best people in
the United States to do it, the Puerto Ricans'
achievement through English sLowed them to be
llarkedly retarded. That is what happens in
Texas, too, and New Mexico. . . . Tne Puerto
.Rican children's achievements throug'l Spanish
was, by and large, markedly superior to that
of continental U. S. children who were us.ng
their awn mother tongue, English. They were
saperior in much the sam-3 degree tLat they
were inferior wnen trying to learn through
Frigl:.sh. I am speaking about Puerto Rican
cbildren, who speak Spanish natively. 243/

243/ Statement of Dr. A. Bruce Gaarder, Id. at 49.
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On the more difficult question whether instruction in the

native tongue el,entually made adjustment in English easier
only one study was cited:

I will describe very briefly rhe work of Dr. N.
Modiano working through New York University in
Chiapas, Mexico, an area where there are a
number of indigenous Mexican languages spoken
as opposed to Spanish, the national language of
Mexico.

The object of the Modiano research was to determine
whether children ir Chiapas learned SpaAish best,
learned co read Spanish more easily ;cid effectively
by hammering directly on ..;panish exc_usively, or
whether they would learn Spanish mix...e easily if
they approached it through th_ mother tongue--in
this case Tzeltal and Tzotzil, two of the languages
of Chiapas. And as you will read here later, the
research shows unquestionably that the children
who first studied and iirst learned to read in their
mother tongue did far superior work in their read-
ing of Spanish when they were later examined and
tested in Spanish. 244/

244/ Id. at 48.
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Educators who approached the problem as one of retention of

our language resources did not have to meet the issue of the

effect on general information or to compare bilingual educa-

tion with teaching in English only. But what they did

emphasize was that bilingualism or multi-lingualism meant

pluralistic cultural patterns as well:

All in all, cultural and linguistic diversity must
be publicly recognized, publicly discussed, and
publicly supported if language mantenarce is to
be quickly, fully0 and effectivrly reinforce.
Appeals on behalf of s-ach diversity can be surported
by reference to American values, tradition, and
history. As a possibly vital and creative f:rce in
American life, cultvral diversity has ail toa long
been ignored or given only apologetic and embarrarsed
glances. If language maintenance is to be seriously
pursued in the future, public rehabilitation of this
topic will be necessary. Bilingualism does not exist
in a vacuum. Nor does it exist in a school. It
exists in the context of ethnic, religious, and
culrural differences. It cannot be supported on a
rational scale without supporting biculturism.
Biculturisn requires awareness of one's heritage,
identifica:ion witt. it--at least on a selective basis--

. and freedom to express this identificition in a
natural and uninhibited manner. It can only be en-
riching for our country to discover that the languages
which have recently been brought to our attention are
inextricably related to diverse behavloral patterns
and bchavioral products which can be every bit as
aQceptnble and as valuable as the languages themselves.
The languages can only function in conjuction with

.

meaningful patrimonies. Intimately ,eaningful
patrimonies can only enrich America al.d the lives of .

its citizens. 245/

245/ Statement of Dr. Joshua Fishman, Id. at 125. See also
Boyer, Texas Squanders Non-English Resources, Id. at 675.

60-778 0 - 86 - 6
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The voices from the past were also present. Even as they

saw the problem and advocated the new laws they reaffirmed

the need for English:

Sen. Fannin...And I am also concerned, in your
statement on page 4--I say 'concerned,' but I just
want to emphasize it--where you say 'The Schools of
El Paso and'--is that Ysleta--

Senator Yarborough. Ysleta.

Senator Fannin (continuing). 'Area have established
a language center where pilot programs are being
conducted in English as a second language,' do you
feel that we should always consider English as the
primary language in our instructional programs

.throughout the Nation?

Mr. Howe. Well, I think that we ought to work toward
a position where youngsters have as much capability
in English as possibly can be developed. I do think we
have to take youngsters where they are. In other words,
if a youngster comes to school speaking Spanish, I
think we have to speak Spanish to him.

Senator Fannin. .Yes. 246/"
Senator Fannin. Of course, all of this teaching is to
acquire English as a primary language eventually.

Dr. Bumpass. Yes.

Senator Fannin. And then have the Spanish as a
secondary language and certainly as a very valuable
asset to the students.

Dr. Bumpass. Yes. 247/

246/ Id. 42-43. See also Cong. de L. Caria's comments. Id. 286.

247/ /d. at 64.
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Senator Fannin. Well, I agree with you that a
great deal can be done in this regard. 0: course,
I feel that if we motivate these children--and we must
motivate them by letting them have the opportunity to
learn the skills that will give them confidence, and
that, of course, involves a good utilization of the
English language.

Mr. Monserrat. Absolutely.

1 Senator Fannin. So I am Very strong in my opinion that
we should not let them lack in their training in this
regard. And I am concerned that perhaps when we do
attempt to overcome this problem, that we must be very
careful or we will create another problem; that they
will not see the great need for learning the English
language. 248/

Since the passage of the Act to December 1970 134 projects

using 16 languages have received funding: thirteen Indian

projects; five Frencn; two Chinese; one Japanese; three

Portuguese; one Eskimo; one Russian, and the remainder

Spanish-speaking. The extent and intensity of use of the

native tongue varies considerably from project to project.

English is included in some phase of all of them. 249/

We can expect the pressure for bilingual education to continue.

The Senate Special Subcommittee on Indian Education, in its

report mentioned earlier in this essay, called for instruction

in the Indian language, and the appendix to the U. S. Civil

Rights Commission draft report entitled Cultural Exclusion of

248/ Id. at 78-79.

249/ Thirteen additional bilingual education projects have
been supported under the Education Profession's Develop-
ment Act in addition to an unknown number initiated with-
out federal funding. Information provided by Dr. A.
Bruce Gaarder, U. S. Office of Education.
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Mexican-Americans in the Schools of the Southwest makes a

similar recommendation.

The response from the state governments so far has been

relatively good. California, on May 24, 1967, passed a law

authorizing bilingual instruction "when such instruction

is educationally advantageous to the pupils--(if] it does not

interfere with the systematic, .sequential and regular instruc-

tion of all pupils in the English language." 250/ The New

Mexico Legislature adopted in 1969 a law permitting any

school district to set up "a bilingual and bicultural program

of study." 251/

Arizona in 1969 passed legislation to permit school

districts where pupils have English-language difficulties to

provide special programs of bilingual instruction in the first

three grades. In addition to Texas' provision for a special

pre-school program for non-English-speaking childre, 252/

250/ Calif. Education Code, Sec. 71. Recently Chinese
students sued to require instruction in Chinese in their
public schools alleging English language instruction was
unconstitutional as violative of the XIV Amendment. The
lower court recognized the special need but found no
constitutional right. Lau et. al. v. Nichols, Cir. No.
C-70 627 LMS (D.C.N.D. Calif., May 26, 1970). The case
is on appeal in the United States Court of Appeals for
the Ninth Circuit. Lau et. al. v. Nichols (9th Cir.,
No. 26155).

251/ N. Mex. Stats. Ann. 77-11-12 (1969).

252/ Tex. Rev. Cir. Stat. Ann., Art. 2654-lb (1965).
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Texas revised its Education Code in 1969 253/ to permit school

districts at their option to offer bilingual education. 254/

253/ V..rnon's Anno. Tex. Stats. Education Code, Sec. 4.17
(1969).

254/ It was reported that in October 1970 a Mexican-American
teacher in Crystal City, Texas, was indicted for teach-
ing a high school class Ln Spanish contrary to the Texas
Code. U. S. Commission on Civil Rights Draft Report II,
Cultural Exclusion of Mexican-Americans in the Schools
of the Southwest, Appendix C, A Legal and Historical
Backdrop, p.XV (1971).
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CONCLUSION

We have tried to show that the utilization of the English
language as the language of instruction is the result of a

decision reached on extra-educational grounds. Of course,
the decision had an educational effect (as in the case of

Mexican-Americans and Puerto Ricans) and was frequently
designed to do so. But even when it did, it had an over-
riding political purpose and foi that reason was coupled

with discriminatory bction of various kinds designed to
suppress the minority group's normal development. In other
cases the educational effect was clearly marginal or non-
existent (German-Americans, Japanese-Americans). What was
important was the act of imposition itself which acted as
a symbol to demonstrate official

public hostility toward
the particular group. Again, the educational policy was
combined with other acis, both public and private: most
notably, in the continental United States, segregation, to
achieve the desired political result.

The imposition of the English language and the discriminatory
action accompanying it arose quite naturally out of the
limited concept of pluralism present in the United States
during its expansionist years. Until recently distinctive
language and cultural development based upon religious and
racial differences were viewed with great hostility, and
public actions to inhibit

cultural $1,2velopment in other than
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the preconceived mold were regarded as quite in order. 2551

The native language as a tool to teach English or as an
adjunct to the public school'system to assist in parental

involvement, even given the limited goals envisionecb,..was

rarely considered. There are only limited examples 4n the

literature of discussion of the effect of English language

instruction on the learning of neutral subject matter (i.e.,
math, reading).

255/ It is only fair to the reader to note at this point that
Dr. Heinz Kloss, one of the leading scholars in the
area of bilingualism, has concluded, quite contrary to
the views expressed here, that the United States' legal
norms have assisted in the preservation of ethnic
identity in the schools and elsewhere:

But as our study shows, the non-English ethnic
groups in the U.S.A. were anglicized not
because of nationality laws which were unfavor-
able towards their languages but in spite of
nationality laws favorable to them. Not by
legal provisions and measures of the authorities,
not by the state did the nationalities become
assimilated, but by the absorbing power of the
unusually highly developed American Society.
The nationalities could be given as many
opportunities as possible to retain their
identity, yet the achievements of the Anglo-
American society and the possibilities for
individual achievements and advancements which
this society offered were so attractive that
the descendants of the 'aliens' sooner or later
voluntarily integrated themselves into this
society.

H.Kloss, Excerpt.. from the National Minority Lawa of the
U. S. of America in East-West Center Institute of
Advanced Projects, Occasional Papers of Research Trans-
lations 124 (1966). The complete original work isentitled Das Nationalitatenrecht der Vereinigten Staaten
von Amerika(1963).
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There are two opposing conclusions that can be reached from

the failure of educators and educational theories to play a

strong role in the English-language decisions we have

discussed here. First, and most obvious, is that this is a

failing and that it is to be hoped that in the future educators

will assume a much stronger role. This would presuppose that,

in fact, at various points educational theory would have been

enlightening.

It is hard to judge whether this is, in fact, the case. There

certainly was a good deal of iaformation available in educational

circles and some rather careful studies on the effectiveness

of.native language use in various situations, and this infcrma-

tion was not brought to bear on the subject. 256/ However,

eveu today a review of the literature would indicate serious

differences of opinion-on this issue. Although some educators

have emphasized native tongue instruction almost, it would

appear, to the exclusion of English, 2571 the trend is

increasingly to look to better ways to teach English. In

256/ The literature with respect to Indians is reviewed in
. Berry, op. cit. supra note 173, at 55-60; and L. Coombs,

The Educational Disadvantage of the Indian American
Student 60-64 (1970). It is discussed with respect to
Mexican-Americans in T. Carter, Mexican-Americans in
School: A History of Educational Neglect 49-53 (1970).

257/ E.g., N.E.A., supra note 147.

141



137

-125-

addition there appears to be some unanimity on the importance

of stressing the cultural heritage and history of minority
groups. However, whether instruction should be in the native
language and what the effect of such instruction is on know-

ledge of basic subjects or English is less clear. 258/ This
is partly because control situations (so that isolation of
the effect of English language'instruction can be Ormonstrated)
are difficult to construct. InstrUction in the naci.re tongue
may act as a selection mechanism for teachers, perhaps

resulting in obtaining teachers who are more sympathetic
and concerned. Or it may permit parents to take a more active

role with consequent student benefits. 259/ The more studies
that have been done the more complex the topic has appeared.

Some educators have noted the progressively larger divergence
in achievement that occurs with age between the Indian child

and White child who start out at the beginning of school

approximately equal in achievement tests.

Some have noted a serious gap at the fifth grade and then at
college entrance when language skills are becoming increasingly
important. Others see at these junctures periods of conscious
awakening of social differences leading to alienation and

2581 Coombs, after a review of the literature which in general
tnnds to favor bilingualism, is skeptical and notes
others who are doubtful. Coombs, op. cit. supra note.
256, at 60-64, 119. See also Brewer, op. cit. supra
note 173, at 55-60.

259/ Coombs, rd. at 64-76; Brewer, Id. at 36-46.
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and withdrawal. 260/ Without belaboring the issue, educators

had--and have--strong opinions but can at this point show,

at.best, that native larluage instruction is only one of the

elements in educational achievement.

But there is another way to look at the facts and interpret

the historical aspects which we have related here and that

is that the issue is indeed a political one. Whether

instruction is in English or the native language makes little

or no difference; rather what is important are the opportunities

that are thought available to the ethnic gr,:,up by members of

the group themselve4,.

Educators hlve provided the most significant evidence to

demonstrate this. Increasingly, they have studied the

relationship between a pupil's motivation and performance

in school to his perception of the society around him and

the opportunities he believes that await him there. As

evidence of this mounts, the importance of native language

instruction as an educational tool linking home and school--

but.not society and school--diminishes.

However, the crucial factor is not the relationship
between home and school, but between the minority
group and the ocal society. Future reward in the
form of acceptaLle occupational and social status
keeps children in school. Thus, factors such as
whether a community is socially open or closed, caste-
like or not, discriminatory or not, has restricted oi
nonrestricted roles and statuss for its minority-
group segment, become as important as the nature of the

260/ Brewer, Id. at 18-25.
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curriculum or other factors in the school it-
self, or perhaps more important. 261/

Similarly, analysi%-, of the causes of Indian failure in

schools has increasingly focused on isolation, alienation,

limited opportunity in the society at large 262/ and other

factors which Indicate that broader concerns than teaching

method or technique are involved.

Educators who have pressed for TESOL or bilingual education

have frequently tended to minimize these factors. Thus,

race and color discrimination are rarely mentioned. 263/ and

the educational experience of other minor!ties with other

than language problems (the Japanese-Ame7icans and German-

Americans mentioned earlier) are not !1-ought to bear. The

United States Civil Rights Commission has studied the effects

of school segregation on both the Black and Mexican-American

261/ Carter, op. 'cit. supra. note 256; at 144.

262/ Brewer, op. cit. supra note 173, at 31.

263/ E.g., N.E.A., supra note 347, overlooks the imyortance
of the color issue. For example, the letter of a
thirteen-year-old Mexican-American girl, which opens
the report, says "my dark skin always makes me feel that
I will fail." Id. at 3. Yet the survey never mentions
color at all, hut treats the cultural and language
difference as if it alone were the problem.
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American population 264/and, while analogies may be all too

facile, the failure in much of thc literature to note any

similarities at all is surely a serious error.

Following this 'line of argument it should be of no surprise,

although the literature does not mik (! much of this, thct

Texas--which in general has been more restrictive with respect

to Mexican-Americans and where school segregation of Mexican-

Americans is more severe than in either California or New

Mexico 2651--has also a worse record in education than these
states. 2661.

The requirement of instruction in the English language, then,

is a symbol of a broader societal discrimination which can

usually be found in segregation and in limitations on employ-
ment opportunities. Confining ourselves to the English-

language-instruction requirement, the issue is not whether

the native toTigu is used as the language of instruction or

not, but only whether English is the revired language of

264/ U. S. Civil Rights Commission, Racial Isolation in the
Public Schools (1967) and U. S. Civil Rights Commission,
Reports I & II, Mexican-American Education Study (1970-71).

.265/ U. S. Comm. on Civil Rights, op. cit. supra note 159,
at 22.

266/ Carter, op. cit. supra note 256, at 22-25.
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-instruction. If English is not required or not imposed it
becomes one more symbol of tolerance and openness, one more
way in which society is stating that the natural development
of the minority group involved is acceptable and appropriate
and should be permitted. What language is to be chosen

should be decided by the local community. The results will
likely not make much difference as long as it accurately

reflects the instincts and desireeof t.te parents so that
they feel that the opportunity for their child is maximized.

The United States, at both the Federal and state level, as
we have seen, in balancing the unifying effect of English
with the harranizing benefits of native language retention
has consistenly favored English. Even where the group was
relatively small and the accommodation to be made was
relatively short-term in character (one or two generations
at most), the force of official sanction was used to impose

English-language instruction and to limit native-language
instruction. Whatever the benefits of such a policy were its
necessarily concomitant discriminations have left a bitter
legacy. At this time the government has realized and should
continue to do so that the option of native language

instruction should also be made available to be exercised as
desired by local communities. The Federal system needs the
sense of harmony, cultural equality, and devotion whiel such
an option engenders.
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