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CHAPTER ONE

introduction

This is the report of a detailed inquiry into a program for Deaf students, known as Dog:AN.
at a community college in Oakland, California. The purpose of our study was threefold: I) to
produce a highly detailed description of the program; 2) to produce a program evaluation; 3) to
construct a program model for dissemination where new programs might be developed. In order to
collect data for the study of DeafCAN, we chose to adopt the method, common to anthropologists.
known as ethnography. The use of ethnographic methods in educational settings has become
increasingly popular in recent years (Spindler 1982), in spite of the resistance of some scientists to
qualitative research.

Perhaps the best way to explain what is entailed in an ethnographic inquiry is to summari/e
what Spindler (op. cit. pp. 6-7) lists as the criteria for a good ethnography of schooling. Together.
these criteria provide the operational definition we used in performing the research to be described
below:

1. Observations are contextualized. In other words the significance of events is seen in
the framework of the immediate setting but may be pursued into contexts beyond

Hypotheses and research questions emerge as the study proceeds in thc selected
setting.

Observation is prolonged and repetitive.

4 The participants' views are brought out by inferences trinn observat I111. 1111i:11 ic

and other eliciting techniques where necessary.

5 A major task is to understand what sociocultural knowledge the participants bi 11112 10
the social setting under study.

6. Instruments, codes, schedules, questionnaires, agenda for interviews, etc. are
generated in the field as a result of observation and ethnographic inquiry.

7 Some of the sociocultural knowledge affecting behavior and communication is implicit
or tacit, not known to some and only ambiguously to others. A significant task ot
ethnography is to make explicit what is implicit and tacit to informants and
participants.

8. Inquiry and observation must disturb the processes being studied as little as possible

Informants have the cultural knowledge and responses in interviews shouk1 not be
predetermined by the kinds of questions asked. Answers should untold naturall%

Any form of technical device that will enable the collection ot live data %kill he uNed .
such as cameras, audiotapes, and videotapes.

1
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DEAFCAN

With these criteria as a guideline, we set about the task of collecting the data that would

enable us to write an ethnography of the DeafCAN program. The data were to consist of videotaped
classroom observations recorded over a full academic year; videotaped observations of certain non-
classroom events such as staff meetings, student gatherings, informal comings-and-goings; taped
interviews with staff and students at the beginning and end of the year; written classroom materials of
all kinds; student records; and teachers' grade notes and student evaluations. An additional source of
data was to come from a series of three-hour meetings with staff where selections of classroom
observation videotapes were reviewed, reacte41 to, and discussed.

A hearing, female researcher was assigned as classroom observer, and all teaching staff,
including the counselor, were given a small stipend for their participation in the data collection. The
researcher was already known to some of the staff, is fluent in American Sign Language (ASL), and
was trained in both language and literacy education, as well as educational research. In all, just over
seventy hours of classroom observation were videotaped, including staff meetings, the DeafC4N
business office, and meetings of a women's group. These tapes were subsequently reviewed by the
researcher, who made running notes that could be used for the construction of the ethnography. Two
sets of interviews were conducted at the beginning and end of the academic year. Signed interviews
were recorded on video, spoken interviews on audiotape. Interviews with deaf informants were
subsequently translated into English. Quotations that appear in the report are therefore English
translations of conunents expressed originally in ASL.

In the spirit of ethnographic inquiry. vie began %k 'Mout preconceived hypotheses or research
questions (see 2. above), but were guided to look tor innirmatiim on the following themes:

The effects ot the program on the students' mental health.

2. Bilingualism and the use ot Arnemican Sign Language and English.

3. Student goals.

4. DeafCIN as a family.

As a Research and Training Center on the Mental Health Rehabilitation of Individuals with Deafness,
we are especially interested in the role that programs play in participants' mental health and personal
wellbeing. In a way, we look at the DeafCAN program as an intervention for individuals with mental
health problems, since the population from which these students are drawn is overrepresented in
mental health programs and agencies. The other themes were already on the agenda largely because

of advance information about the program. One of the reasons DeafCAN had come to our attention
was because the teachers espoused a self-described "bilingual-bicultural" approach. Staff included
both deaf and hearing men and women with a reputation for creating a mutually supportive
environment and for motivating and holding on to their students, who come from a variety of
disadvantaged backgrounds and have a wide range of reasons for unrolling in the program.

This report is structured as a series of portraits of the staff and certain students followed over
the course of one schcol year, interspersed with some general discursive comments whose purpose is

to identify themes that link the individual portraits together. After an initial description of DeufCAN's
educational and geographic setting there follows a detailed study of the individual instructors,
including their classroom styles, their opinions ot the program and their students, and their reactions
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to videotapes of the program in action. Then, the progress of ten students is described in close-up in
ten individual cage studies, using data from observation, interviews, teacher repOrts, and from their
own written work. Finally, the results of the investigation are summarized with particular focus on
the four themes identified above, but including others that emerged during the investigation.

Definithms

During the course of this report we make reference to a number of things related to the
language, education, and culture of Deaf people. For readers who may not be famine- with deafness-
related concepts and institutions, we offer the following definitions and descriptions:

Sign Language and Sign Systems

American Sign Language (ASL) is a natural, visual-gestural language used by many Deaf
people in the United States and Canada. It is only in the last 20 years or so that linguists have shown
AS1. to be a fully developed language with its own grammar and structure distinct from English.
ASL has no written fiirm, and is primarily used in social interaction, although it can be used in any
setting. Sometimes it is necessary to transcribe an ASL utterance, in which ease the ASL signs are
written down using English words or glosses, with added diacritical marks, underlining, or other
conventions to convey as closely as possible the exact language of the signer.

SNning Etart English (SEE!). Seeing Essential English (SEE2)Vigned English, Linguistio
Visual English (LOVE). are some of the most widely used artificial signing codes of English that ha% o

been developed since the move from oralkm has encouraged the use of signs in schools and ploy him,
for deal children. These systems, otten referred to collectively as MCE (manually coded English. oi
signed English) borrow ASI, signs !Or nouns and verbs and add new signs tor English morphemes
that are not represented in ASL. Without using facial expressions, eye gaze. or body position, these

signs are then presented in English word order as signed representations of spoken English. In

schools where one or other of these systems is used, the hearing teachers almost always speak and
sign at the same time in a method of delivery known as Simultaneous Comtnunication, sometimes

referred to as Simcom for short. In some programs, teachers are now being trained to add some ASL
prosody to their signs to make them more fluid and less stilted, and thus more interesting for the

observer.

Educational Alternatives for Dea Children

Many deaf children are educated in state or private residential schools for the deaf, either as
day students or in residence. Every state has at least one raidential school, and they currently serve

about one sixth of the total population of deaf school-aged children in the United States. Most
students are enrolled in public day classes within regular schools. Many of these students are
partially mainstreamed in regular classes with hearing children, while the rest of the day they spend in

special classes with other deaf children. In addition, there is a smaller number of public and private
day schools for deaf children.

Schools and programs vary in the kind of communication phOosophy they espouse. In oral

programs the teachers and students do not sign, and the emphasis is en.:rely on speech reading,
amplification, and speech production. In Total Communication programs teachers sign and speak at
the same time, using one of a nulaber of specially devised sign systems for representing spoken
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English manually. Some programs use a system called Cued Speech, where speakers add signals
which are designed to enhance the aceuracy of lipreading. A small number of programs use
tingerspelling exclusively (known as the Rochester Method). Students who are mainstreamed into
regular classrooms may be accompanied by a sign language interpreter, who (it is hoped) will use
whatever kind of signing the student requests. The inadequacy of support services for mainstreamed
Deaf children is a widespread problem, and interpreting services are the focus of the majority of
complaints. Often there are not enough interpreters to cover the needs of all the students, and the
majority of those working in that role are not really qualified, much less certified. It certainly cannot
be assumed, therefore, that the communication needs of deaf students are being met.

Deaf Culture

Increasingly people are viewing deafness less a disability and more as a cultural phenomenon.
Many Deaf people grow up, live, and sometimes work with other Deaf people. They are members of
a Deaf community with their own social events, newspapers, clubs, sporting activities, and their own
language, ASL. Use of ASL is the single most important defining feature of membership in the Deaf
community. Social anthropologists and sociologists see the Deaf community as a separate culture or
sub-culture. ith its own norms for interacting and behaving, and a set of mores and values which are
slightly -::lierent from those found in hearing cultures. Of course there are regional and ethnic
differences among the Deaf community, just as there are among the hearing population. Some Deaf
people do not bee, -ne members of the Deaf community, either through choice, because they are
isolated from other Deaf people, because they do not know ASL. because they are hard-of-hearing
rather than Deaf, or because they became Deaf later in life.
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CIIAPTER TWO

The Setting

The DeafCAN (College Access Network) program has evolved slowly over the course of eight

years at Laney College in Oakland, California. Laney is one of several community colleges
maintained by the Peralta district administration in Northern California. It ofWrs two-year training

programs and Associate of Arts degrees in many trades and technical fields, as well as coursework
which may be applied toward entrance requirements or higher degrees at other colleges and
universities. The college is located in downtown Oakland on the border of the city's Chinatown
district. The majority of the college's student population is Black, Hispanic and Asian.

The impetus for DeurCAN came in 1980, when two Deaf students in a regular English class at

the college seemed unable to make progress. According to the teacher, Smokey Wilson. she began to
realize the unique nature of the students' native language (ASL), and the difficulties it Posed to the
learning of English. From her attempts to "reach these students and devise new ways of teaching

them" came the seed for the DeafCAN program. Dr. Wilson's attempts became a collaboration with

Eliot Helman, who was the Deaf Services coordinator and a sign language interprewr at the college.

By 1984 their efforts to devise new ways to teach Deaf students in the community college setting had
evolved into a special English and math class comprised only of Deal students. Although he
individual classes wt!te listed in the College's class schedule. Deaf OM had no official status as a

program. These classes proceeded and developed by trial and error and without special funding
the start of the UCCD study in 1988. the program had grown to serve almost tiny students. with a
staff of seven part-time and volunteer teachers, teacher assistants, and tutors ()I the soy!). live .ne
Deaf and three are of Hispanic or Asian descent. lrstructors the Deg/CAN program have Master '

or Doctoral degrees and are credentialed to teach in the community college system. Howeves. sevei
staff members serve as teachers, conducting small groups, even though they have been hired officially
as "teacher assistants" and are not fully certified or credentialed. The director's iationale is that the%
will continue their education and eventually become fully qualified as teachers.

The program curriculum includes courses in English, math, computer literacy, and Deal
culture, all of which are taught in American Sign Language. The program was described by staff in
their conversations with us as having a bilingual/bicultural approach to the teaching of English and
other subject matter. The courses are designed for the special needs of Deaf students and are,
according to one of the staff, "multi-leveled, allowing students flexibility within and among classes."

Depending on skill levels and background, students may be programmed into regular classes at the

college or at other institutions. The Deaf Services office provides support services for mainstreamed

students such as interpreters, notetakers and tutors. DeafCAN and Deaf Services work very closely to

provide students with an education suited to their individual needs. Many studems mainstream into

Project Bridge classes as an intermediary step. These are "basic skills" classes in English and math

for hearing students.

Funding for the program is tenuous at best, and salaries for staff members are often
"borrowed" from other funds, programs or grants, leaving DeafCAN constantly lighting to maintain

itself. According to staff, every year the program "serves a larger number of students, yet the

number of staff and available support remai,'s the same." Although spoken support has been offered

by the college's administration, no specific funds or recognized position have been created to secure

the DeafCAN program a permanent, official place in the college.
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Despite this, DeafCAN struggled on with more students enrolling each year and a drop-out

rate heloW 20% over the three years previous to the present study. The program is administered in
an office space shared with Deaf Services (who manage interpreter, notetaker, and tutoring services).
consisting of a small reception area, and four partitioned cubicles for staff office and meeting space
and student tutoring. Two classrooms adjacent to the office are used for all DeafCAN classes.

The student population of DeafCAN is reflective of the larger college's demogrvhy. Mostly

minorities and foreign-horn, many of the students have not been successful in their previous school
experiences. Traditionally, these are the students who fall through the cracks in most educational
institutions, and suffer the psychological and economic consequences of having limited or no access to
post-secondary education.

The main goal of the program as stated hy DeafCAN statT in initial interviews is to help
students fulfill their own inner agenda for being in school. Staff interpret this agenda to include

helping students "succeed in an academic environment, master English at some level. develop a
positive self-image as a life-long learner, or become proficient in a vocation or trade." The
commitment to student satisfaction and success is central to the goals of the program. as described hy
the staff in these interviews. Also included as a goal is the ability to "function in a
bicultural/bilingual environment," The self-described bilingual/bicultmal nature ol the program
seen by staff as being prerequisite to that ability.

Tiw DeafCAN Program

During the 1988-89 year of observation tor the tiCCD Pioiect. the plophilit it/toed sp
specially designed courses, a daily lab hour. tutoring services. and a %kturien's stippoimap pimp
The basic reading course in English was held twice weekly tor sessions oi I L.'. Ininis on eiwil

and offered in both fall and spring semesters. The class was broken dovin tino Wee sections. oah
taught by one or more staff members. Students were placed in a section based on then ahilit levels,
as determined from initial entry interviews and placement tests. and. as insouctoi kthan Stein put it.
"where they fit in best," in relation to their communication styles.

The math course was also taught twice a week for sessions of an hour and a half each during
both scme,sters. The class was designed as a self-paced lab for the first hour, where students wo. ked
independently, with one another, and with tutors, through a math text/workbook. Students proceed
through different levels of work from basic arithmetic to pre-algebra. The last half-hour of the
session was devoted to the collaborative solving and discussion of a word problem by the class.

A computer literacy preparatory course was offered twice weekly tor sessions of two hours
during both semesters. The clas3 was designed to provide experience and background information tor
understanding how computers work and the basics of running simple programs. It consisted ot
lecture, lab work (in the main college's computer lab), and the completion of worksheets and
homework assignments from a textbook.

The basic English writing course was held for three hours in the evening, once each week

This class was divided into three sections like the basic reading class and was uttered (iaring both

semesters.
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The Deaf culture class was held twice weekly for sessions of an hour and a half each during
the spring semester only. The class was taught using a combination of lecture, film, videotape and
text to cover information on the history of American Sign Language and of Deaf people and Deaf
culture. Also included were materials and coursework concerning Deaf theater arts, poetry and
folklore.

An Orientation to College course was offered for nine weeks during the spring semester,
meeting weekly for an hour. The class introduced students to the services available to them on
campus and how to use them (e.g., financial assistance, tutors, interpreters), as well as discussing
career options and helping to assess and develop study skills.

7

A daily lab class was held for one hour each day where students could receive assistance from
staff members and peers with schoolwork from any of their DeqfCAN or mainstream classes.

During the spring semester a support/rap group was formed for female students. The group
was led by three staff members from the program; a hearing counselor, a Deaf teacher. and a Deaf
tutor. The group met for an hour-and-a-half each week and helped students learn problem solving
skills, discuss and get support for problems they were having in school and their private lives, and
helped them establish a support network among their peers, facilitated by the group leaders.

All of the DeafCiN classes and the lab were held in two large rooms adjacent to the Deaf
Services office. The rooms were divided up into different areas to accommodate the various sections
of the English writing and reading classes. The wown's support/rap group was held in a small
meeting room in the Student Union building on campus. The Deaf culture class had its sessions in
the basement of the college library when viewing lams Or videotapes. Tutoring sessions and an
occasional session of one section of the evening wilting class were held in a small partitioned area in
the hack of the Deaf Services office. (lass size varied from an avei age 4-10 students in each of the
sections of the reading and writing classes, to 15-20 students in tile Deal culture class. and 10-12 in
the math and computer literacy classes.
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CHAPTER THREE

The De&CAN Staff

In the first year of the project, formal interviews with staff member:, were conducted just before
the beginning of the school year and at its end. The following profiles of individual staff members
have been constructed from these interview data and from reports on observational data collected in
the classrooms and at staff meetings. These profiles serve to highlight some aspects of staff
members' attitudes, teaching styles, perceptions, backgrounds and expectations for the students and
the DeafCAN program in general.

David Stubbs

David Stubbs is a white Deaf man in his early 40s. His background and training are in theater,

in which he holds a Doctoral Degree. Dr. Stubbs is an accomplished actor, writer and teacher. Over
the course ot' the year he taught both semesters of the weekly English writing course and a second

semester course in Deaf culture.

The writing class was held weekly from 6:00 p.m. to 9:00 p.m. on Tuesday evenings.
Generally the class convened as a whole group and later would break off into three separate groups
led by Dr. Stubbs and two of the other teachers. During the time when the whole group met. Dr.
Stubbs often began the class with some type of relaxation exercise in which other staff members and
all students would participate. Sometimes these exercises were intended as an ice-hreaker or to inakv
students more comfortable. Fo example, one September evening Stubbs 1c.! them in
relaxation/visualization exercise to "a favorite place." before breaking oft In-) their i especti% gioup
with the other two writing teachers. On one occasion in February. Dr. Stuhhs had the group all take
a turn "telling about something that had happened during the previous week that the!, telt positive
about ..." in order to "energize" them for class, after a tiring day. Before Christmas in Decembei
Stubbs began with having students go around the room "telling what they were looking forward to

Over the upcoming holidays."

At other times, the same technique was employed as a way of getting students to discuss
something more important, such as their language attitudes, which was then developed into a full-
blown classroom activity. For example, on two occasions in the Fall, after the initial relaxation
portion of the exercise, Dr. Stubbs had students recalling their negative associations with learning
English. These associations were later discussed in class and Stubbs tried to dispt-I the negative

connotations of prior academic experiences in learning English.

Before leaving to lead their sections of class, the other two teachers often assisted Dr. Stubbs.
They would help him explain or illustrate a point to the students through role play or by
demonstrating an idea or technique. For instance, early in the year when Stubbs was describing how
to do the relaxation exercise, Betty Walton, one of the other teachers, sat in a chair in front of the
class and went through the paces of the exercise as an example for the students to follow. At other
times the teachers helped individual students in the larger group. For example, during one of the
sessions focusing on negative associations with trying to learn English, Stubbs had students write
down the negative thoughts and then re-write Clem as more positive statements. After the

lecture/discussion, both Ms. Walton and Mr. Valdez served as aides, going from student to student to
clarify and help with the assignment. In other instances, Mr. Valdez was called upon to tell personal

1 2



narratives that further clarified points addressed by Dr. Stubbs in his lectures, or, as ii a class during

the Spring of 1989, to help rehearse the students in English idioms being taught by Dr. Stubbs.
Occasionally, Mr. Valdez performed aide-like tasks, distributing papers or getting copies of handouts

for Dr. Stubbs before assuming the role of teacher when the writing class broke off into its assigned

groups. When Dr. Stubbs was ill or away Mr. Valdez generally took over the class.

In most of hk lectures Dr. Stubbs' peppered his signal English with metaphors and idiomatic
phrases. During the first semester of the writing class, within the larger group, his lectures and
activities often focused on abstract issues such as language attitudes. When the class broke up into its
small groups Dr. Stubbs generally taught and reviewed English grammar, including English verb
conjugations, idioms, phrases, and sentence construction. In one class meeting in the fall we see Dr.
Stubbs reviewing his groups' answers to grammar exercises assigned for homework from the previous
class. He sits in a circle with the students, each of whom takes a turn presenting an answer and
posing questions. There is a good deal of discussion among the group as Stubbs explains the reasons
behind the correct answers in considerable detail. The mood is amiable and pleasant and Dr. Stubbs
appears comfortable and confident in his role as facilitator and teacher. lie acts as the one who has

the answers and can explain them.

During the second semester of the writing class, Stubbs' and Valdez's sections convened to learn
and practice using English idioms. Additionally, all three sections met for a half-hour to practice
,:onversational writing with hearing volunteer partners. Mier the idiom practice, students returned to
their original groups to work on English grammar exercises and discussion.
I-or the conthined sections. Dr. Stubbs provided definitions in ASI. for the English idioms, and
discussed with the class the correct comems for their usage. Starting in mid-l'ebruars. Stubbs domed
an idiom ("linking words together to give them an entirely different meaning than it thes are used on
their own") and then. over several sessions, introduced a list of English idioms. modeling tor student,
the process ot translation into AM.. Again, Mr. Valdez. served as assistant to the larger group.
helping Stubbs by illustrating his points. or creating little skits to play out the meaning ot different
idioms

In the second semester Deaf Culture class Dr. Stubbs used lecture, discussion, video, textbook,
and various assignments to teach students about Dear history, language issues, cultural issues, Deaf
theater and Deaf art. These lectures were full of content and background information not often
present in other classes. For example, one day early in 1989, using a mixture of lecture-with-
discussion and film, he covered the history of Deaf education, the French revolution, and language
change over time. He used the films (a lecture by Deaf cultural historian and linguist Ben Bahan, and

archival footage of a lecture by a Deaf man about the preservation of sign language in 1915) both to
inform and provoke discussion about the ideas he was teaching. On another day he helped bring to
life information from the textbook on the history of Deaf schools and teachers, expanding on it,
pulling students into the material through discussions, and tying it into current debates such as that
over the mainstreaming of Deaf students. Dr. Stubbs used the information in the textbook (Deaf
Ieritage by Jack ('iannon), building lessons around it and directly relating student assignments to the

material and concepts covered in the lectures and discussions'. Though students seemed generally
engaged in the material, some of them appeared to get lost or became intimidated by Dr. Stubbs'

assignments. or his lectures. When this occurred, they tended to look to Mr. Valdez as a sort of
intermediary or translator between them and Dr. Stubbs. Sometimes, the better students took on that

tole themselves For example, during a class in Fenruary, after viewing films and attending to a
lectute and disLasslon about historical changes in the structure of Stubbs tells the students to
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break into groups and, using an old dictionary of signs, "... develop a theory aboi.t how sign
language has changed" (over the years!. Despite the fact that students were able to identify
differences in ASL signs from the 1915 film they had watched, many of them appeared bewildered by
Stubbs' directive and ended up uxplaining to one another how to do the assignment, or seeking help
from Mr. Valdez. Similar patterns occurred after a quiz and on an occasion when students were
assigned to give a presentation to fellow class members related to a reading from the text. Many of
these same students were lost during Stubbs' presentation of the material, often in signed English and
in a lecture format. On different occasions throughout the year, students interpreted some of Stubbs'
information for one another during the lecture. It seemed sometimes that Dr. Stubbs had an
unrealistic expectation of his students' ability to perform school tasks. After the presentation
assignment in the same February class, about one fourth of the students appeared unclear as to how to
proceed. Mr. Valdez took them all aside and explained, step by step, how to go about it.

Topics in Dr. Stubbs' Deaf culture classes were often politicized or used to raise consciousness

(as is (Men a goal in minority history/studies classes). In one lecture he described the historical
oppression of Deaf people, detailing how signs were banished in education, the historic imposition ol
the oral method in Deaf education, and the systematic exclusion of Deaf teachers. He tied these
issues in ,iith current affairs, imploring students to be active politically. In a subsequent class,
Wowing a lecture on the declining numbers ot Deaf teachers over the years, he described a protest
rally about to take place in the State's capital against the mainstreaming of Deaf students. Latei that
spring, he described the use of hearing actors to portray Deaf characters in movies and on television
and then informed them ot a rally protesting that very issue. He also attempted some consciousness
raising through lectures that outlined the accomplishments of Deaf people, including Deaf inventors.
During one of these, a student commenwd in awe that she "... thought all inventors were hearing

Dr Stubbs' linguistic sophisticatiim is evident in the way he presents language Is Sties in class

Other teachers might focus on some basic ditterences between ASL and English, but he tends to go
into greater detail, otten discussing some ot the more subtle nuances of granmiar or use. 1.oi

example, during one Deal culture class in late spring, Stubbs presented videotaped examples 01 sign
language variations, requiring students to identify different features, and discuss the contexts of their

use, In the same class, after showing a videotape of performance pieces by the National Theater of
the Deaf, Dr. Stubbs initiated discussion about why the performers made the language choices they
did, and in so doing elicited language attitudes from the students and discussed language attitudes in
general. During another Deaf culture class, Stubbs conducted a lecture and discussion on the

formation and use of ASL classifiers.

Dr. Stubbs' is different from the other Deaf teachers both in his command of English (which he
often uses in preference to ASL, although he is equally fluent in both), and in his attitudes toward
language. When Stubbs engaged his students in discussion, it was often on a broader level, covering
a greater variety of topics and concepts than the students experienced in the other classes. For

example, in a discussion about the nature of theater, he worked with the students to try and define the
concept of theater, provoking them to build arguments in defense of their positions, urging them to
think and argue in an academic manner. Another time he initiated a metalinguistic discus.sior, on
certain features of ASL, reaching quite a high level of abstraction. His assignments were trequentk
based on text, or required essay- or report-writing skills, or a knowledge of how to perform academic

tasks.

Stubbs is an ever ierked tea,:her v ith tanly traditional views of how students should behae



Although the notion of Deaf solidarity forms a mcisage that runs throughout his classes, he does not

try to be their pal, but their teacher. This stance had different effects on different students. Some
were unable to understand him or were intimidated by his technique. These students usually ended up

having other students interpret and explain, or they relied on Mr. Valdez to serve this function. The

type of student who was more academically minded, or who had experience in higher education

tended to do better in Dr. Stubbs' classes. These issues are explored in more detail in chapter five.

In the initial project interview in August, 1988 Dr. Stubbs talks about the two parts of the

program-- Deaf Services and DeafCAN. He describes DeafCAN in terms of the classes offered and its

ASLifinglish emphasis, and gives an overview of the program as a whole. He characterizes the

students as "about a third fcceign born, a third from residential schools, and a third from mainstream

schools". Their aim, he maintained, was to help the foreign-born adjust to the new language(s) and

culture(s). Also, they want the residential school students to become "more culturally adjusted and

more open to career possibilities", with the idea that they will "discover more of their career potential
and adjust to the hearing world." He describes the mainstream students as "the most difficult-- often

more than the foreign-born ..." because their cultural perspectives are "messed up" and they're not

often familiar with "successful Deaf adults or ASL," nor are they "proficiem in either ASL or

English." Stubi iinds them lacking in awareness of what they need to learn in order to communicate

effectively.

lie describes the type of staff they look for as "reasonably bilingual," aav.ng a positive 0111,:epl

of Deat people, culture and ASL. and willing to work with a variety of communicatlim needs and

styles. Ile says that because of the commitment they have to hiring minority staff. and the tact that

(iidlaudet "snaps up" those ethnic minority membeis who are properly quidified .o teach u OW

they hire people at lAney who "may not he fully qualified or credentialed ... and h Ile LIM its
teaching assistants in hopes that they will continue their education and become fully ci euelnialed

eventuall

Earl y in the school year Stubbs felt that the most important thing in the program as enabl ing

the student "to ultimately 1),:. able to function in a bicultural environment-- to have English language

skills and good self-esteem." He felt the student's "inner psychological perspective on school and

learning" were cdtical, and that it was important for the student to become "a lifelong learner."

He described three students he thought of as successful. One, from Indonesia, overcame cultural

and linguistic barriers and went through the whole program in DeafCAN with plans to go to
Gallaudet. A second was from Viet Nam, had no formal schooling, almost no communication skills

and no understanding of print. Since learning SEE signs here, he was, Stubbs felt, currently
functioning better and beginning to derive meaning from text. The other student went through the

DeafCAN program, on to Project Bridge, then into mainstream classes majoring in psychology.

He felt that the bilingual focus, recruitment of minority statT members, and "family" aniwde was

what made DeafCAN special as a program. In his second conversation with us, Stubbs described the

DeafCAN program as trying to "provide the students with a bilingual education through various

strategies," outlining how this Was achieved in different classes. He also poimed to

group and other support and services that helped students become more "independent learners."
Stubbs telt that the program's accomplishments were to "turn students on" to education, and to keep

them enndled thioughout the year.

1 5
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Staff qualities that he telt were critical included being able te reflect the ethnic diversity of the

students, acting as a "team player," having a grasp of the skills being taught, and being able to work

independently. In referen t'. to the financial and administrative difficulties he joked that they must

also "be Nvilling to earn very low pay, and should expect no permanent employment." Dr. Stubbs
also expresed concern at several points in the interview over DeafCAN's screening process for
accepting students. He talked about the criteria they should use to decide if a student is "right" for
the program, in order to avoid wasting everybody's time. He spoke of the "weak chain of command"
administratively that leaves the program without any real solid support, undermines the program's

position in the college, and creates uncertainties for the pool of interpreters who help the
mainstreamed students. Another weakness he mentioned was lack of integration across classes and

the continual re-creation of curricula each year rather than using what is already in place. This
problem Stubbs attributed to the independence of staff coupled with lack of time to coordinate.

Ile described two "success stories" of the year. One student, Steve Atkins:

... showed up with this wild moss of hair ... a t-shirt full of holes ... looking like a street

person. he didn't have any English sentence structure, things didn't make sense, he

couldn't remember signs, he was just a mess. ... He wouldn't be a part of the class ... he

wits always using obscene language."

However through a combination of "controntation, support, and scolding he finally turned around and

now is one of the best students. He is not the same person in all."

Stubbs attributes this progress to Atkins having worked closely with deaf staff, and the

developmem of mutual respect that resulted from this rapport. The other successful student was .1

"frustrated learner" with little patience and a very negative attitude towards the world in general. and

his classmates ir nallicular. Again, Stubbs explained this student's improvement in attitude as

resulting from his ,nterrelations with adult modols."

Stubbs would like to see DeafCAN do more politicking and get continued support for the

program. He aim.. talked about the development of a more "systematic" approach to teaching
students, and having a more integrated and consistent curriculum. Students should be taught

leadership and independent learning skills rather than learning "through osmosis" and depending on

teachers for help.

Stubbs felt that the UCCD project forced staff members to think more clearly about their goals

and "really take a look at what we mean by being .. a bilingual program". "I think it also helped us

look harder at the way we interact with each other because we watched the videotapes ... saw how we

act ... and (became more aware of] our own individual strengths and weaknesses ..". He ended the
interview with a plea for more administrative support for the program. "... I feel like we're a tlov.et

in the desert, and there's been no rain for quite some time. It needs to rain."

Roy Valdez

Roy Valdez is a Deaf man of Mexican and American Indian descent in his mid 30's. His

background and training are in film and photography, in which he holds an Associate of Arts degiec

lie has served as a counselor at a local agency assisting disabled and Deaf citizens. and was also

employed as a printer. Over the course of the year he taught a section ot the reading and writing
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classes, the spring semester of the computer literacy prep course, and assisted in all of the other

classes and the noon lab.

In addition to teaching a section of the English reading and writing classes, Mr. Valdez co-taught
parts of the math class and the combined group in the second semester writing course with Dr.
Stubbs. He served more of an assistant's role in Dr. Stubbs' second semester Deaf culture class.
Mr. Valdez is a native signer and has a gift for story-telling. Part of his teaching style is to make
frequent use of his natural talent as a narrator. In both his own classes and those he .ssists in, Valdez
spends a lot of time illustrating lectures and classroom, discussion with personal narratives or mini-
lectures that relate (sometimes only tangentially) to information being covered in class. For example,
early in the year during a session of his reading class, while going over the answers to homework
questions, Valdez attempted to clarify the meaning of the definite article the, from a phrase in the
homework answers, "the United States," He draws a map of the Americas on the blackboard and
lectures about the divisions between countries, states and provinces, bringing studer 3 into a
discussion that involves naming the various countries. Following this he ties his talk hack to the
definite article by explaining which portion of the Americas it refers to. Valdez then continues the
geography discussion, digressing into a discourse about language use in Canada, the derivation of the
ASI- sign for "French," and customs of the French people. Subsequently, he returns to the
homework questions and the assigned reading from which they were taken. As is typical in this
reading class, Mr. Valdez then helps students by answering questions about the assigned text.
clarifying points, and opening up the assignment for discussion.

Later in the same class Mr. Valdez has his students take turns telling about a time when they felt

like a "toreigner" coining into a new or uncomfortable environment, as a parallel to the assigned

reading which concerned a newly arrived foreign visitor. After each student has a turn, Mr. Valdez
tells his own narrative, which goes on at length and in much detail, about his experiences being a nok
(and broke) student, at Gallaudet University.

During a subsequent meeting of his reading class, Mi Valdez gives a vocabulary quiz and
corrects it on the spot. Then, in preparation for a reading assignment about first jobs, he has the
students take turns telling about their first job experiences and then relates a story about his own first
job experience. On another occasion, Mr. Valdez has students take turns translating written sentences
they had done tbr a homework assignment into ASL and then critiques and discusses each student's
rendition with the rest of the class. He asks students which language they find easier, and uses this as
an opportunity to give a little lecture about the history of ASL, a brief history of the founding of
America. oralism, and the great debate about sign language use in classrooms and the declining
numbers of Deaf teachers.

In general, in his English reading classes, Mr. Valdez works from stories in assigned texts,
poses questions for discussion, and provides explanations or clarifications to students about varilus
English structures or word meanings. A constant addition to these exercises, however, are his
narratives about events from his personal life, or short lectures intended to serve as vivid illustratiom
of the focal concept, or simply as background information. Mr. Valdez follows the same practice in
other classes, too. or example, in a math class with teacher Wilbert Wang, the topic was tinwlines
and Fahrenheit/Centigrade temperawre scales. After the teacher had described the concept of freezing
point, a student mentions being confused by a television news story about a sprinkler system freezing.
Mr. Valdez comes up to the front of the class, explains to her what the sprinkler story was about, and
then proceeds to give a personal account of an experience he had had when his hair froze in very cold
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weather. On various other occasions Mr. Valdez recounted stories from his life including losing his
bank card at an automatic teller, accidently setting a fire as a child, getting around on public
transport, problems with SSI payments, and his experiences at Gallaudet.

Mr. Valdez has a good rapport with students, they seem to enjoy his stories and jokes, and he
puts them at ease with his eas ping style. He frequently jokes around and engages in social
conversations as an equal. Foi example, in one noon lab Valdez is engaged in an active discussion on
the latest accomplishments of football players and teams with several of the students.

As we have seen, Mr. Valdez serves mostly as an assistant in the Deaf cultuie class, recording
student answers on the blackboard in a class discussion with Dr. Stubbs, going to Ow Deaf Services
office to pick up question sheets and other materials, and making photocopies for Dr. Zlubbs. His
other role was as a sort of link between Stubbs and those students who had a hard time understanding
him and who found it difficult to function in the more academic structure of Stubbs' class. Often
Valdez would he called upon to interpret Stubbs' directives or re-explain assignments. In other
classrooms Valdez acts more as a co-teacher rather than a teacher's aide.

When Mr. Valdez was present in a class, he typically answered questions and provided
explanations to students about English grammar, word usage, and the like. He appeared comfortable
up to a certain level of explanation, but sometimes he would give a non-committal response such as
"English is just that way." Mr. Vaklez went to great lengths to legitimize and support the use of
ASI. in the classroom. He spoke often in his classes about ASL's grammatical complexity being
comparable to that of English. repeatedly making the point that ASI. is not an "abbreviated form of
English." but a bona fide language on its own. The structure and usage of that grammar were rarel
discussed, however, even when the focus of a lesson was on translating between English text and
ASL. For example. during a fall session of his reading class, students are taking turns rendering
sentences from their texts into sign. Valdez. encourages them to "sign it in ASL" and both he and the
other students give feedback as to how to improve interpretations. They discuss and practice their
renditions, and Mr. Valdez encourages discussion and feedback among students, but does not provide
any grammatical or linguistic parameters by which to guide their interpretations. lie shows what he
wants them to do by example, giving them his signed interpretation of the sentences after the last
student has taken a turn. As implied in Valdez's feedback, the guiding principle in this exercise
seems to be trying to interpret the meaning of the English text into sign. He emphasizes that "the
English way and Oh ASI. way are different" but does not really explain exactly how they are different
beyond identifying examples of each language, or via somewhat vague directives to "use more facial
expression" fas a way of being more like ASI-J.

Mr. Valdez's teaching style relies heavily on his use of narratives and lengthy answers to some
student questions, and/or explanations that serve as introductions to the mini-lectures he delivers
during almost every class session. Occasionally, it appears that the narratives, the examples, the
digressions, and the ubiquitous lengthy explanations, took precedence over the conveying of course
content, For example, in a December math class, during a word problem discussion devoted to
solving the question of how much money one would have to pay a landlord for first and last months'
rent plus a deposit. Valdez helps students interpret the English wording of the problem. The
discussion is lively, and as Valdez tries to direct students toward understanding and solving the
problem (i.e. amount of rent x 2 + amount (if deposit), one student comes out with exactly the right
equation. Valdez attended to the student's answer, but chose to continue, telling the class that he

would explain to them "how it works" despite the fact that this student had already done just that.
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Valdez proceeded to describe in great detail the concept of renting something. He discussed the
procedure for renting cars and roller skates as illustratkms of the concept "renting". He never
referred to the student's correct solution, and when he eventually returned to interpret the problem on
the board, he held off student comments and questions. Ultimately, he invited the class to come up
with a collective solution by having students call out their guesses as to the correct answer.

One possible explanation for these patterns is that Mr. Valdez is inexperienced and still does not
feel totally confident as a teacher. He therefore resorts to modes in which he feels more secure,
namely establishing rapport with students, relaying information he knows well, providing examples
drawn from ;lis own experience, explaining certain ideas or word meanings in great detail, and telling
good stories that the students enjoy. Alternatively Mr. Valdez might teach this way out of choice. In

staff meetings, informal discussions, and project interviews, Mr. Valdez often stressed how strongly
he feels about "helping" students to understand things and to learn, lie also commented frequently on
most of the students' lack of background and world knowledge. Therefore this may be his way of
trying to provide students with what he feels they need in order to learn. As Mr. Valdez stated many
times, he values highly the use ot' ASL in the classroom. In addition to his narratives and
explanations he would often translate English text into ASL or sign the gist of stories to students. His
versions are more reflective of ASL and Deaf culture than of school-based traditions (e.g. being tied
to text, analyzing language or literature, relating assignments to classroom lecture, etc.). It seems as
if' the components he feels are important to students' learning are all present in his style of teaching:
tilling in the gaps in students' background knowledge, translation, the relationship between ASL and
[English. However, he appears to present his material in a somewhat tragmented way, and with no
discernable overall scheme or teaching plan.

Much of what Mr. Valdez says and does indicates that he is not c4untoi table in Mc role of
teacher. "The teacher is not god here-- we're equals-. he said at the beginning of the veal . He

comes &Joss as the students' pal, often choosing to so with them i ante! Man in how of the class
during lessons. When interviewed at the end of the year he desci Med himself as having a "common
ground" with students because he "travels in man> circles among the Deaf ctumunity , no ;dst with
the Deaf elite."

On the subject of his teaching the reading and writing curriculum, Valdez described how, in his
classes, they would ".., compare the ASL signs and the English words, set up in columns side by
side, for each vocabulary item (being taught]. The students would he shown the detailed definition in
English and then in ASL signs that they could use to help them remember the meanings in English ...
that's how vocabulary practice worked. We meant to spend about 15 or 20 minutes on that lout of
the class session], but it ended up taking much more time. For instance if' the word was new to a
student, if they'd never heard of it before, my definitions and explanations would be much more
!engthy. But, really, that's what I'm there for, I want to make sure they really understand." Thus
he let the students dictate the pace and content of his lessons again reflecting the stance of the teacher
as equal. Mr. Valdez is a helper, an advocate, a fellow member of the community with the students.
His philosophy of the way teachers should relate to students is expressed best in his own words:
"The teachers must be flexible with the students and be able to develop good rapport with them. ...
It's important to feel rapport, to be friendly, not pressure the students too much."

Betty Walton

Ikuv Walton is a white Deaf woman in her eat Is 40s She has an undel r tduate degree in

BEST COPY AVAILABLE
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Liberal Studies, and has been working toward a Master's degree in Deaf Education for the last

several years. During the year we observed her, she taught a section of both the reading and writing
classes, co-facilitated the women's rap group during the spring, co-taught the Orientation to College

class, and assisted in the math class and daily lab.

Ms. Walton's section of the reading class consisted of tbur to seven of the least advanced

students. During the first semester, class sessions focused on discussions of English vocabulary in
short pieces assigned for reading, the acting out of short scripts taken from a basic reader, and

attempts to translate some of the basic reading pieces into ASL. During the second semester, Walton
(along with the other reading teachers) followed a curriculum designed specifically for the DeufGAN

classes. A large part of this curriculum involved vocabulary development and translation skills in

ASL and English.

Ms. Walton's style and attitude in the classroom reflected her joint status as a student and a
teacher. In both her reading and writing sections Walton often deferred to hearing peers on questions

of English vocabulary or usage. She appeared to view her hearing colleagues as experts with regard

to English. and was often willing to share the role of class leader with them. At various times over
the year she conferred with Ethan Stein or Carla Marsh for appropriate English translations from
ASL. and sometimes asked questions of the hearing researcher who was filming the class. The

questions typically cel tered on English vocabulary choices, either in translations from ASL, for the

completion of doze tests, or in the search for an accurate definition. Her attitude is summed up by
her own words. One time when deliberating whether tho word drug could be a past tense form ot the
verb drag. she proclaimed: "... we have a hearing person fi.e. the researched right here, let's ask
her ...". Another time, after getting help from one of her hearing informants, she explained to the
class: "English is hearing people's language ... it may seem strange to us, but that's hearing English.
.'s the way they use it ..".

In the early part ot the year it was evident that Ms. Walton did not have a very clear idea ot the
distinctions between ASL and English. She would give her students the task of interpreting a simple
English text into ASL, but, similar to Mr. Valdez, issued only very vague guidelines on how this
should be done. On one occasion both she and her Deaf aide demonstrated the signing of a story in

ASL so that the stud, understood a distinction was being made between ASL and English.
However, she provideo no information on the mechanics of translating from one language to the
other, and did not provide methodological instructions or explanations on how to turn text into sign
(see Section 5 for further discussion of this point). Walton typically commented on these occasions:

"the English language has a strange way of doing things." This vagueness on Ms. Walton's part
diminished somewhat during the second semester. She used her hearing peers increasingly often as

expert informants, and appeared to become clearer on the distinctions between ASL and English.

The content of Walton's reading classes changed significantly from one semester to the next. In

the fall the class did a lot of work with definitions of English vocabulary in ASL. Every session of

the reading class we observed had examples of this activity, usually in the context of translating
English text into ASL. Ms. Walton conveyed the notion t:,at signing the text in a form of signed

English IN tedious and awkward, whereas ASL s a more comfortable and lively medium. Over the

course ot the year. Walton moved from giving little idca to the students on how to translate, to
modeling for the class how to sign the lines of simple plays. and finally explicitly instructing them on

how to translate English into ASI.. In the fall, Ms Walton typically would exhort her class to "try

and sign the xt in a more ASL-like way". By Christmas she was providing examples of what she
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meant. For example, one method she used for demonstrating how to translate the English lines into

ASL was by directing the students to focus on the characters' moods and making sure they were

faithfully conveyed in their signs. By the second semester of the reading class Walton was explicitly
instructing her students about how to translate English words into ASL, using a special system that

was introduced to all the students in February. One month later the students appear able to relate the
English vocabulary item to its ASL approximation after Ms. Walton's explanations and
demonstrations.

Modeling and demonstration are activities that typify Walton's teaching style. Not only would
Walton model correct methods or responses, she would also model appropriate ways to critique the

responses of others. She would ask students if they agreed with a particular response, and when
anyone was unsatisfied she would suggest questions designed to elicit better answers. This was
apparently a successful technique since students were later observed to display their dissatisfaction

with inadequate responses in other classes. A different kind of modeling occurred when Walton was

an aide in Dr. Sn..i'obs' writing class, and she walked to the front of the room to demonstrate to the
students one of the relaxation exercises Stubbs had just described. In another setting, at one of the
Women's Support Group meetings, Walton demonstrated ways of being more assertive with men.
These are just some examples of a phenomenon that continued throughout the year wherever Walton

was present. While other teachers also used modeling and role play in their teaching, it was most
common in Walton's class.

Another characteristic of Walton's was her readiness to be a student as well as a teacher. One
or other of her students would often spontaneously take over during a lecture or discussion. coming to
the front of the room without being asked and entering what is traditionally thought ot in classrooms

as the teacher's domain. Once there, the student might offer his or her definition ot a word the class
had been discussing, provide another explanation for a difficult point that had eluded the others. ot

simply offer their own example of whatever phenomenon was being discussed. Walton was pertectl
willing to relinquish her power and control over the classroom to a student under these conditiiins
Other teachers allowed this to happen in their classes, too, but it occurred much more trequentl ith

Ms. Walton.

Her tendency 11 ads happen and her encouragement of student discussion reflect a teaching
style sympathetic to -oki!.nt discovery of knowledge rather than teacher transmission of information.
She encourages stut;eqtt w exploit their own knowledge, and to help one another, which they
frequently do. Ms. 0/alton's style with her students is to be nurturing and encouraging. She is a

caretaker, often repeating an assignment or an idea several times until she is satisfied that the students

understand it. For example, during a reading class co-taught with Ethan Stein, her colleague is
lecturing about the number of ASL signs that can define the English word go depending on the

context of the sentence. Ms. Walton surveys the students, comments that they "look a bit puzzled"
and asks Stein if he minds if she goes over that point with them. She then proceeds to re-explain the

same point in her own way. On another occasion, her class had just convened with the rest of the

English classes tor a full group lecture by Mr. Valdez introducing the new DeaMogy reader that was

to serve as text and content for the semester's reading cla.sses. He set the stage for the discussion lit
early humans in the reader by lecturing about A.D./13.C. time, placing early hominid in their proper
perspective in pre-history for the students. When Ms. Walton's students filed into her section after

the lecture, she asked if they understood it. When some were clearly puzzled, she re-explained

everything that Mr. Valdez had just covered. She justifies this approach during one stall meeting.

"... the students often don't possess the schema to be able to understand readings without massive
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amounts of help and supplementary information." Despite her sense of the students' need for help
and support, and her expression of this by what at times verges on overindulgence, Ms. Walton has a
goal of independence for her students and tries occasionally to steer them in that direction. During a
writing class, tbr example, she lectures about picking up the pace, "graduating" up to higher levels of
work, and stresses that they "need to show !her) how serious they are about their work by turning
things in on time, and !being more serious about their studies! ...".

In her interviews both at the beginning and end of the year, Ms. Walton echoed many of the
sentiments of other staff. She talked about staff members being like a family" and their team
approach to the program and each other. In describing important qualities for a DeafCAN staff
member she says, "... lone has to] think less of the self and more in terms of cooperation among the
group." On the current staff she says: "It seems that all of us really work together ... it seems 'hat
we all really care about each other." Where she diverges from the opinions of other staff is in her
remarks about Deaf and hearing staff working together and providing exposure to both the Deaf and
hearing worlds: "They !the staff] must be able to work both in the Dezif culture and the hearing
world without it being a problem, be able to approach hearing people or deal with what comes up ..."
And: "I prefer fusing] Deaf teachers, or a Deaf/hearing team approach in order to exchange
knowledge of English. ASL. Deaf and hearing cultures, respectively. This way students and teachers
can learn from each other, and the Deaf and hearing teachers can help each other."

Ms. Walton, like her colleagues, is frustrated with the lack of funding for the program
just want to go forward without the skimping all the time ... struggling to make ends meet"). and also
the teaching time limitations ("... three hours a week Ito teach writings just isn't enough ..."). She

would like to see more resources for the program C... like to have more room for our Deat classes.
We're often frustrated to find a hearing chss being held in the rooms we use ... I also wish we could
gel a men's discussion group going ... I'd like to set-up an ASL writing curriculum ..." f. In spite ot
her status as a volunteer, Ms. Walton acts like dedicated teacher who has the well-being of hei
students uppermost in her mind.

Lthan Stein

Ethan Stein is a white hearing man in his early 30s. His undergraduate degree is in Liberal
Studies, and he has an M.Ed. with a focus on literacy and language development. Mr. Stein has been
involved in education and the Deaf community for almost twenty years. Over the course of those
years he has worked as a teacher's aide in classrooms with young and adolescent Deaf children, and
as a certified sign language interpreter in a variety of settings. Mr. Stein spent one year as a
"special" (hearing) student at Gallaudet University, and has been involved in many theatrical and
artistic productions in the Deaf community. For the last nine years he has worked at Laney College,
first as an interpreter, then as coordinator of intitrpreting services, and most recently in helping to
create and establish the DeafCAN program, througo teaching, tutoring, and curriculum development
Over the course of this year, he taught a section of the reading class, provided tutoring, and taught a
section of the writing course for the fall semester. He signs AS1. fluently and Deaf people often
assume he is Deaf on first meeting him.

When teaching, kr. Stein most often seemed to function as a facilitator or a model tOr his
students. Ile encourages his students to think independently, and to see themselves and each other as
sources ot knowledge. Examples of this attitude and practice were often evident in Mr. Stein's
section of the reading class, and the noon lab where he helped and tutored students. Much ot Stein's

OW



19

focus in his reading class was on discussion. These discussions were generated from assigned
readings and study questions or vocabulary based in the readings. For example, in a section of his
reading class early in the year the students are focused on a troublesome piece on industrial pollution.
For the first half of the class, Stein goes over vocabulary. First he writes a word on the blackboard,
and then solicits definitions from the class. They collectively decide upon an ASL gloss for each
word, and Stein writes them in capital letters next to the English words on the board. He explains
thzt the purpose of this exercise is so that they "will have a record of what the vocabulary words
mean in glossed ASL that makes sense to them." At several points during the activity he tells
students that "if these glosses don't work for (you), in terms of calling to mind the definitions in ASL
that the class has collectively discussed and decided upon, then (you) should use their own glosses ...
whatever helps (you) remember the meaning ...".

In this way Stein empowers students both by making explicit the purpose of the task, and
establishing them as valid contributors to their Own (and each others') fund of knowledge. During the
same activity, Stein solicits the students' ASL glosses or English words for the vocabulary before
proposing any himself. Toward the end of that class, they move on to a discussion of their answers
to assigned study questions at the end of the reading. Again Mr. Stein turns responsibility back to the
students by encouraging them to think and argue with one another, and to analyze their and each
others answers to the multiple-choice study questions. Stein directs the discussion at times, guiding
students with open-ended questions. When students disagree with one another. Mr. Stein encourages
them to defend their answers and discuss the differences together. which they do in a very spirited
manner.

Dining a discussion of students' answers to study questions Stein has class members
epresenting each multiple choice form a "panel" and sit betOre the class to discuss and defend then

rival answers with each other and the rest of the class. He serves here, again, as a tacilitatol,
directing the discussion with leading questions from time to time to illustrate an important ptiint he
wants students to focus on (e.g. the author's intent in writing the passage).

Durmg a session of his section of the writing class, Mr. Stein again encourages students to take
charge during a discussion on verb conjugations. When questions are raised about the appropriate
tense to use, or the meanings of different words in a sentence, Mr. Stein turns it back to the students

to justify their answers, which they do.

Mr. Stein often seizes on student ideas that may seem at first glance to be off-track as "right
answers." For example in one class late in the year he is introducing the concept of the use of
context while reading. He begins by writing the word con/texton the blackboard and soliciting
studem understandings of the word. When one student recognizes con as the Spanish word for with.

Stein capitalizes on this observation and uses it to direct the class to the meaning of context. In

another instance, during a reading class that introduced students to a standardized notation system for
glossing ASL signs, Stein is trying to solicit from students what they think notation, a foreign word to
them, might mean. One student says with much hesitation that "... the wo-d itself looks like the
word 'notes' ..." and wonders aloud if it could be at all related. Stein makes use of her observation
and directs the class to think of the notation system as "notes" for the ASL signs.

These examples illustrate Mr. Stein's strategy of using students' knowledge, as well as his own,
o launch discussion and instruction. Generally, Mr. Stein will model how to accomplish or figure
out a new task, first using what they already know as a base and then demonstrating the new concept
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and practicing it with them. This is reminiscent of the technique used by Ms. Walton. In other
instances, Stein will lead students to discover the correct answer or process by asking them questions
that force them into a deeper analysis of the problem. He tends to push or challenge students, rarely
simply ucepting a right answer. In addition, Stein routinely elaboratts on students' responses
providing them with an opportunity to strengthen and broaden their background knowledge.

Sometimes students reacted against Stein's method of teaching. After receiving their midterm
exams back in the spring, some students were disturbed by their grades, and felt that Stein's method
of teaching vocabulary was at fault. They claimed: "You went through it too quickly ... were in too
much of a hurry didn't make sure that (wej were able to keep up ...". Stein responded to these
comments by maintaining: "it's the students' responsibility to keep up with their work ... (you arej
real college students and 111 don't want to treat you like children ...". The issue regarding the degree
of students' responsibility for their own education was a point of disagreement both with students and

other staff members, several of whom tended to treat the students as more dependent and helpless.
Stein explained to his class that he wanted "to prepare you for moving on in school, in the
mainstream, (that you shouldi be able to take responsibility fig how to take a test, or how to study.
[that II shouldn't have to do everything for you, (that it's up to youi to stay caught up with the
workload ...". Following this, one studem accuses Stein of "not respecting Deaf people." Another
student, however, after initially agreeing with the other students' complaints during this same
discussion. ultimately said that Stein "... is right ., I've been in mainstream classes, and it's true
what he says ... you have to keep up ... those teacheis don't wait tor you ...".

Mr. Stein, like Ms. Walton, would often model for students the kind ol information he wanted
!min them. For example, students were discussing the content ot a piece they had tetd that was set
in Sweden. Stein probed the students tor more intormation. remtorced good answers, and then
modeled the kind of information he was looking for by giving a detailed description in vivid AS1_ ot
the bucolic Swedish countryside portrayed in the piece. Stein followed up by emphasizing the
importance of getting "the whole picture" or wider setting ot a reading. and then continuing the
discussion with students as they tried to construct the context of the story collectively.

Mr. Stein's typical procedure, then, when teaching students a skill (e.g. use of context clues to
aid reading comprehension, translating English text into ASL glosses or discourse), was first to solicit
student input, then provide an explanation to expand their understanding, followed by a modeling of
the skill, and finally to apply it in practice with the class. His instruction is explicit. He teaches the
students how to perform a task, making clear both the process involved, and the purpose of it. A
good example of this progression came when he introduced the notion of metaphor. Mr. Stein first
wrote the word metaphor on the board and solicited definitions from students. He then explained and
modeled the concept, using examples, discussed the examples with students, and finally had them
return to the reading passage to search for metaphors.

The purpose of showing students how or why they should use context, metaphor, the author's
intentions, or vocabulary translated from the English text. was to provide students with strategies they

could use to help them read. In the class on cantem. Stein stressed the importance of using it as a
tool to help them read and understand the text. The same was true for the understanding of seuing,

the bigger picture, and metaphor. These are academic or school-based strategies, as were his
attempts to get students to use logical reasoning in their arguments, and ultimately, all are tied back to
in the texts which were the source of the original lesson or discussion.
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Mr. Stein appears to have a good rapport with students. His lessons are full of joking and

banter between teacher and students, as are many of his interactions outside of the classroom. It was
unusual to find him in his office without a few students telling stories and joking around as well as
checking schedules or classwork. Stein's year as a student at Gallaudet enabled him to take part in
the exchange of shared knowledge of University people and events that is a cultural pastime among
many Deaf people. References to his experiences there are made frequently in class, during lab
sessions, and at other times.

Between his first and year-end interviews, a difference emerged in Mr. Stein's view of the
DeafCAN curriculum. During the first interview Stein remarked on the lack of any basic curriculum:
"We don't have one any more. This year I'm really at a loss ... twe don't have) any one connected
and unified curriculum like we've had in previous years." Almost a year later, he felt that they had
spent the previous months working from a very developed curriculum. He described how they
switched their process in the English classes during the second semester when the new curriculum was
introduced. He explained that prior to this they had always introduced ASL first in the reading
classes, to show them that 11_ translating ASL. having them read ASI., giving them the idea that
this is also reading and this is also a language." Mr. Stein described the resistance staff had often
experienced in the past:

"starting off that way we've akays run into resistance ... they're not taking an ASI, class,
they're taking an English class, they want English. They want grammar, they want
corrections, they want red pencil, they want homework, and we're giving them this 'oh
you're beautiful and your language is beamitul.' It's bunk, that doesn't mean anything to
them yet."

The new curriculum told the histoi y ot I:nglish, using it as a springboard into the history ot ASI.
and how to use that language for access to English. Stein had positive feelings about the direction ol
both the curriculum and the students. lie telt that use ot the new materials had provided mall with an
opportunity to see what worked and what did not, and that now they could learn from their mistakes
and use the materials more efficiently in the future. He also noted a change in his OWII teaching, over
the course of the year. He remprked that he used "more structure" in his reading clas.: than he had
previously, partly because he felt: .. I've just gotten more together, I know what I'm doing more
and the other thing is that I know that that's what they want, that's what they expect out of school."

At the end of the year Mr. Stein described his disappointment with t_!e "bicultural" aspect of the
program. He complained of differences in viewpoints and splits between the hearing and Deaf staff:

"For me, one of the biggest disappointments about the program, and maybe I expect too
much, and maybe I don't have anything to compare it to, and maybe it's no worse than
other programs, but I feel like the Deaf people and the hearing people are often at odds
If we were dealing with Ibiculturalisml ourselves as an issue, as a topic of study or inquiry.
I think that would filter down to the students, and then they would see, I think most of our
students don't see it as a problem yet, they don't even perceive it, this whole idea of
biculturalism, or what it means to he ahle to crossover ...".

He suggests adding a component to the program that would take on "crossover issues" from Deaf
culture to hearing culture that students will eventually have to deal with.

BEST COPY AVAILABLE
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On the plus side, Stein highlighted the graduating of three students from the college atter many
years of having no Deaf graduates. When asked how he thought the program failed students, he said
that their failure lay in not teaching them English, or not preparing them to be able to thrive in
mainstream colleges or at Gallaudet. He suggested that this "lack" might be because of "something
missing" in the program's philosophy, although he was unsure as to exactly what that might be.

After describing the lack of administrative support from the college cited by other staff
members, Mr. Stein suggested "for the future" that DeafCAN should consider seeking "another
institution to become a part of." Additionally, in DeafCAN's future he would like to see:

"more classes and some more diversity. I think we need more levels of reading and
writing. We need more. We just need more of everything. I'd like to see more support
for mainstreaming students. More tutors, more tutoring, some kind of training for tutors,
some kind of time for tutors to reflect and work together some kind of support class or
group for mainstreamed students ... that might address the whole thing I was talking ahout

It's not really that they need new signs, they need to know how to talk Icode-switchi
around hearing people."

When asked to describe important qualities for a begICAN staff member to have. Stein replied:
"They should he independently wealthy so that when they don't get paid on time, they can hang."
More seriously, he commented: "... they'd have to be somebody who's interested in learning and
interested in lifelong learning, and understands that we're all still learning. We're learning how to do
it, and we're learning from each other and learning from the students ...".

Vilbert Wang

Wilbert Wang is a Chinese Deat man in his mid-30s. He moved to the II nited States from Honli
Kong at the age of eighteen. After attending a local community college, he studied at Gallaudet
University, where he received his 13.S. degree in Maaematics and Computer Science. He recently
received an M.Ed. in Special Education from a local university. Before coming to DeafC4N, he

taught math at the came community college he had previously attended. In addition to teaching the
math and computer courses in DeafCAN, he also teaches math, and ASL (to hearing students) at other
institutions. During the year of the project, Mr. Wang taught both semesters of the math class, and
the first semester of the computer literacy prep class.

Usually, the math class followed the same three-part format each week. The first part of class
was an individually-paced lab where students worked their way through arithmetic curricula, with the
help of tutors, staff, and fellow students. Following this, Mr. Wang generally introduced or
explained concepts related to arithmetic. Finally, the class worked on a word problem together, with
either or both Mr. Valdez and Ms. Walton. Wang's purpose for introducing the word problem
component was to be able draw from students' real-life experiences in order to formulate arithmetic
problems to be presented collectively by the staff and solved collaboratively by the class. A good
illustration of this procedure was observed early on in the year when Ms. Walton and Mr. Wang
formulated a written problem around one student's (real) costs for moving into her apartment. Wang
and Walton worked as a team, first helping the elms decipher the problem from it's written form on
the blackboard, and th,n in guiding their collaborative efforts to do the arithmetic for it's solution.
Later, during a spring math class. Mr Wang and Mr. Valdez presented another problem on the topic
of ticket sales promotions for a football game to toacli the concept or pritm numbers. The question

Cr 6
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of one student's rent calculations came up later in the same class, and Wang endorsed the notion to
the class that a particular student had "... come up with a real-life problem that they had all solved
together". He then solicited further problems that might be suitable for solving in the math class.
Mr. Wang seems to feel strongly that it's important for the students to be able to relate the arithmetic
to their daily lives: as he stated at the end of the year:

"... I try to push them towards studying and succeeding, not just in sort of boring school
drill work in multiplication and division, but we'll do the math work for problems that
have to do with budgeting for apartments or rent, figuring deposits--they bring those
problems in themselves it's math work that directly relates to real life situations. It's
better with that kind of link,"

During the individually paced lab portion of the math class, Mr. Wang always appeared
patient. and respectthl of students, no matter what their level of ability. For example, he worked
with some students who were stuck over a small detail concerning decimals and fractions in the
workbook, while at the sam.: time giving another, easily frustrated student long-term coaching on the
prc.;ess of reducing fractions. Towards the end of the year he worked with two of the more advanced
students on simple algebraic equations, coaching and setting up practice problems for most of the first
halt Of the lab. Mr. Wang successfully communicated with each of his students, regardless ot' their
language ahiliii . Additionally, Mr. Wang is willing and able to stay with an explanation of what, to
an outside observer, may seem a very elementary arithmetic concept, ftir as long as it takes his
students to comprehend it fully. No matter how many times he may have to repeat or re-phrase his
explanations, sonwtimes spending an entire lecture session on the one basic idea, he doesn't seem to
become impatient with his students. In his year-end interview, Mr. Wang stressed the importance ot
teaclwis' arritude.s. When asked to describe an ideal candidate for a position as a DegICAN teachei.
Wang said:

"Their attitude wotikl be the nunther one tactor some4me who had a lot 01 patience,
understanding, flexibility, very well-versed in their subject area ... and with a good
attitude, that's the kind of person we'd take on as a staff member . in terms of skills
they'd have to also be knowledgeable about math and English, of course, but what's really
important is their attitude-- their ability to really relate to the students. They could be
brilliant, but if their ability to relate to the students is crummy, then their brilliance is
worthless."

H is behavior underlined these beliefs.

Another feature of Mr. Wang's lectures was his t .ndency to illustrate concepts with references,
not only to everyday life, but in particular to Deaf affairs, and the relationship between ASL and

English. For example in an early fall semester class when describing computer languages to the
;lass, he suggests that "... learning the computer's language is the key to communicating with the
computer in much the same way that a hearing person would learn ASL in order to communicate with
a Deaf poson." In the same class session he is explaining what computer "syntax errors" are and
likens the computer language's syntax to the syntax of English. In another early fall class, while
reviewing a chapter from the textbook on how to "communicate" with a computer, Mr. Wang again
uses the analogy between sign language and computer languages for access (to a Deaf person, or a
computer, respectively). During an early December class, Wang is describing how "set" or restricted

the parameter% ot a computer program are. He likens them to the rules of English grammar, both 01
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which, he explains, are ":iet that way ... static ... immutable." In several other instances, Mr. Wang
uses metaphors related o ASL, deafness, or components of DegfCAN to explain to hL students how
various parts and functions of computers operate.

Mr. Wang also makes use of Deaf cultural knowledge in his materials. For example, during an
October computer lab session he has students playing a guessing game with a program he'd written
that focused on the date that Gallaudet University was established. Class members entered their guess
into the computer, and it would tell them whether their guess was "too early" or "too late." This
exercise led Mr. Wang into an impromptu history lesson about the founding of Deaf education and
Thomas Gallaudet, the founder of the University. During this exercise, as in his and other DeafCAN
classes, Wang encouraged the students to work collaboratively to find the answer to the problem.

In the computer literacy prep class, Mr. Wang seems to function in more of a traditional teacher
role, although it is mediated by his commitment to what seems to be the DeafcAN Way: flexibility,
sharing control of the class with students, etc. The class is divided into two pans-- lecture, and
application of lecture and homework material in the adjacent computer lab. The lectures elaborate on
and reinforce material in the assigned homework readings which focus on the basic functions and
operation of computers and simple computer languages, along with how to operate simple programs.
Mr. Wang is teaching subject matter that has a prescribed content following a certain order that
corresponds to both the textbook and the relevant computer programs. This is different in nature
from the English classes whose goal of literacy acquisition is more amorphous. With the possibl...
exception of Dr. Stubbs' Deaf Culture course, Mr. Wang's computer literacy lectures are perhap, the
most content-based of the DegfCAN classes. This may account tOr his wre traditnmal lecturing
style, with material tied to the textbook, lnd where classroom dynamics are more tightl contndled
The lectures' content includes description/review ot the parts and functkins ot a computer ipemon.
capacity, types of computers, the Itinction of computers' CPU, special computer toms and
vocabulary, the function of logic within computers' processing activities, and the discUsNlim
theoretical questions about the interface between computers and humans.

He appeared to have a basil! regpect for the students and made it clear that he valued their input
For example, during one lecture a student tries to remember the correct spelling for a computer
system brand name. She creates a mnemonic device to remember the spelling and Mr. Wang is tull
of praise for her clever idea. He told the chit., how much he enjoyed learning things from Itheini

In both interviews Mr. Wang spoke about the special qualities that DeafCAN staff must have:
"(Staff] need to be able to figure out how to transmit what THEY know to the student in a way that
makes sense to the student, that doesn't go over his/her head. The methods that are generally taught
in Deaf education courses don't really apply to what we do here," Also, in describing the program at
the end of the year, he said:

... the teachers support the students in ways urat other college programs don't ... we reall
assume roles of teacher and counselor, both ... we're really involved with the students,
there's a certain continuity that way, and I think it's a unique situation lat Other college
programs) the students are curious about what the teachers are like out of class, where the
live or what they're about. Here, they know everything. Where we live, what we study,
you know, it's like a family."
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On what makes the program special, Mr. Wang stated:

"We really care about the individual, we're more like a family. Other programs are good
but the student is left more on their own to deal with problems. Here, we provide lots of
encouragement and want the student to feel connected to the program and teachers. We
stick by them...If they don't show up for a class or a meeting we like to know why, what's
going on."

On the less positive side, Wang felt that the math curriculum needed to be "fixed." As he
described it at the end of the year:

"... there's just not enough time. There's just no time [I'd like to extend the timej on
Mondays and Wednesdays to one or two hours of discussion. Let them get it all out-- their
questions and concerns about taxes, about SSI-- things they'd understand better after some
real explanations of how they work. Talk about percentages and principles, most of them
know nothing about how a bank works, that kind of thing."

Concerning the computer literacy course:

"... there are some changes that need to he made. For one thing, the computer vocabulary
in the book needs to be translated. It would also be great to have a Deaf role model for
them in the computer lab. but the pet son in the lab is hearing so we try to make that
work."

Looking toward the future, N1r. Wang would like to acquire more materials tor the program
fie talks about ASL videotapes and:

computer/video programs that would assist students in learning English It would also
be great to have some type of computer giaphics packages that would help link the math
concepts and terms that I go over in class with a visual and written English representation
that the student could call up on-screen."

During the second interview, Wang describes other technologies that he would like to bring to
DeafOliv, like the 'IENFI system currently in use at Gallaudet, computer-aided-instruction packages
that would address the word problems from the math class, and video laserdisc programs. He
bemoans the absence of funding for the,se devices, and also cites the lack of financial and
administrative support for full-time teaching positions as being part of the problem. As Mr. Wang
puts it:

"If 1 were able to work in a full-time capacity here. I could really focus on equipment, like
the EMI system, work on the computer graphics ideas for a couple of years until I could
get that running successfully. But as it is now, working three jobs all over the place, I
haven't got any time for that sort of thing, developing LINN-- I mean it's always just
scraping to get by. But it I worked tull-time I could attend to those things."

'FNIA is a computer setup in Llasswoms at Gallauder University that links students and teachers arid allosk,;

them to carry-on discussion and dialogue on their computer terminak via written English.
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Jennifer Sloan

Jennifer Sloan is a white hearing woman in her late-30s. She has served as the counselor for all
disabled students, including the Deaf, since 1983. Ms. Sloan received her M.A. degree in
Counseling Education, working first in rehabilitation counseling with developmentally disabled people
for three years. Her interest in deafness began when she started her internship at Laney College and
encountered Deaf people for the first time. She enrolled in sign language classes because of her
inability to communicate with her Deaf office mates. She received a certificate in Deafness and
Rehabilitation counseling after completing an intensive summer training program in 1986. In addition
to her duties as counselor, she taught a course in career and life planning in DeaJCAN during the
1987-88 academic year. During the year of observation, Ms. Sloan taught one semester of an
Orientation to College class, and implemented the women students' peer support group, which
continues to be a part of the DeafCAN program.

We were unable to observe Ms. Sloan counseling students of DegICAN for obvious reasons of
privacy. We did, however, watch Ms. Sloan at two sessions of her Orientation to College course
during the spring semester, and at one meeting of the women's peer group that she facilitates. She
co-taught the Orientation to College course with Ms. Walton. Ms. Sloan worked closely with Ms.
Walton, making the most of Walton's AS1. fluency as a complement to her own talents. For
example, on several occasions Walton expanded or rephrased Sloan's explanations in AS1.. and at
times provided supplementary information. The two women worked well as a team. with each (0
them seeming to know intuitively when to step in to help the othr without it appearing as an
interruption. At the end of the year. Ms. Sloan conimented in her Inlelview on the value ot
teaching with Deaf staff:

"... the beauty of the program is that, tor Instance. Carla 'another nearing stall member'
might not have absolutely excellent AS1. skills, or I nught not, hut I get help frimi Betty
(Ms. Waltonl, we get help from ie Deaf stall and we all collaborate together 'cause we all
have different levels of knowledge in terms of what we can provide ... that's another
quality that the staff has to have to be able to work together as a team and appreciate each
other's strengths and weaknesses ...".

Later in the same interview she lamented the "aide" status of some of the Deaf staff: "I'm constantly
amazed, and I feel like I can only do my job because Betty is here and la Deaf tutor] is here. I really
depend on the Deaf staff to get more information and it just doesn't feel right to me that they're in
that sort of aide, para-professional position."

Ms. Sloan presented herself in class as a facilitator rather than a director. She tells students,
"I'm not the boss, just the teacher ... here to help you know and understand your options." Sloan
began the first class session by asking her students what they thought the class was designed for.
Only after feedback from students did she esuohlish her own perspective on the purpose of the class.
She explained that she was there to help students deal with "college issues" like degree requirements,
credentials and certificates, and how to plan classes with those things in mind so they could "get what
they want out of college". In the first session she had the students take turns telling why they were in
college. As they responded, both she and Ms. Walton asked questions to help draw more information
about their purpose for being in college. Ms. Sloan offered herself and the class as a resource.
stating: "... there are many things to rernember in order to survive in college and if those thinp

.3,;
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aren't beirl covered sufficiently in class you should approach me or (Ms. Walton( with your
questions." Ms. Sloan followed the pattern, familiar from other DeafC.AN teachers, of first soliciting
student input and then using it as a launching pad for discussion and elaboration. In another example,
Sloan was helping students examine their daily schedules and study habits so they could budget their
time and select places that would allow them to study more efficiently. First she had students take
turns describing their study habits, then she used these responses as a starting point for discussion on
how to organize and plan their college work.

In addition to using student input, Sloan gave students guidelines designed to help improve their
ability to communicate in class and with one another in general. For example, at one point during the
class on stuuy schedules, the discussion began to degenerate into students just talking among
themselves and not attending to the points their classmates were making. Sloan called for everyone's
attention, stressed the "... importance of communicating ...", and outlined the rules: "... only one
perstm talks at a time and the others must attend to him/her ... it's a way to show respect for each
other ...".

Another example of the pattern of eliciting input followed by issuing guidelines came later in the
same session. Once the group was successfully focused on the topic of study habits, Ms. Sloan built
on the scenarios that students presented by offering suggestions and remedies concerning how and
where to study most effectively. She also continued to pose the questions raised by students back to
the group, thus demonstrating her previously stated position of "not being the boss." Sloan then
summarized what was needed tor good studying habits having drawn on the students' experiences and
added her own suggestions. She introduced the idea of scheduling their time, anti then she and Ms.
Walton spent the rest of the class helping students to figure out how to budget time to allow tor mole
effective studying. A similar pattern ot facilitation and proposal of guidelines for communication and
problem-solving was also in evidence in the women's support group. During one of the first tew
sessions of the group in early spring. Ms. Sloan established some guidelines (e.g. "respect others, no
gossip, attend every time, no insults. say something you want every time. confidentiality ...) mihich
she wrote on the blackboard and had the students read and interpret into their own words. This
provided a framework for students to express themselves and to access self-help strategies useful both
in school and non-school environments.

Ms. Sloan, by her own definition, is not the most fluent ASL signer among the staff. However,
she always seemed to understand the students or to work closely enough with other Deaf staff
members to circumvent any communication difficulties. Additionally, Ms. Sloan always appeared
sensitive to Deaf cultural ways in her communication. In both the class that she taught and in the
women's group she would gain the visual attention of the group before beginning to sign. She
arranged the students in her Orientation class in a semi-circle, a formation conducive to discussion in
sign language. Roth of these behaviors are prerequisite to successful communication in a group of
people who are sigwrs and are common practice in group interaction among signing people.

in the women's group, such topics as sexual harassment, rape, assertiveness, and male/female
roles were di.;cussed. Ms. Sloan, Nis. Walton and a neat' tutor in the program, watched along with
the students as they related their stories and problems, their triumphs and concerns. A warmth was
evident among the group. They applauded peers when they arrived at the meeting, and provided

support and undersianding when someone recounted difficult emotional experiences, such as surviving

a rape, or trying to become independent from overprotective parents. Again, Sloan used the same
teaching tormula we observed in her Orientation class: solicitation of input, elaboration of idea..



28

formulation of guidelines. For instance, when one student described discomfort resulting from the
flirtations of a man she saw daily, first Ms. Sloan helped her by describing the differences between
harassment and flirtation ("... any time it makes you feel uncomfortable you have the right to tell him
to cut it out ...)., then, along with Ms. Walton and the other staff tutor, she offered ways to deal
with the situation, arming the student with several options, which the group and staff helped her
practice through role plays and talking. Through the structuring of the group protocol, modeling, and
encouragement, Ms. Sloan enabled these women students to develop a network of solidarity and
support with one another.

In both of her interviews Ms. Sloan voiced her concern that the program needed more Deaf
staff, and that those staff should be paid as professionals. In the first interview she sai6: "I think we
need more Deaf staff. A Deaf counselor who's more fluent than me in ASL-- like (Betty Walton1--
who co-counsels with me and uses the language so well, but is not a paid professional." She went on
to say: "We want permanent staff positions for these people. All the Deaf staff are hourly ...'orkers,
except for one position," She talked about the struggles that the program had to stay afloat, and the
lack of upper-level administrative support that has drained energy from staff members and the
program. When asked to describe what she felt wasn't working in DeafCAN over the year of thc
study, Ms. Sloan said:

"The staffing isn't working because there needs to he, I think the staff people need to have
permanence. They need to feel like they're getting benefits and that they're going to be

staying. Last year it really didn't work because IRoy Valdeil got laid off, IDavid Stubbsi
got laid off. Everybody was getting laid oft at the end ot the year, and in terms of morale
it was the lowest."

At the beginning of the year she had said:

"I believe the concepts and framework of the program can and do work. but we need more
money to stabilize it. We've always had the support of the academic dean, without him we
wouldn't have been able to do it. But we're not like la local community college with a
large Deaf student populationl, with the official recognition, and we didn't have a big pot
of money to start up with. The need was there and so we just started something."

Referring to other things that "aren't working," Sloan describeki a lack in "overall planning and
organizafion." In the second interview she said:

"... (I wish we were] able to plan ahead and really have things sort of set in place so that
we're not constantly putting things together at the last minute ... there's a freneticism about
it that is crazy making for the staff and it drains everybody's energy."

Ms. Sloan described the program at the outset as follows:

"ft's an attempt to build a bilingual/bicultural program and teach students to have pride and
esteem in their own Deaf identity and language. There's an attempt to teach them English
through a better understanding of how their own language works, and how to apply those
rules to English." "PeaNAN succeed in an academic environment. can learn, can master
English at some level, can enter a vocational program, or even just improve their
communication skills and go back into the world. There are a lot of levels of can. It's not

:
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just academic."

Looking back, she said:

"Honestly what I see as being successful is the amount of support students get. That
they've been accepted for exactly who they are, exactly at the language level that they're at
and then they get to progress from there ... I feel like we were really successful with a
certain core group of students who were very wavery in terms of their emotional place in
the world and that we really made students, I mean really active learners, out of some
students who showed up at the beginning of the semester, the fall semester, and they were
completely flipped about, they were afraid about being in college. They were intimidated
by the whole process and through the support we were able to give them, they really
learned, and they became a community of learners at the end of the year. And Ithis yeari

they're back."

When asked to describe an important achievement over the year of the study, Ms. Sloan cited

the women's support group:

"There still needs to be improvement, but what happened is those women started to he
much more supportive and cooperative with each other in class and that was the real
change. That hadn't happened before and I think it was not magic, it was simply puttMg

them in a room together to do problem solving and support rather than bicker and gossip."

She continued:

"... I also think that the staff worked really well together ... all of the collaboratam that %%t:

do, the weekly staff meetings really made a difference. There was inure continuity and,
from my perspective, I had more awareness of what was going on with all the individual
students, which I ..hink is important. It's pretty labor intensive."

Regarding (!esires for the future, Ms. Sloan replied:

(morel staffing, more time, more eff cient use of time in terms of planning, more

money I'd like to see (DeafOIN: .::mtionalized. I think it needs to have permanency
somewhere. Either here at Laney or .erever it could happen, but ... we can't continue

the way things have been going wid . :.egularizing the staff ... it makes it hard to do the
kind of planning I was talking abc -eing able to plan for the fall seme,ster, and knowing
for sure that there are going to be < . mber of instructional aids and X number of
instructors and that the transition prk . . am that we've set up will work, that they will indeed

be able to mainstream. The students will lose their confidence in the system if we're nut

able to do that."

Carla Marsh

Carla Marsh is a white, hearing .4vnian in her early forties. She has one M.A. degrec in

English Literature, another in Reading, and a Reading Specialist's Credential. She has sp(:m the last

twenty-three years as an English teacher at Laney College, and, during that time, completed a Phi)

in Education specializing in Language and Literacy. She has been involved in a project designed to

a
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teach teachers how to teach writing skills, and now functions as a researcher for that project. In

addition to coordinating a campus-wide project that "teaches basic skills to underprepared students."
she helped create and coordinate the DeafCAN program. During the year of the .udy, Dr. Marsh co-
taught classes with other staff members, provided assistance and consultation to staff, developed
program curricula, and helped tutor students. In earlier stages of the DeajCAN program, Dr. Marsh
regularly co-taught classes with Mr. Stein, but as the program and staff have expanded, regular
tuching assignments have been largely taken over by other staff members.

We did not observe Dr. Marsh as a regular teacher in any of the classes, but her involvement in
all facets of the program was well documented. At various times she was observed providing in-class
support and consultation to staff members, helping to structure curricula and program protocol in staff
meetings, co-teaching sporadically with various staff members for select classes, and tutoring or co-
tutoring individual students.

Dr. Marsh often served as an advisor to the less experienced teachers, in particular with Ms.
Walton. She would frequently sit in on classes, where her role would oscillate between observer and
participant. She was variously an aide, a tutor, a consultant, and a teacher. Dr. Marsh has spoken
several times about the growth and development of Deaf staff members in their craft as teachers. and
her behavior in their classes reflects a commitment to helping bring this about. When Dr. Marsh
intervened to help a student or the teacher, she did so without intruding or disturbing the tiow of the
-lass. Sometimes the teacher woukl ask for her help, sometimes she intervened in the capacit 01 a

teacher trainer, thus serving both the students and the teacher.

In one leading class with Ms Walton. we see )1.. Marsh move from her chati to the nom
class with a studer who is nervous about signing hei story to the others. Dr. Marsh latei wi nes
questions on the blackboard related to the signing activity that is going on, as Ms. Walton continue.
to conduct it. l.ater on she interjects a comment designed to help direct the flow ot conversation. and
then Ms. Walton continues. In a writing class, one student does not understand some ot Dr. Stubbs'
metaphors. Dr. Marsh makes a suggestion that the teacher "give more of a direct explanation ot how
that process works" to the student. During a session of Mr. Valdez's reading class, Dr. Marsh coines
up with an alternative homework assignment for a student who had not had the experiences upon
which the homework was based. In her rea :ing class, Ms. Walton is working on the interpretation of
dialogue that students are reading and acting out from short scripts in their books. During a
discussion about the correlation between punctuation in text and the mood or feeling the text conveys.
Dr. Marsh comes forward to give an example of how punctuation can serve to convey attitude. Later

on in that same class, just before it ends, Marsh provides a short tutorial designed to help students
understand a broader range of emotion in the lines of characters from the text they had been woriing
On.

Sometimes Dr. Marsh would intervene to help teachers understand something. For example,
just before a late November session of Mr. Valdez's reading class, Dr. Marsh approaches him u)
discuss a translation problem the students had while he had been out of town the previous week.

Marsh tries to solve the problem by having Mr. Valdez do the task himself. When he has trouble
doing it. Dr. Marsh is able to illustrate graphically the difficulties of this task for the class, and
coaches Mr. Valdez on w'i.ys to deal with them.

Dr Marsh's advice was sometimes directly solicited by other staff members, when they had
difficulties or dilemmas in the classroom. For example. Mr. Stein approached Dr. Marsh one late

t
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November afternoon. He was concerned about an attendance drop in his reading class. He felt there
was "something wrong" in the way the class was progressing and he saw the drop in attendance as
confirmation. Dr. Marsh began to analyze the situation, making practical suggestions on the spot
about what and how to teach them. Ms. Walton, in contrast, used Dr. Marsh as an expert informant
for English. Several 'mes during one reading class while working on English/ASL vocabulary
translations, Walton checked with her on questions of usage and definition, In another session Ms.
Walton was trying to explain to her students that a single-action verb might use two English words
(e.g. take up). When she got stuck, she called Dr. Marsh over from an the adjoining classroom to
help out. Ms. Walton added her comments to Marsh's explanation, stating to the students that she
"is learning too" from Dr. Marsh's demonstration.

At other ti1110 Dr. Marsh either co-taught with Ms. Walton or Mr. Stein, or participated with
several other teachers in special combined sessions of the reading classes. Her style of co-teaching
varied according to the other teacher. With Ms. Walton, Marsh left the control and direction of the
class to her colleague, while sharing responsibility with her for the instructional content. tier style
with Mr. Stein appeared to he carried over from their association in the classroom before DeafcAN
was a developed program. Usually Dr. Marsh would lecture aloud to the class while Mr. Stein
translated her spoken words into ASI., adding his own ideas and elaborations along the way.
Sometimes, however, Dr. Marsh would stand at the sidelines while Mr. Stein instructed the class,
calling out concepts or ideas that she Meanted the students to know about, that he then incorporated
into his signed instructkm.

Twice during the spring semestel we observed the reading classes meeting as one large group to
coves- material relevant to all the students. Dui ing one of these sessions, MI_ Valdez, Ms. Walton.
Mi. Stein. and Dr. Marsh had planned to bring to lite a "mead hall" twin the medieval times student,
had been reading about in their Histon of English reading curriculum, complete with costumes, pla
acting, and dramatic readings The second occasion was held to mark the end of the English h Istor
component ot the leading curriculum, and urtnaluce the beginning 01 the ASI. unit. The unit
introduction included a lecture and skit about the differences between English and ASI.. For both ot
these combined sessions Dr. Marsh served as a part of the team, engaged in the actions, skits,
interactions with students, and lecture with the other staff members.

Sometimes Dr. Marsh acted as a tutor for students. This occurred either informally, between
classes in the DeafCAN office, or by arrangement in the daily lab, and at office hours. Dr. Marsh's
direction in teaching and creating curricula seems to be driven both by her intuition about students
from years of teaching, and by research-based models. It seems that she constantly keeps in mind the
more global aspects of the program in her thinking, as well as drawing from the various models of
the reading and writing process that she has studied. From an early December entry in her journal:

"We have been writing on topics that students select-- 'A friend, my pet, a remembrance of
my family, a school experience.' I am following Donald Graves' writing program,
designed to develop fluency and investment in the work ...".

Frinn another journal emits).

"Finally the reading class Is on Its 01k n NI r. Stein'sj group has gotten into the sticky topic
ol highNh and sign. and there is ,t lust sign of engagenwnt_ R. I Ms Walton], and J.
argued tor over hour AO Ja,\ about the value ot studying ASI. and English at the
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same time, R. maintaining it is confusing, (Ms. Waltonl that is helpful. 1 have always had

faith that this wrestling was necessary-- without respect for the oppressed language, no new
language learning can happen ...".

From a mid-December entry:

... building a bicultural program is made up of taking dozens of such tiny elements drawn
from the community and shaping them to fit into the college community-- the tune comes
from the students and we transpose it into a new key ... And certain tasks that are school
specific-- like essay topics-- must be re-contextualized, transposed into a Deaf-community

key so that "A Close Brush With Death," (Labov's famous prompt in Harlem) becomes "F

on Forehead." Bicultural. A knitting together of broken bone, the break coming not only
along Deaf/hearing lines, but also along lines of whether or not I am identifying myself as a
'school person,' getting part of affirmation of self from my participation in the academic

world. It's bound to be a long process because it's a bad f.racture, often splintered and nit
even recognizable as a single bone."

Dr. Marsh has expressed concern about the degree to which various staff members differ in their
philosophies about how to best reach the students. Regarding Mr. Valdez's style, early in Decembei
she remarked that: "... he and I have so many differences over how to help the students become

better readers ...". Regarding a question raised by Ms. Walton during a staff meeting about the
difference between "advocating" for a student versus "rescuing" that student, Dr. Marsh says. "... she
and I share this issue, we both tight tor individual students and probably go over the line to reskme

rather than support."

In the more formal comments during her second interview, recorded in the tall ot 1989, Dr.
Marsh described the changes she telt the program had undergone during the year of observation. She
describe4 the curriculum as encompassing more "content" instead of the primary focus being on the

4110
ASL :inglish issues." Dr. Marsh talked about what led her to cwate new hooks fOr use in the

reading classes instead of using the student narratives as text, as had been done in previous years:

"... 1 realized that what needed to be done really, was to write a new kind of book, not just
personal experience stories that Deaf students had told, but to actually try to convey
information to students and so we started the second series of DeafCAN readers. The first
book of this second series is called 'Introduction to Language' and in it we wound up really
going through the history of the language. We went back to 80,000 B.C. ... (and back
up to) modern day English and in that we really talked about all the ancestors of the
English language and then we talked about the development and growth of American Sign
Language, where its sources (were] and so on. At the same time, I realized that there
needed to be a differently structured vocabulary and something that students could take
home with them, homework that they could grab on to. So I also put together this
vocabulary booklet that is designed to help people sort of free themselves from the idea of
one sign, one, word, which seems to have gotten stuck in a really awful way... I thought
the first try at that hook was interesting. It's a pain because it takes so long. They look
like such easy words. You can't imagine that students are having trouble with them."

She goes on to say:
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"1 think for a long time we have thought of bilingual, bicultural education as an end in
itself and 1 think the other piece of the change this year, is that we see that is a method.
It's an approach. It's a way of setting up the curriculum environment. It is not a
curriculum. And that's made a real difference it leads to a doubleness in the learning,
so that they're learning about the two languages and at the same time they're learning
content for information. It's a shift in focus ... before we foregrounded the ASL and the
English issues. Now they're still there, but they are subordinated to the notion that there's
information in the world and that the information is of immense value."

When listing the qualities she desired in DeafCAN staff members she focused on "flexibility."
She described "good signing skills, and knowledge of the Deaf community" as being so "crucial" to
the job that they are assumed as requisite qualifications. When describing the need tbr "incredible
flexibility" she said:

"I mean we may plan certain things and then realize that that's not going to work to catch
this group and then I will dream up something at 3 a.m. and the staff is wonderful enough
to be willing to go with it. They may have to do joh X when they planned to do job Y, but
that's why we're a team, is that people are willing to look at it and do whatever they have
to do."

When asked it she felt that statt membeis possessed these qualities Dr. Marsh replied:

"I guess if they didn't they couldn't have survived. along with the rest of us. I mean
they're wonderful. you know, two weeks into the semester we were told that we should
open a study skills class. One )I the statt members put that class together, is no working
on a format. I've re-written a chapter im reading skills tor the study group, yini know .

whatever can get done that t'ttrthers the educatin. people 'here do. And that's why we're
still here."

Echoing the comments of her colleagues, Dr. Marsh identified the problem of lack of cohesion
in organiziog the program:

"What we don't have is somebody to tend the stoce. Somebody to take care of all of the
infinite numbers of pieces of paper, the nitty-gritty details. WI have a bunch of part-time
people that are here six ... bor) twenty-five hours a week and over-committed as it is.
So there just desperately needs to be order nd there isn't any ...".

Dr. Marsh expressed a need for "regularizing the staff so that Deaf people have real jobs instead
of pretend jobs. I think that's terribly important." She wants the institution to take on a greater role
in supporting the program. She said:

"... it can't be something that individuals do anymore and I guess this has been a real
exciting ten years for me. working on DeafCAN. Rut I'm getting to the place in my Own
life, my own work, where I see that the institution has to begin to take it up and it has to
be structured in a way that other people can come in after me and do what I've been doing
hecause I need time to write and I can't he so active and reflective at the same time."

Dr. Marsh spoke with excitement about the progress ot the students, describing the successes
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and the changes she witnessed in students' "self-awareness" and "self-worth." She talked about three

students that had successfully transitioned into Project Bridge classes:

"... the wonderful things that are happening to them, they were always relatively
committed, but as they see themselves now making progress, A. and T. are functioning in
hearing classes and 1 thilk they could function better if we had better transition support, but
I think that what they're getting is very real, at least by the smiles that wreath their faces.
And they're starting to put together a newspaper for Bridge. They're working with the
Bridge students, the hearing students, on newspapers and you just have the feeling that

they're happy as clams ... they really seem to feel that they are going where they want to
go. I feel that that's a good thing."

Staff Meetings

Staff members were observed in both planning, and discussion meetings over the year. Three
staff planning meetings were held in December, near the end of the first semester, and during the first
week of the second semester. These meetibos took place in the DeajCAN offices and centered on the
collective creation, discussion, and plans for implementation of curricula. Additionally, problems or

concerns about individual students or lessons were brought before the group for feedback and
discussion. The discussi(m sessions began in early Decenther, and continued through the second
semester, occurring almost monthly tOr a total of four observed meetings. These sessions were
generated as a part of staff menthers' participation in the UCCD project, but were also motivated by
their interest in our classroom observations and their potential value for self-analysis and retlectitm.
For each of these meetings samples of the videotaped observations were brought to differem statt
members' homes where the meetings were held. The samples were shown and they analyzed them in
informal discussions that followed. From these discussions often came new ideas for program
changes, revelations about staff, teaching styles, and redefinitions of the guiding precepts of the
program-- in particular the exact interpretation ot a "bilinguid/bicultural approach."

ideological differences among staff members sometimes surfaced or were highlighted during a
meeting. In an early December planning meeting, the staff talked about the possibility of using a
hook in the reading classes that a friend of Dr. Stubb's had written about the life of Anne Frank.
The book was also to be produced as a play, and staff discussed the different ways the script, book
and play could be used in the reading classes. During this discussion there was an exchange between

Mr. Valdez and Dr. Marsh that pointed to some of the differences in their perspectives about students

as readers.

Dr. Marsh asserted that: "the students are not capable of reading the script", to which Mr.
Valdez countered that it could be rendered in AM,. Dr. Marsh maintained that, regardless, the

students "couldn't read it." Mr. Valdez. asked her "how she knows" this. At this point Dr. Stubbs
suggested that the two lowest level reading groups (Ms. Walton's and Mr. Valdez's) "for certain
couldn't read it" but that possibly the highest level (Mr. Stein's) group could. Dr. Marsh provided
examples from Mr. Valdez's own class as evidence of her contention that they were not able to read
something at the level of the book that had been mentioned. She described the kinds of errors at the
decoding level of reading (e.g. mistaking the word "mayor" for "major" in a very simple text) that
she had observed in Mr. Valdez's class. She went on to say that students "need to be taught how ...-
to read. Mr. Valdez again contested Dr. Marsh's assumptions by saying that: "we can't just gi% e up

on them ..." that staff .. must support them." liy "support", Mr. Valdez. meant that he went
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through the text and explained it to them in sign language. Dr. Marsh asserted that to go through one

paragraph in that manner takes about an hour, insinuating that it is not a very effective way to teach

students how to read. Mr. Wang agreed with her.

At this point the other staff joined in the discussion, each contributing their ideas on students'

reading problems. Ms. Walton maintained that "students don't often possess the schema to be able to

understand readings without massive amounts of help and supplementary information", adding that,

even as a graduate student, it had taken her almost two years of developing her own schema to
understand her textbooks. Mr. Valdez said that students need to "learn more about the history of the

world," citing as evidence his students' ignorance about Nazism that had been revealed in his reading

class. Mr. Stein agreed that the students "do need information, but at the same time they must do
something with that information, not just sit hack and passively absorb it. That's not interactive

learning," he continued, "it's not the way to really acquire that kind of information." Mr. Valdez
suggested that students could try to do some resewch in the library to acmss that kind of information,
while Mr. Stein interrupted him to say that the students would he "clueless" as to how to accomplish

a task like library research. Dr. Marsh offered a clarification of her original remarks: "It's not that

l'in criticizing the students, (it's just that( the reason I'm here is to teach reading and I want to make

sure that the students would be able to read (a hook like the one suggested), not to just leave them to

their own devices." Mr. Valdez stated that Dr. Marsh should not say that students "can't read"
because he knows that "they can read with the teacher's help and explanations ... it's important to

encourage and help them." This exchange proved to be a lively eximtple of the different views stalt
held about techniques for teaching reading and their students' abilities to read.

During the first dkcussion meeting, held lo early December to talk about the bilingual qualitle.

ol the DealCAN program. stall members first talked about what bilingualism meant to each ot them

and how they telt they used bilingual methods in class. Descriptions ot bilingualkin varied amoiq,
tan. trtmi the ability. to "code-switch" between languages at will Ws. Walton), to having plot IL len,

in two distinct languages Mr. Stubbs). Staff members actively diwussed what it meimt to be a

bilingual. with Dr. Stubbs maintaining: "(being bilingual( means a lot more than just the ability to
code-switch." Mr. Valdez described an ex3mple of his use of bilingualism as "reading a book in

English and then signing it to the class in ASL and explaining the translations to them." The statt

continued to try and figure out what strategia could be used to help develop language skills leading

to bilingualism. Ms. Sloan raised the issue of sociolinguistic constraints that come into play when

students' native language is utilized within the school context. She described the conflicts that come

up for students when asked to use their home language in a context where they have traditionally used

only the "language of school" (English). Mr. Stein elaborated on Ms. Sloan's point adding that "...

although everyone on staff speaks of the program as being bilingual, and even though all the staff use

ASL for classroom communication, it is actually English that gets studied, not ASL." He raised the

question of whether that truly represents a "bilingual" approach. He said that the students, "even

after a few years in the program, still hold ASL in lower esteem than they do English." The staff
discussed these and other related issues and later on in the meeting, Mr. Stein proposed a question to

the group: "A Laney we all talk about being nilingual, but where do we really do it? Where is the

study of ASL? Where is the bilingual aspect?" Several staff members responded to his comments

Dr. Marsh said that: "... somehow something happens with the students. They become better at

AS1., they become skilled readers ...". Ms. Sloan said that she did not see students becoming

"skilled readers ... not even in the mainstream classes." The discussion continued with Mr. Wang

pointing out the "..relationships that are cultivated between teachers and students ... the give and take

lbew.een eeet,onel that makes 1.aney really special. Amid much laughter from the group, Di_
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Marsh summed up what appeared to be the groups' conclusions by saying, "We are a nice, sweet

program. The teachers are sweet, the students are sweet, we love them, they love us-- but that's not
necessarily bilingual, so let's not pretend." Ms. Sloan added that:

"... maybe k's fa program like thisi the only one in the world, and there's a lot of power
behind that. We support the students in that family feeling, and that is imponant powerful

stuff. It's the most important part of the Laney program, but it's also not enough. It's not
enough because I'm not seeing skilled readers or students who can comfortably mainstream

come out of it. They're getting closer to that but they need something more than sweet
support, despite how important and powerful that stuff is."

This was a good examnle of the staff examining their notions about the program's central

concepts. In both the planning and the discussion meetings there were many instances of staff self-

reflection and analysis. Furthermore, the evolution of the ideas generated from some of these
discussions could be seen in the curriculum. For example, in response to the point raised by Mr.
Stein about the study of Ay'. in a program that calls itself bilingual, a component on the history and

structure of ASI. was implemented into the curricula for the following spring semester reading
classes. Of course, not all issues raised ended up being fully addressed, and many other less
philosophical or programmatic concerns were discussed in meetings.

Viewing tapes of themselves in action also provided a forum for the discussion of teaching
methodology, in a way allowing the researched to become researchers. This notion of the participant
observer k an artifact of the ethnographic method. When asked during their second interviews what
impact the study had, stall members com,:med that the experience had been beneficial. From Di

Marsh:

-I think the opportunity that we had to sit down as a stall and not feel that we were
exploiting the hourly teachers. but actually being able to buy a little of their 'lime. and Nil
do1k n and look at what we were doing. I think that made a huge impact on me. For

example, hearing that maybe we weren't anything, that maybe we weren't really a bilingual
program, that what we really were was a sweet program, that struck a deep chord in me
and was one of the things that I think pushed me toward this notion of 'well what in the
world does it mean to be a bilingual program and what's the difference between an
approach or a method and a curriculum'... I really see that you have to have both a
curriculum and you have to have the proper curriculum environment which, for our
students, is a bilingual one and it happens to be sign language, but it could just as well be
Spanish. So what is actually coming out of the UCCD project, though certainly not your

intent, was that I think that we will have a night Project Bridge that will be for lowrider
Hispanics. Because now that I understand this principle, it can be adapted to any group--
that you have to open the classroom to their own language, but then you have to really
make the movements toward the target with content and not with skill drill."

Ms. Sloan's response to the same question was as Wows:

!Suit members %Acre paid by the project tOr time they invested in the discussion meetings. as well as

mien:ley, time and time spent helping to collect data tor the project in the form of student Work samples.
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"... it's been helpful to me and I've seen it be helpful to other teachers because everybody's

sort of much more aware of what they're doing ... in watching the videotapes that we've

been able to watch, and the discussions that we've had around watching those videotapes,

has kind of kept the idea sort of forefront-- like what is it that we're doing and where is it
that we're going. 'Look isn't that nice how that works and look at all the stuff that could
be improved.' That kind of thing. So I think it's definitely had an influence. It feels

positive to me. I think that on some level, knowing that it's a long-term project is nice

because it makes it feel like there's some permanence and we'll actually be able to see it' it

works or it doesn't work. Rather than thinking that we have a good idea, hut not really

having any documentation for it."

Mr. Valdez commemed:

"h's influenced me in some ways yes ... we'd watch selected tapes and discuss them, like

say on a sectkm of my clash, and I could see how I taught, how I could improve and
change, and also just get a look at how I really did things in class. After these discussions,

the feedback really helped me, then in consequent sessions I would do the sante thing for
other staff menthers. This was a new experience for all of us. That had never happened

toi me befo-e-- to have a researcher capture exactly what was going on in the classroom
and bring it back to look at-- to see myself in that light, I really learned something frilm

. Stein said.

"Yeah definitely 'the project affected the piograml. It's given us time, time we woulitn't
have otherwise taken, to reflect and to meet and talk about things. I think it's made us sell

conscious in a good way of what we're doing. It's just got us thinking in maybe mole
introspective or self-analytical kinds of ways, which is all good. And I also think it's
mohe been the catalyst for what I started out talking about-- the difierence between the

hearing and Deaf staff people . . I think it's been a point where I think we've dittered
greatly. /Interviewer: [low sol The perceptions of what the project is, what we have to

do to meet the requirements of the project, and what we should be doing for the project

have been very different-- between the way the hearing and the Deaf people have perceived

it. If it wasn't an outside thing, I think it would have created some major problems. But

since it was an outside thing, I think we were all able to let it slide. Like one group

saying, 'we don't agree on this, or they got it wrong, but we'll let it slide because it's not

really our thing.' if d wa.s an internal thing that we had to be doing. I think it would have

created a lot more p-obs2ms. I don't know if anyone else would agree with inc. but for

me, just the fact that we're working on this project together has pointed Out to me that

issue."

Stubhs observed that:

it's helped us to think more clearly about our goals and look at the program mole

carefully. I do think the meetings have really helped a lot. One thing is that before we
alwa)s used to talk a lot about being a 'bilingual program. That was always in our talk-

bilingual this, bilingual that. I think the meetings have forced us to really take a look at

what we mean lby that). IT° sort of observe and analyze) what we're doing and also to gt,

BEST COPY AVAILABLE
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beyond bilingualism, that's not the only thing here ... I think it also helped us look harder
at the way we interact with each other because we watched the videotapes of the students in
the classroom and watched, saw how we act, and I think that each of the sharing of styles
helped each person to become more aware of his/her own strengths and weaknesses ...
Also, all of us came to understand that we have clear goals, but are a little hazy on how to
reach those goals...".

Mr. Wang responded:

"Well, it's been good, hut the scheduling has been difficult. Scheduling those Friday
meetings with the limitations of staff schedules was just impossible, there were always
scheduling conflicts. We'd have liked to have all the staff available at the same time, but
the scheduling was really difficult, that was one problem. Oh, and when you explained
about the [project!, I didn't really quite get it, like the 'data. Like what you needed from
us, our teaching, and tests, and the different kinds ot' data you needed about one student.

[Interviewer Oh, you mean from way back?). Right from back then. I just spaced it out.
I don't know what you wanted, exactly."

From Ms. Walton:

"Well, before lb . project started, we thought we were doing pretty good, just going along
with the courFe of things, but not being very ,elf-reflective. But then when LICCI) came
on the scene and you began filming things, sudden.y we started paying attention to things in
a conscious way. We started having those discussion meetings, talking about whether the

curriculum was successful or not, calling into question the bilingual and bicultural aspects
ot the curriculum, all different parts of the curriculum. Plus, when you asked ine to start
collecting data for you I started going through it myself and noticing all kinds ot things.
Things I hadn't seen before and that really got me thinking, and working harder to improve
things, I felt more motivated. I feel really grateful to uccr for providing that turning
point, that new view of things. I feel much more positive about how things are gowg, sort
of inspired really. Because here we were pinching every penny just to get by and getting
your support was an incentive to work harder and show what kind of stuff we really do
here. It was a vote of confidence ...".

'During the first semester of the data collection, staff members were asked to collect samples of student
v.ork, exams, class handouts, etc. Additionally they were asked to record their impressions on the progre.. ot
a kw ot their students over time. Most staff members were unable to provide the data on individual student.,

in plovided tally partial intormation, due to a lack of undetstanding of what was being requested.
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CHAPTER FOUR

The DeafCAN Students

At the beginning of the UCCD study in the fall semester of 1988, DeafcAN admitted twelve

new students to their ranks. Although observation and collection of various data on all students was

an integral part of the study, we decided to pay special attention to these new students. Because ti'ey

were starting their education at Laney as we were beginning our year of observation, we felt that it
would be useful to track their progression through the program especially closely. As part of their
paid participation in the project, staff members were asked to develop "case study" notes on one or

more of these students, recording their progress through the year in greater depth than normally
reqnired. .dditionally, interviews were condued with these students just after the end of the first

(fall) semester, and again, one year later, in December of the semester following the end of the year
of observation. The interview questions were designed to try and get at the students' previous
experiences with school, their feelings about the DegfC'AN program and what it had or had not
provided t'or them, and their ianguage attitudes and perceptions concerning AU. and Engli.h. In the

first round in January, 1989, we were able to interview ten of the twelve students. The remaining
two were unavailable for interviews. During the second round, conducted in December 1989, it was
possible to interview only eight of those ten.

The exams. journals, writings. and homewm k ot these students weie included in the data that
stall members collected for the study. The case stud:" notes were not completed by most of the stall .
apparently due to misunderstanding about the nature of the task. The following profiles of. the 1101

students are drawn on data from the student interviews, the videotaped classroom and incidental
observations, staff participants' notes, and the students' woik. Additionally, both these students and
staff members were asked to rank order each other according to various criteria such as popularit
among students or staff, communication ability, and academic skill. These data are reported where
appropriate. Of the original twelve, profiles will be written only for those (ten) students with whom

at least one interview was conducted. All of the profiled students come tmm hearing families.

Before going any further, it is probably appropriate for us to run through the selection

processes that were involved in the data collection and reduction that resulted in these profiles. First,

in the recording of more than seventy hours of videotape during classroom and non-classroom
activities, choices were made on what classes and events to observe and which actions to record.
These choices resulted from a combination of advanced planning, expediency, observers' personal

bias, and pure chance.

Our conscious plan was to record events from a cross-section of classes and activities at
regular intervals throughout the year. We wanted to capture as much of what seemed to be the
central focus of activity as possible, while also filming incidental activity (e.g. peripheral conversation

among students in other parts of the class, students' reactions to classroom events as they happened,
etc.). While it was the researcher's goal to film as much as possible ot' the eve,. within the range of

the camera, what eventually ended up on tape was subject to tne conscious and unconscious editing ot
the researcher, prompted ultimately by personal interest, curiosity, and training. Once collected, the
video data were reviewed and summarized into a written narrative in order to make them ,nore
manageable. These summaries represented another filiering of the original events, subject to the same

set of influences as the videorecordings. The summaries themselves were then used as a resource tot

the construction of this ethnographic report, renresenting another step in the reduction of the data.

ti



DEAFCAN 40

The influence of researchers' biases are present at all these stages of the work. While these
influences cannot be eliminated, their potentially negative or distorting effects can be somewhat
ameliorated by pointing to their existence up front, and detailing our procedures carefully. The data

on the students varied in quantity, detail, and depth, partly as a result of our collection techniques,

and partly because some students played a more significant role than others in the DeolCAN program.

Rosa Gomez

Rosa Gotnez is a young Puerto Rican woman in her early 20s. After her parents divorced,
her mother moved with Rosa and her brother to the Bronx, in New York. She attended school there
for some years, moving to California with her mother at the age of 14. According to the counselor at

Laney, her mother has had a history of "psychiatric problems" for which she was hospitalized on and
off over the years. Rosa attended a publii, high school in San Francisco for a short time and then a
private high school with special classes An. Deaf students from which she graduated in 1986. In her

junior year she had a NMI. She currently 1ives with her son and boyfriend. who are bor3 hearing.

Atter leaving high school, Rosa felt there was still much more to learn, and after
enowragemem from a friend, Linda Walker. decided to apply t'or a place at Laney College, Her
motivation tiir attending college was to make a "better future and life" for herself and her sou. As

,he aILI in her first interview:

I needed to think about the future, and my son's future. When he glows U. and
he wants to go to college-- what's he going to do? When that time comes, I want to
he ahle to he a golid mother tOr him, be able to teach him things. he should he
uneas HI he able to fall back on my experience from going to college myselt and
teach hun. I'll have experience with things like classes, different classes. computers
I'll know all about that. Without Laney I'd just be ignorant, st sort ot staying at
home. low intellect. I want to be able to teach my son so that he can look up to me
and think. 'Wow. mom knows everything.' So, that's why I want to be smart. so I
can teach my son what things mean, all sorts of things-- computers, math, a whole list
ot thnigs. I want to be able to have a good future, and a good job."

In the second interview, Rosa reiterates her feeling that she came to Laney because she had

"more to learn." In response to the question, "When you first started at Laney a year ago, what did

you want to learn?" she says, "... Really I was just kind of going nowhere, didn't have much to do.

I had graduated (from high school), but I felt inside like I needed to learn more." These sentiments
are repeated in a journal entry from early February, 1989, "... 1 need Ito) learn more land) improve a

lot (so thatil will (he a( good mother and (a] smart mother ... I need future job in my life. But

anyway Deaf can!"

When asked to describe a student they thought had been "successful in DeafcAN over the

year ot observation. four out of seven staff members chose Rosa Gomez. Their individual reasons tom

viewing her as a success varied in their details, but collectively paint a portrait of a student
overcoming fears and becoming an active learner. Ms. Sloan described Rosa as:

Hispanic. a single mother ... really scared about coming to school, not sure how

deal with it, didn't really believe in her ability, but was real motivated and got

,,ared a lot was able to use all the resources that were availah!.: to her, took

A
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advantage of them in pretty much a positive way, and began to gain confidence in

herself as a student and stuck around ...".

Dr. Marsh describer' her as:

"... a single mother, scared to death, used to being a screw-up on her job and school,
never done anything with her life, she enters the lowest reading group, begins to take
over things like running parties for the program, gets really engaged in the women's
group, this year is moved into the top [reading) group, and I presume will be ready to
go into the transition program of Bridge in the Spring. I mean, forseeably, that's
possible."

Ms. Walton was her reading and writing teacher for the year we observed her. When
describing Rosa as successful she says:

"When she first started school here last year, she was afraid, unsure, she was always
saying how stupid she was. She talked a lot about how much she felt she couldn't do
because of her failures in high school, her frustrations. As time has progressed I've
watche,1 her excitement and sense of discovery about what are hearing ways and Deaf
ways, about ASI., about reading and the meanings of things It's like she's in this
constant state of amazement. I've seen her grow. Also, in the women's group, she's
always looking for ways to improve herself. Iniw she can work on herself. In the

math class, she recognizes where she's not sure of things and is always actively
pursuing how to go abo!:i asking lots of questions. She'll ask the teacher for
permission to help other students in the class, when she gets a concept, whereas
before she was always very uncertain, asking timid kinds of questkms and very
dependent on the teacher ... she has an incredible desire, a thirst for learning. She
always wants to know more, it's almost overwhelming, but it's really good,
nonetheless."

Ms. Walton's impressions, in particular, are corroborated by our observations in the
classroom. Rosa displayed a teacher-like attitude with her fellow students. She encouraged them,
and explained or re-interpreted classroom material for them, despite the fact that she was, herself, in
the lowest level reading and wilting classes. There were numerous examples of these behaviors

throughout the year. In a mid-September reading class, Rosa encouraged a reluctant classmate to take

a turn telling a narrative in front of the class. Early on, Rosa herself had been reticent to perform on
such occasions, hut had been coaxed to do so by Dr. Marsh and Ms. Walton. After only a short time
she was re-interpreting questions from Ms. Walton for her fellow students, In a single session of one

reading class, Rosa took it upon herself to explain a part of the text to one student, clarify a concept

to another puzzled student, and define a vocabulary word for someone else. During one writing

class, Rosa explained to one student how to go about purchasing their textbook, and for another
summarized a homework assignment for the following week. Rosa often helped and coached the

other students in the vocabulary work, providing elaborate examples for them of definitions for the

items being discussed. These coaching activities increased as the year went by and were especially

evident during the reading classes when the students acted out short plays. Rosa would give
suggestions about how to interpret a line or phrase from the text into sign, and feedback to her
classmates about how to improve their interpretations ot the script.
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This kind of peer support was something that occurred often in DeafCAN classes, and most 01

the students did it to one degree or another, although tone as consistently as Rosa. Sometimes two or
three students would turn to help one student who was falling behind. Dr. Marsh described the
phenomenon as the evolution of a "community of learners", and it seemed to have a central role in
the program's functioning. Rosa went a step further by sometimes taking over as a teacher's helper

in class. For example, during a college orientation class she joined the two teachers at the front of
the room. Once there, she acted like the teachers, asking the students questions about their
background and goals tor college, and pulling for further information. On other occasions, she would
rush up to the front, and momentarily takeover the class proceedings in order to make her point,
clarify, question, or add to what the teacher was saying. This was a reflection of the excitement and

energy she brought to her own learning, and she appeared to want to bring the rest of the class along
with her. Her help was generally unsolicited, but it was often offered.

Another aspect of Rosa's personality that came across through her classroom behavior was the

degree to which she encouraged and empathized with other students. In the first session of the
Orientation to College class, Rosa said that she: "wishes they'd offered this class during the fall
semester ... when I came here I was so green and had to learn the ropes ... it's good for the new
students to have this class to help with that process ...". During a mid-April lab session she spent
time chatting and working with one student, encouraging him to "think in a positive way about
school." In one session of the reading class, Ms. Walton reminded students that she had alreack gone
thomgh the vocabulary items once. to which Rosa promptly suggested: "... let's all take the initiative
to work on the vocabulary for ourselves." During a meeting of the women's support group, she
expressed her solidarity with another member who had told the group about being raped. and about
difficulties she had experienced with her family. Rosa said:

ve telt the same way las youl. When I was seventeen I was abused and bouued
nIster parents. I got pregnant ... it's been a long road from there to hecoming mole
independent ... if you want to he with people or learn Ihow to become moi-e
mdependentl. you can hang with the other students, or me my parents thought that
I couldn't take care of myself because I'm Deaf but Deaf people can take care ot
themselves and be independent ...".

Another quality of Rosa's was her eagerness to make use of the resources available to her.
After describing harassment she had experienced from a man she saw every day, Rosa turned to the
Nomen's group for help in dealing with the problem. She solicited strategies from the facilitators and

group, rehearsed them, and stated:

"... ill want to he able to get and use the help from the other women in the group in
order to learn how to deal with these situations better, and become more brave ... I

want to he able to fall back on these strategies that I've learned from you all ..."

Rosa gleaned as much as possible from her classes as well. She would often tackle the wor

even when it was a little above her head. She worked hard to understand the task of translating and
interpreting the characters' mood conveyed in the short plays they studied, and by the second semester
her progress was reflected in the kinds of questions she was asking. For example, in one session the
group was being taught how to write glosses for ASL and Rosa asked: "... I know the additional

ilinguisticj information that the glosses stand for, like how we'd sign it, but how would hearing
people interpret the same thing?" An active discussion of these issues followed, after which Rosa
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commented: "That's interesting-- the way hearing people !would] do it." Later on in the same class
she was able to interpret correctly back into ASL phrases written in the notational glosses.

Rosa had a more difficult time, however, keeping pace in the Deaf Culture class, which Wati

conducted along more traditional lines than the reading classes with Ms. Walton. In the Deaf Culture
class students had papers to write, a college text to read and present from, and exams and quizzes to
contend with. In several sessions of the Deaf Culture class, Rosa appeared confounded by these
requirements and expectations. Rosa expressed her insecurity with and distaste for the class, both

formally and informally. During her second interview she said:

"I didn't like the Deaf culture class because it was so %ard, because it was at such an
advanced level, the outpouring of information and the reading. Sometimes he'd (the
teacher] be just going at it and I'd try to ask questions, but it felt like he would just
keep adding more on to what he was saying and not really dealing with my questions.
After awhile I just sort of gave in and just tried to pay attention and hang with it. But

often I'd have to ask other students what he was saying and really get the information
from them, kind of like cheating, to help me understand. When (the teacher, would
have stuff for us to read, it was kind of like he'd just hand it out and we'd be on our
own. At one pint there was something we had to read and then stand up and lecture
on. I dkin't know how to read that stuff. but we had to do it. You have to start and
last take it slow, go bit by bit. 13m when I came into that class it was already at such
a high level ... I felt overwhelmed. I wasn't used to that. I'd keep trying to ask ni>
questions but it was hard because some of the students could deal with it, and some
couldn't. I had a lot of interest in Deaf culture, Deaf history. that's why I wanted to
ask questions, I really wanted to know. When law teacherl would explain about those
kinds of things or show films about how things were in the past, I was just reall
captivated ... he'd show films about Deaf stuff from history and about the children
and this and that. I just kwed that, it was really great ... hat the work itself in the
Deaf culture course was really hard ...".

More informally, after a mid-March session of her reading class, Rosa described to the
ruearcher why she was happy to have a presentation for the Deaf Culture class over and done with:

... see you had to follow what was written in the book about the history of Deaf
people. I mean, I really liked, I was really taken by watching (the signed) stories
about Deaf people and all, that was great. But to go home and do the work to absorb
what was in the book and present it in class-- I just couldn't do it. The reading is
from a hearing text (mimics the English structure of the text], and it just goes on and
on. But what we were supposed to do is take from that text and present it in ASL. I

really wasA't into it, it was very hard.'"

'We recorded Rosa's first attempt at the presentation for Dr. Stubbs' Deaf Culture class. She appeared

flustered, enthan-assed, and was very unclear about the process needed to prepare for the assignment. She
ended up stopping her attempt at the presentation a few minutes into a, in front of the class. She was told by

Mr. Valdez. that he would coach her (and her pmsentation partners) and she could try again later. The

completed presentation referred to here was another attempt at the same assignment.
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When Rosa did engage in a class like Deaf Culture, where the expectations of students were
more traditional, it was almost always on an affective rather than an intellectual level. As she said
herself, she was captivated by the history and culture of' Deaf people, and she often related the
information in class to her own experiences. At other times, even though Rosa attempted all the
assignments, her understanding of them or how to go about them was often poor. When she sought
clarification or the type of support she was used to from Ms. Walton's classes, her approach clashed
with the style of the Deaf Culture class. For example, in one session Dr. Stubbs handed out copies
of haiku poetry and gave examples of how to render them in ASL. He assigned the class homework

to pick out one or more of the poems and try presenting them in ASL. Rosa attempted to repeat the
task back as she undersviod it, seeking further clarification. She asked if it would be a "process,"
something where improvement would come gradually with repeated practice. Dr. Stubbs responded

that: lit's not] an improvement kind of thing, (but, rather] a creativity exercise", lie provided no
further explanation.

Some interesting insight into Rosa's private life and world view emerged from comments she
made during her classes. In an early December session of the writing class she said that: "At home I
feel sort of unchallenged, so here in the classroom I'm very eager to learn and I feel excited." In the

same writing class while they discussed the meaning of the English phrase "What are you doing?".
Rosa said that she was really excited to see that phrase in a classroom text because she recognized it
trom her everyday life as something that her boyfriend always said to her when she was trying to
study at home. She used this as a segue to describe how her boyfriend was "nosy and jeak/us" and

that "he's always asking me what doing," whether she was studying, putting on make-up. oi
reading a note. She continued, with a look of pride on her lace, to say: "I take home what I le=
Imm here" and when he "bugs" her by asking her how she learned something she can sa, "I leaf ned

that from college." That was the reason she tried so hard to learn at school.

Lisa CM' Wton

Lisa Coraz.on is a young woman in her early twenties. She was born and raised in the
Philippines, and graduated from high school before moving with her family to the United States.
Soon after arriving here, she started at Laney.

By her own account, Lisa's experiences at Laney have been markedly different than those a'
school in the Philipoines:

"In the Philippines, Deaf people can't hold jobs as teachers, they're not accepted for

those jobs. They're thought of as incapable and less intelligent ... (here at Laney]
Deaf people um teach classes ... and other things. I've found out that it's very
different ... There weren't any interpreters, you can't pay attention without
interpreters, you can't understand what's going on. The teachers didn't like
interpreters so they were eliminated ... I didn't enjoy (school] at all. There was no
signing there, there were very few Deaf people there-- only three of us, everyone else

in the school was hearing ... I didn't understand (the teachers). They would write on
the blackboard to communicate but I didn't understand the meanings of the vocabulary
that they used. The Deaf students would ask each other what the teachers meant ...".

From what Lisa had to say in her second interview, she clearly felt she had benetitted trom

the OrajCAN program. Early in the interview she commented: "I MyI writing is lousy, but the



DEAFCAN 45

teachers, you have to snag one of them, and they'll help you make revisions and work on it." She

went on:

",.. I just adore (my writing class]. It used to be that I was just really incapable of
writing, the teacher couldn't unjerstand what I wrote. Then I tried, from the very
beginning, to first write what I wanted to say in a very structured, orderly fashion,
hot just in some haphazard way across the page, then I'd turn that in, Stuff like my

opinion, or the teacher's opinion, or a fictional story, and then turn that in, and my
teacher was just so taken with what I wrote. She said that she was just captivated by
what I wrote, and how beautiful it was. I didn't know I could do that (laughing),
because before I was so bad at it, I guess I've really made some improvement, really
gotten better."

She expressed a similar sentiment about her experiences in the computer class. In her first

interview Lisa said that the computer class was her favorite:

"This is my first time, I'd nev zr been exposed to (computers) betbre. Now I'm
starting to see how they work. I was really dense about how to work them, but it's
okay now, I really enjoy it, l'm really improving. It's fun ... there are games you

can play that are fun, and there's another language-- BASIC-- a beginning computer

language."

By the second interview, writing was hei favorite course. hut her experiences in the computei

:lass seem to have had an impact on lisa's sense ot potential.

"I never knew anything about Ictimputers1 heftily. in the Philippines they didn't have

any, So, at first, I just said. can't do that, you know, getting the computer to
work. And (Mr. Wang( was very emphatic, 'Oh yes you can,' he'd tell me. We
went back and forth like that, with me saying, 'it's impossible, there's no way,' and
him saying that I could. So I decided to just give it a go and see what happened. I

sat myself down at the keyboard and I was just dumbfounded. It worked, I could do

it. I thought I wasn't able to, but I was! I saw that when I gave it a try, when I took
the initiative and just sat down and tried it out, not calling on the teacher, but working
at it myself, that I understood how to work it and I really made progress. I thought a

Deaf person couldn't do that, but to my surprise, I could!"

In contrast Lisa felt somewhat at a loss in both her reading and math classes. Part of the

problem with the math was her limited education in the Philippines:

"It's just that I never really went to like elementary school, Ithe school/her class) was

small, and the teacher just taught us simple stuff like addition and subtraction, like at

a first grade level. I really wish that we had been taught more difficult stuff with

numbers, but it was just the simple things. By the time I got to high school, I wished
that I could go hack and work my way up to the high school level stuff-- to be ready

for that. But when I got to high school it was already too late and it's a real struggle

for me now ... I feel like I haven't really improved."

She complains in both of the interviews ot failing the chapter-end math quizzes and tests in class, and
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felt that there was not enough support in the math class to help bring her up to par. In the second

interview, after describing her frustration with failing and having to repeat work in the math text she

said: "I wish there was someone who could help me, but (there isn't anyone] Some of the

teachers don't know math, others do but are busy helping all of the students, tutoring them, so I'm

kind of left on my own."

She described feeling out of step in Mr. Stein's reading class:
"... it's really difficult for me to understand sentences and paragraphs (when I read

them]. The teacher will ask me what a particular part means, and I'm just at a loss, I

can't say anything. I don't know what it means, or what's between the lines. I really

don't know."

It appears that Lisa had trouble with Mr. Stein's teaching style. However, she was able to provide an

1111
eloquent introspective analysis of the problem:

"(Mr. Stein) signs too fast. But I try to beat him to the punch, sort of trick him, like
I'll stop him and say that I don't understand Idle passage, the text, the question or

whatever piece they're working on). He'll explain it to me, then I can sort of take
advantage of that extra information in his response. Then he'll ask me what I think it
Ithe text) means, and I'm at a loss. But it's soil of like put upon me to figure out
what it means, I don't really get any help. it's a kind of you're on your own thing. I

kind of got an idea about how this operates in class and I wanted to confirm my

suspicions. I watched as this (me other student very conlidend: signed their response.
and the teacher was really helpful and supportive to that student. Then it sort ot
dawned on me. the difference between me and that student. The reason the teacher

didn't want to give me so much ot that was because I was sort ot exploiting it. (ising
what he gave me to answer the question. instead ot thinking on my own, like copying

an answer, using someone else's ideas lby "exploiting it" I meanl that the teacher
just givo you the answer, instead ot, you should be using your own brain to think

and he able to get the answer and write it down yourself."

Despite this seeming mismatch of styles, Lisa did not quit:

"... I keep at it, fighting, struggling with it until I finally get it and understand a
word, or get the picture and the whole thing becomes clear to me. Then I'll check to

see if I really do understand and raise my hand with confidence to tell the teacher
what 1 think, and he confirms that what I thought was right (smiles)."

This struggle exemplifies Lisa's overall experiences with the program, which are a mix of

good and had. In general she is positive about the writing and computer classes, yet somewhat

frustrated by reading and math. When describing the program in general in the second interview,

Lisa said: "There's some good Ipartsj and some bad." When pressed on the point she explained that

the "teachers are good, (andi they have a good program," but that "Deaf culture" itself "is really

strange." She went on:

"A lot of the students have some real problems, they gossip a lot and I really don't

like that. I can't just put that out there. but I sort of feel like backing off and maybe

going to another college. But I'd just keep that to myself and suffice to say there are
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some good parts and some bad parts ...".

This tension between the good and the bad is reflected in a later statement from the second

irterview, when she was asked what she was looking to learn upon first coming to Laney:

"1 could see that there was a lot of really good assistance here and I really liked that
when 1 think about transferring out to another place, 1 think it's really going to

throw me off-- without anyone to tutor me. Here they have that kind of help, tutors
and everything all as a part of the program."

This contradicts her earlier comment that there was too little tutorial help or assistance for her in her
math class. One teacher suggested that her contradictory view of her own experiences may stem from

a "lack of confidence" in herself.

Over the year we observed Lisa actively working in the math and daily labs either on her

own, or in small groups or tutorials with staff and/or other students. The conflicts expressed in het

interviews did not really come to light during these observations. She appeared popular among staff
members and students, as evidenced by the rankings they assigned her..

Steve Atkins

Steve Atkins is a white man in his early 30s. He was raised in Indiana. Pennsylvania. and

North Carolina, in towns and rural areas. According to Steve. he attended "many different schools."
and used oral methods of communication. He left high school to attend the National Technical
Institute for the Deaf in Rochester, N.V. for one year, and received a certificate in Photograph. lie

then returned home to North Carolina only to find himself unable to get a lob withimi a high school
diploma. He returned to high school and graduated in the wint.:.r ot 1978. He lived in various
locations in the South, holding odd jobs. He eventually moved to California.

Steve found his school years very trying. In his first interview he describes his experiences in

high school:

"They were awftill People really harassed me because I was Deaf. I was the only
Deaf student, all the rest of them were hearing. I used hearing aids, they teased me
about that, I had long hair, they called me a woman, always harassing me. I was in a

lot of fights in school. It was an awful time, that one year in that thigh school

classroom."

Steve said that his reason for coming to Laney was because he had been "fired from (hist job and the]

decided to go back to school and get a new major." He continued: "Before I had always worked

blue collar jobs, manual labor, that sort of work. I needed to find a white collar job, and that's what
I'm learning from here." Steve reflected during the second interview that his original intention in
coming to Laney was to go into drafting, but later he changed his mind:

"... my goal [nowt is to work with computers ... in drafting, it's really hard to find a
job, but in computers, you could find tons of work in town somewhere, so I think I'd
like to go into computers."

5
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When asked in the original interview to compare his prior experiences in school with his

initial experiences at Laney, Steve said:

"It's different. I'm more comfortable, it's more flexible with Deaf people. I like

meeting more Deaf people. It was a different story when I was at the hearing school,
I was the one and only Deaf person. I was at a loss ... I need to be more
comfortable-- around Deaf people-- it's better, things are more clear, it's nicer. In

my other schools I had no interpreters until I was a senior in high school, then I
finally got an interpreter ... I can lipread very, very well, but I can't hear a thing.
Now I've thrown my hearing aids away (laughing) I can catch everything that's
being said when Deaf people sign."

Steve felt that his experiences in the hearing high school also had had a negative effect on him

academically. In his second interview he talked of his present trouble in the reading ciass:

... because I couldn't read before, I was M a hearing high school, and reading

was very confusing, sort of all over the place, it was never clear to me. I could sort

of follow the gist a little bit."

When asked to describe a successful student in DetilL'AN during theii interviews, Ms. Sloan.
Dr. Marsh. and Dr. Stubbs all mentioned Steve. Ms. Sloan prefaced her remarks by saying that "this
is all coming from my counseling perspective." and comiimed:

"hut he had a real attitude problem which is still evident. You can still see it, but we
were able to work with him and show him that, he came in with the 'I can't do it'
attitude and we told him that he could and that he needed to change los attitude in

order to do it. That we believed in him and he needed to believe in himself and we
had several staff meetings with him, you know, like three or tour stall would meet
with him and I could see when the light finally went on. And he's hooked into the

program. It's really important to him. He's back this year and he's able to work

within a group and he's great ... he has a job, got a job, it's great."

Dr. Marsh described him as having "tremendous numbers of defenses," saying:

"He came in challenging every teacher on every count for the whole first six months.
And then this year, on the first day he started the challenge routine again and said

'Hey, [Steve], why are you asking the tutor what you need to do? Trust yourself.
You know what you need to do.' And the fact that he could hear me and do it shows
the kind of transformation that I think is taking place in him."

Dr. Stubbs described him as "one of the biggest success stories." According to Stubbs:

"Fie arrived here in September, well really he was evaluated in June. He showed up
with this wild mass of hair, dressed in a t-shirt full of holes, wearing a jacket, he
looked horrible, he looked like a street person ready for a handout ... He took the
evaluation, and, his language was just, well he didn't have any English sentence
structure, things didn't make sense, he couldn't remember signs, just a mess. IWel
decided to take a gamble and see what happened. Well, it was just one problem atter
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another. He wouldn't be a part of the class, really outside of the team, he didn't
understand what sexual harassment meant, he'd always be usii2g obscene language.
So, we all kept on his case and with a mixture of confrontation, support, scolding,
and meetings over time, he finally came around and is now one of the beg students in

the DeafCAN program. In one year he's totally turned around. He's a different
person, not the same person at all. Makes you wonder. There are still many things
that don't work for him, but it seems that he feels comfortable with the support given

here, and he feels a part of the class, he's found an identity again [Steve] doesn't

accept other students well, so he tends to work more closely with adult Deaf people,

so he feels comfortable talking with other Deaf adults. I think it's a kind of respect, a
mutual respect, or a recognition that Deaf people have posithe qualities ... he's an
older student, attended NTID some time ago, .so maybe he feels bad that his life
didn't turn out the way he wanted. He was a photography major at NTID, then he

just went out into left field, worked as a busboy, he's had some really strange jobs,

the quality of his life hasn't been good. Now, he seems better."

Not all the staff shared these sentiments about Steve, nor did they see much of value in
Steve's behavior while the yeac was in progress. It was in the second interview that he was
mentioned as being a "success." Earlier in the year during various staff meetings and informal
discussions, all of the staff described their frustration and anger with Steve's behavior. Furthermore.

Steve did not hold staff members in very high esteem either. In his initial interview, Steve expressed
relief that he had not had Dr. Stubbs for a teacher yet, referring to him in a very derogatory way, and

saying that he felt "put ow by Stubbs' manner. Apparently Steve's feelings changed after taking Di.
Stubbs' Deaf Culture course and interacting with him, as indicated by Stubbs' remarks, and Steve's

behavior in his classroom. His dislike tor Mr. Stein and Stein's style in the classroom seemed to
persist throughout the observed year. During Steve's second interview (one semester after the yew id

observation) he said:

"... ISteini says that he's a serious teacher, but really he's not ... he's always playing

around and provoking and yakking. I feel like, 'what's the trip here?' I really get
mad at him. I'm tired of him, it's the same old thing over and over-- one poim that

the Deaf students will miss gets repeated over and over again. It's enough to lull you
to sleep ... it's a drag, last year I wasn't with [Stein], I was with (Valdez], and that

was fine. But now this fall semester with [Stein], I'm just bored with him,"

During that same fall semester (the following semester after the year of observation), Steve

scored relatively high on his reading mid-term exam (relative to the other students in the class), yet he

wrote insulting remarks to Mr. Stein in the essay portion of the test. On the year-end student report
summarizing work over the course of the year of observation, Dr. Marsh commented: "Your tests
showed deep understanding-- parts are excellent. You did not read well in the fall. You read better

now." Steve's record of completing assignments in the computer, reading and Deaf Culture classes

showed a commitment to the work, but improvement in quality was not as evident.

Whenever we observed Steve in the classroom, he sat in the same spot in the room, somewhat

apart from the rem of the class, with his feet up on the desk or a chair in front of him. Regardless ot
his level of participation in the class activities, Steve was always in this posture of distance from the

other students. When he was in a classroom with a more intimate physical set-up, Steve would

assume an argumentative or disgusted attitude. For example, in an early February session of the

tr;
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Orientation to College class, when Ms. Sloan and Ms. Walton were trying to help students develop a
studying schedule, Steve demanded an explanation as to why the students should need to do this.

When Ms. Sloan tried to explain the purpose of the activity, Steve insisted that his schedule was too
variable to come up with any regular times that he did things, including homework or tutoring. Ile

appeared more interested in complaining about his roommate, or insisting on the variability of his
schedule than working out what Ms. Sloan was trying to do with him. He didn't want to fill out the
schedule and was resistant to anything Ms. Sloan or Ms. Walton tried to suggest. During a
discussion in an early February session of the math class, Steve pouted when he was not called upon
by the teacher, cursed to himself, and generally acted frustrated. In an early October session of the
computer class, while the class was correcting a quiz they had just taken, Steve remarked about his
inability to spell the words from the quiz correctly, and made known his growing disgust for the task.
When Mr. Valdez asked the class if they were "frustrated" by the quiz, Steve said: "I just can't make

it right-- my brain (can't do Ur

Steve generally participated in the classes, joining in on discussions and taking part in the

activities. For example, in an early December session of the computer class when a comparison was
made between a computer and the broin, Steve came to the front of the class and gave his
interpretation of Mr. Wang's explanation and the class's subsequent discussion. In the lab classes.
Steve usually studied alone, but in an early December session he worked with Lisa Col azon, helping

her with the parts that were giving her trouble. In another session of the computer class, during a
pre-test review. Steve was observed actively discussing a question related to computers central
processing unit with the teacher, the aide, and two other students. In the late April session of the
English class that was designed to imitate a medieval "mead hall," all the students were assigned roles
to play. Steve played a "warrior" and had to deliver his "report" to the "king" I Mr. Valdezl. which
he did %kith much enthusiasm. During another combined session of the reading elass where students
were learning how to gloss ASL signs and read the glosses. Steve spontaneously went to the front of
the room to write the appropriate notation tOr a particular sign. In a late May session ot his reading
class with Mr. Valdez, students were presenting reports on someone they had chosen as a "hero."

Steve w very serious and involved when he delivered his report on "Sergeant York".

In spite of, or perhaps in addition to, his participation t:te classes, his antagonism and

distance in these classes persisted, particularly during the first semester of observation. His hostility
and/or frustration, when not acted out, seemed often to be just below the surface. The staff discussed
their anger and frustration with Steve's behavior a number of times throughout the year. For
example, during a staff meeting between Mr. Stein, Mr. Valdez, and Ms. Walton in early February,
Mr. Stein, in particular, exprftsed his frustration with Steve's hostility and rudeness. In mid-

February, informally, in the Deaf Services office, Dr. Stubbs, Ms. Walton and Mr. Stein discussed
the topic again. They described Steve as "rude ... obnoxious ... mean to other students, ... and

insulting to staff." All of them appeared fed up with him at this point and talked of being ready zo

ask him to leave the program. Sentiments similar to these were expressed by staff at other meetings

and points throughout the year.

As Dr. Stubbs mentioned, Steve's attitude appeared to "turn around" later in the year. Most

particularly in the Deaf Culture class, but also in the evening writing class, Steve displayed almost

none of the hostility and frustration previously observed. In the Deaf Culture class, Steve was
engaged in the discussions, activities, group work, and assignment.s, sitting among the class members,

rather than off in a corner. During a mid-April sesskm of the class, Dr. Stubbs conducted a lengthy,
in-depth discussion with the class about the purposes of theater and what theater "allows for." Steve's
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face (and those of other students) reflected whet looked like appreciation and a comprehension of the

concepts Stubbs was trying to get across to them. Steve commented that he "got it." During a late
April session of the class, Stubbs was leading a discussion, generated from a National Theater of the

Deaf performance, concerning the difficulties Deaf children of hearing parents have feeling a i)art of

things in the family. Steve got very involval in this discussion, and looked riveted to what Dr.
Stubbs was saying. He then commented that he had felt that same sense of isolation and confusion
about events around him that weren't explained. He went on to talk about how terrified and lost he

felt when his parents left him at the oral school he first attended as a child. In the sessions where Dr.
Stubbs gave the class haiku poetry to be translated into ASL, Steve performed his versions of the

poetry before the other students, and Dr. Stubbs used it, along with a few other students', as

examples for the rest of the class.

It's difficult to say what may have spurred the change in Steve's behavior. It could be due to

a number of factors (e.g. the level of academic challenge, degrees of respect for the teachers
involved, affective changes over time, etc.) From our observations, the changes were mostly evident

in Dr. Stubbs' Deaf Culture class, and to a lesser degree in spring semester combined sessions of Dr.

Stubbs' and Mr. Valdez's writing class. This was somewhat ironic, given the distaste Steve expressed

for Dr. Stubbs in his first interview near the end of the fall semester. The difficulties between Mr.
Stein and Steve, however, appeared to persist through the year of observation and well into the

following semester.

finch' Walker

Linda Walker is a Black woman in her early twenties. She attended Deaf classes in a hearing

high school for a year and then spent three years at the local school for the Deaf, where she
graduated hortly before starting at Laney. She continued to live at home with her family while

att. acting the Deu/CAN program. At one point she moved out ot her parents' home, only to return a

short while later.

In her interviews. particularly the first om, Linda was overwhelmingly psitive about the
DeafCAN program and enthusiastic about what she felt she had gained from it. Furthermore, she

appeared to transmit this enthusiasm to other students in the program. We often observed her

helping, tutoring, or lending other kinds of support to her fellow students. In her interview with us,
Rosa Gomez cited Linda's encouragement as the reason she began attending Laney to begin with.

In her first interview, Linda described DeafCAN as a "good program ... a great program."

When asked what that meant, she replied:

"... they have Deaf teachers, they have self-paced learning, enthusiasm for class is

developed, they have the DeafCAN program and you can attend hearing classes if you

want, they have interpreters. It's wonderful, it's really good."

In fact, in almost all of her responses to questions in the first interview. Linda used the adjectives

"good." *great." or "wonderful" to describe the program, classes, or teachers. Of her school

experiences before attending Laney, she said:

"Some of it was difficult because there were no interpreters. To communicate with
hearing people I had to write back and forth or try to lipread and speak ... at Idle
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school for the Deaf' we were all Deaf, everyone signed, the teachers were Deaf, of
course, it was easy to understand everything clearly."

And on the comparison between secondary school and Laney:

"They're different in comparison ... (the school for the Deafi was like kid stuff, 1
didn't really like high school. At Laney things are more developed, there's more
learning-- in different classes and all. It's really great ... there's all these different
things for different interests, like they invite people here-- like from (a nearby state
university that has a program for Deaf studentsi to expiain steps you'd take to enroll
there if you'd like to, but I wouldn't want to. I want to stay here at Laney-- at
DeafCAN, this is a better program here ...".

1111
When asked what she felt she had learned in the program over the course of the year Linda

said:

"I've learned a lot here. Like writing, I've learned a lot about how to improve my
writing, like with words. Finding out that the words have all different kinds ot'
meanings, a whole list of them. That's been really interesting. Then there's how to
write using paragraphs, like taking a story that you've created, say about your life,
well maybe not your life, but things that have happened, writing about them, like an
earthquake or whatever, different things, just writing more and you really improve,
it's good, really wonderWl."

Linda's opinion on how to improve the plogram changed over the course oi the yeat At the
beginning. Linda discussed how different students had different needs, and felt that the classvs should
he grouped accordingly:

"Sometimes they need help or tutoring paced more slowly ... sometimes when the
teacher signs really fast in ASL these students get lost-- it's hard for them. So it
might he better it' the teacher could slow down some and simplify, or sign in ASL
more slowly or condense things ... Some of the students use a very basic sign
language, they don't quite understand. But I try to tutor and encourage them, help
them improve ... Some students really get it, others are still a little lost, it depends on
the student. They're all very different, I've noticed this in class, from watching,
they're not homogenous, they have different ways of signing ...".

To this, the interviewer responded: "So do you mean that you think one way of improving the
program would be to group students so that the slower students could be helped in different ways
from the quicker students?" Linda confirmed that this was what she had meant.

A year later, however, Linda had apparently changed her views. She said:

"I wish we had just one big class, not all the separate little groups like we do_ I'd
like to have one class with all of us in it doing the same stuff, all of us into the same
lecture or whatever, done nice and clear, you'd know just what the class involved
understand (that breaking the class int) groups with three teachers( is an easier way to
do it, that's tine, it's pretty good. I don't .nind them breaking it down into three
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groups. But I really do enjoy all the input of the group ... people who are confused
or don't understand are in one group ... students (who] are at an average level (are in
another group], others are really advanced, signing really fast ... some sit almost
catatonic ... For me, fast or slow, it doesn't really matter, whatever, I don't mind, I
like that."

She goes on to say that she also would like for there to be more aides and tutors, particularly for the
math class, and that more interpreters are needed as well:

"I wish the math class had more clear explanations, and I wish there were more aides
in the class, more assistants. (Wang and Valdezj just don't have enough time, they're
really busy and (Valdez] is dealing with the interpreters, so that's a problem. They
do what they can, going around the class to help students, but there's always more
hands up than students being helped, so there's a lot of confusion. IWang and
Valdez/ can only do so much, so I wish we could have more aides, hut that's the
breaks ... I wish we had more interpreters, and expand, like I like art, or drafting,
different stuff. We need more, want more, but really there are only a few, we need
to add more, to keep busy, keep up."

Linda was very appreciative of Mr. Valdez as a teacher. In both interviews she praised his
skill in communicating with students and attributed her eMoyment of the reading class to him:

... my favorite class I isI reading because 'Valdez] explains everything so clearly, in
ASL. He teaches using a lot of good examples. we read and tint: out the meanings of
different things, he explains them. It's really good the way it's taught, it's my
favorite ... more expressive Ithan Dr. Stubbs!, uses dramatics and some
incredible signing. He's really a wonderbil teacher, really good."

And of Valdez in the writing class:

"... my teacher was a teacher's aide-- IMr. Valdez]. Ile taught us different things
like signing using ASL, improving our signing that way and writing and how to
improve our English writing. I learned a lot, it was good, I got better at writing
English."

At the end of the year Linda still named Valdez as: "very much my most favorite" teacher.
When asked why, she explained:

"Because he gives such good clear explanations of things, like, he uses a lot of
examples to demonstrate different meanings of things. He doesn't just throw a quick
and dirty explanation at you and that's the end of it. He gives you so much more--
with stuff that happened, using good clear explanations, he's very involved in it. lie
makes it really clear for me a lot."

When asked to define "clear explanations", Linda replied: "1 mean that he gives me an image that
makes sense to me, like a picture, through his actions, and then I really get it, I understand in a snap
what he means."

r0
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In the classroom, Linda routinely immersed herself in the activities, often helping other
(particularly new) students with everything from solving math problems, explaining dialogue journals.
going over work missed by a latecomer, and simply offering encouragement. Linda was particularly
involved in the reading and writing classes, especially with issues of translation between ASL and

English. On one occasion she was observed explaining English idioms in ASL for another student.
On another occasion Linda was observed to come to the front of the class and go over the English
example at hand, showing where the equivalent ASL signs and glosses correlated with the particular

parts of the sentence being translated.

In botli of her interviews, when asked what her goals were after completing the program,

Linda said that she wanted to get a job. In the first interview she said her goal was to "... be a typist

in a business, maybe like an office, or data processing-- using computers and golingi on from there

...". By the second interview, she said that her goal was:

"... to be able to get a job. I haven't decided in what area yet. so I'm pretty open, to
do different kinds of jobs hut I need to figure out how to live on my own-- to have
an apartment, for my future, to be able t live my life without my parents I need

to learn a lot more so I have experience to deal with my life, I don't want to have to
be dependent."

Bobby Brandon

Bobby Brandon is a white Deaf man in his early thirties. His hearing impairment was
misdiagnosed as retardation when he was a child and he was institutionalized by his mother. He lived

at times with his grandmother and mother in Virgl.)ia, but was considered retarded for the first
seventeen ears of his lite. He attended high school in the local state hospital and left without

graduating. As an adult he moved to California. After attending the DeafCAN program WI three
semesters (including the year of observation), his psychological problems seemed to be causing mole
and more disruption in his ability to function at school. Bobby left the program before the second
interview could take place, so this profile is based on one interview and observational data.

In both of her interviews, Ms. Walton described Bobby as one of the program's successes.

Early in the year she said:

"... people thought of him as retarded for seventeen years of his life. He never went
to school, had no real peers. He made excuses for continuing to think of himself as a
failure and trained to become a janitor. He came Iherel with an attitude of 'I can't. I

can't.' With reading, writing and math I tried to focus On what he could do. We
worked with him, encouraged him. He insisted he just couldn't read. He would read
word by word, then in sentences, and now he reads better than some of the other
students in the group. He thought of himself as retarded, had a terrible self-image,
and was very negative about everything. Now his attitude has totally changed. He's
feeling healthy and is ready to move on in his life-- a lot of progress there. He
doesn't want to be a janitor any more-- he asked me the other day if I thought he
could take a science class."

In the .e,:ond interview, she deso ibed Hobby as having been:



DEAFCAN 55

"... always so prone to acting out, and he still is, but I've noticed that he really
wants to learn. He has a difficult time maintaining a positive affect, it usually comes
out in a negative way ... he really struggles. I try to encourage him to be patient and
persevere with the process. Now he seems more Aling to try ... he's really
improved in a lot of ways. He hasn't let his personal problems stop him. He's
incredibly motivated, he really, really wants to learn. Sometimes his personal
problems get in the way, but he just struggles onward, that's what I've seen from

him,"

Many of the statT had a difficult time dealing with Bobby, although he spent most of his time
with Ms. Walton in her reading and writing classes. He was ranked very low by all staff on
academic and communicative ability, English skills, and popularity. He was also ranked low on
popularity by his fellow students.

In class, Bobby often came across as brash, rude, sulky, or otherwise inappropriate and

disniptive. In Ms. Walton's classes he often acted out and demanded attention, but at other times was

cooperative and well-intentioned, In one session of the reading class, he had a disagreement with a
classmate that turned into full-blown argument, after which he sat and pouted, refusing to
pamicipate any further in the rest of the class. A couple of months later during a math class, Bobby

held the floor in order o explain what an apartment deposit is for. Though initially invited up by
Ms. Walton, Bobby long outstayed his welcome talking about only marginally related issues and
attempting to conduct the class himself. Ms. Walton was unable to regain the direction of the class
without literally "kicking" him jokingly off center-stage in order to make him sit down.

Sometimes, however, he seemed genuinely to want to explain something to the class. He
()nen tried to be helpful to his fellow students, providing feedback, suggestions, critiques or
encouragemere, particularly in the reading class. On one occasion he joined with his classmates in
trying to expl;.in the meaning of a word to Jean Ramirez. Later on he stood with Ms. Walton in
friwl of the class and explained the distinction between the terms "health care" and "health club". At

other times we observed him explaining the lesson to a fellow student (unbidden), again helping Jean
Ramirez act out the lines of a play, assisting new students in the reading class, and translating a

sentence into ASL for a fellow student.

When Bobby was disruptive, Ms. Walton often admonished him as one would a child. He
frequently stated in class that things were too difficult for him, and he usually lagged behind the

others. In combined reading classes, Ms. Walton sometimes sat next to him, providing one-to-one

support.

When asked about his previous school experience, Bobby said;

"It was different. It was an all hearing school, no interpreters, I was really in a bind.

People would speak, I wouldn't understand school, so I left school ... high school was
horrible. There were fights all the time, it was an awful school, I was not at all
happy tIL:re-- so I dropped out."

When asked what made him decide to come to Laney, Bobby said:

"Because my mind had really stagnated. I was stuck at home, lonely, nothing to do,
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no friends, or communication, or socializing. I was just really stagnating. I felt very
sid, indeed. The mental stagnation was getting worse. That's why I realized I
needed to cr..ne to Laney College-- to build my mind back up."

When asked which class was his favorite, he replied that "all of them" were. When asked which
class he felt was a "drag" he said that the only drag was "the other Deaf students." In dascribing
what he would like to change about the program to make it better, he said:

the Deaf students act like kids ... they won't grow-up ... I don't want to preach at
them. If I tried to reason with them in that way most of them would just ignore it
anyway with some line like 'Oh Billy's going off again.' Same as the way a teacher
would deal with it. So I'm not into it, it's not my, not my-- they're not my children.
But what I can do is change myself-- that's all."

As to his goals beyond DeajCAN, he said:

"For my future, my goal is to be in photography. But I have to buy my own camera.
But that's my Own goal, I want to get an A.A. degree or a G.E.D. That's my goal.

that's what I want."

Jean Ramirez

Jean Ramirez is a Hispanic woman in her mid-twenties. She attended various elementary.

junior high, and high schools with special programs for Deaf students in San Francisco. After
graduating front high school, she stayed at home with her husband and young son for "seven yeals ti
basically hanging around the house." She said she felt isolated and lacking in communicative and

academic development. In an attempt to improve her signed and written communication. she began

attending the DeafGAN program.

Jean was mainstreamed into public school programs with hearing teachers that, if they signed

at all, used SEE signs. She described her high school as:

... Nan lousy There were two teachers and they couldn't sign much, they were

just re?".:, 7..co;:,iunicative]. At imy elementary and junior high schools] they used

f....'1,y yell, but at [the high sehooll they were pretty crummy. I had to

jut' r'u up 6.h i'hey didn't help me hardly at all. A very little bit, that's all.
Th& v w;r very busy with their own stuff."

When asked why she ca Laney, Jean replied:

"After I finished school I just stayed home tor about seven years. All I did was just
hang around the house, I didn't read or really do anything, just sort of bided my time.
My husband, well, I have to respect him, he wants me to respect hnn and listen to

him, like keeping the house up and cleaning and all. Later it seemed that he saw

was understanding less and less of what things meant-- like words and vocabulary--
after seven years in the house, and then he sort of accepted the idea more of me going

back to school. I didn't understand friends who hung out and used ASL. I didn't

understand anything I read. That's why now ... I've come to school at I.aney."
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Maintaining her role as a housewife, however, was a priority for Jean. On the subject of time

commitment to the program she said:

"Well, I want to come part-time not full-time because it would be too hard to come

here full-time and be a housewife at the same time. So it's better for me to be here
pail-time and then be a housewife the rest of the time."

When asked if she socialized with other students in the program, her reply was:

"Not much, only a little bit because of my husband and family. That's the reason ...

If it [socializing at school] was an every day thing my husband, well, like if I had thk
great time signing and stuff with friends it might change my mind and I'd just talk to
my husband only a little bit. I have to respect my relatives and my husband."

When Jean did socialize with other students, she used the experience as an opportunity to

learn or gain more exposure to language. When asked if students tended to do things together outside
of the classroom, she responded: "Do you know [Lisal, the Filipino girl? She's very nice, we talk.
she tells stories from church, I like that, she teaches me things, it's nice." By the end of the year it
was still important for her to spend most of her free time at home: "Let's see, do I go out in a
group, no, I mostly stay at home". However, when asked if she liked to socialize with the students

she said: "I like to mingle, to mix with them ... while hanging out I learn signing from them, take

stuff in, absorb it."

From her own comments, as well as from observations of her behavior in class, it appears
that Jean was gaining a lot from her experiences in the program over the course of the yeal. In the

beginning Jean often appeared confused or lost in class. She seemed to have a difficult time
following what was going on, both in terms of the signing and the classroom activities and dynamks
She arrived at the program using SEE signs, and was constantly exposed to and confronted with AS1
in her reading and writing classes with Ms. Walton. Often her SEE signs were "corrected" b Ms.

Walton and the other students. Over time, her communication and confidence in her ability to learn
and communicate seemed to improve. One of the teachers remarked on this at the end of the year:

"She was just an airhead (when she came here) ... and she's still kind of ditzy, but
she's going places. She tuf.s a lot more direction, she has a lot more friends. It's still
early with her, but I've seen a change in the last year, and she's going to be around
for another year or two at least, and I think, well ask me again next year about (Jean]

(laughs)."

When asked if coming to Laney had changed anything for her, she said: "Yes, I'm learning
vocabulary and signs." Wht n invited to comment on her teachers, she said:

"(They're] diffaent, very different (relative to prior school experiences). They use

ASL. It's different signing. They sign and I learn. Like when a new word comes up
they use ASL and I really learn-- learn ASL like that."

At the end of the year, Mole reflecting on why she had come to Laney, she said:

"Because I wanted to learn English. and signing, to practice the fluency ot in signing

61



DEAFCAN 58

Last year, oh I was sucn a terrible signer, I felt like a baby just starting. I had
used SEE signs, but the teacher here told me that I should use ASL, so I started out
pretty slow, but I've gotten just faster and faster (smiling)."

We observed her attempts to participate in classroom activities, particularly in Ms. Walton's
first semester classes, hut although she always seemed to be trying to follow what was going on, she
was rarely on target. She seemed usually a pace or two behind the rest of the class, her questions,
answers, and comments showing her to ha e misinterpreted and misunderstood much of the
information. She gave the impression of someone groping in the dark. However, even in her first
semester she never gave up, continuing to participate in the discussions and activities, even when the
quizzical or lost look on her face betrayed that she was not really following what was going on.

One of the many examples of this occurred in a session of Ms. Walton's reading class. Jean
was a few words behind the rest of the class as they went over vocabulary items in preparation for
:ming cut the short plays. Later, Jean tried to play her part, but clearly did not understand what she
wm reading. Other students helped Jean, as they so often did, with a word that had already been
discussed. When she began to deliver a line from the script she used a SEE sign that was corrected
by Ms. Walton while the other students gave her suggestions for alternative signs. This same pattern
happened with each of her lines. Ms. Walton would first come before the class and model how the
line should be interpreted into signs, explaining the proi-lss as she went. After Ms. Walton
demonstrated the example with another student. Jean seemed to understand, and the students
performed the script again with L:veryonc being very supportive of Jean's effort.

mid-Mareh, things seemed to he somewhat different for Jean. In one reading class with
Ms. Walton, the class was translating and discussing ASL equivalents tor various English words.
Jean appeared very self-assured in her answers, and she no longer displayed the perpetually lost
demeanor from the earlier days. She became actively engaged in a discussion with a fellow student

on how you can tell if your answers are right or wrong, suggesting an awareness of learning
strategies that she may have acquired over the year.

Most of the time we observed Jean she needed and was given help from other students, tutors,
and teachers. What seetwbd to change however, as the year progressed, was her increased confidence
and assertiveness. For example, she was seen to take the initiative to help one of the new students
during a lab session in April, just as many of the other students had been doing all along. lier level
of comprehension was still impaired, but there was a definite change in her attitude toward learning.
The lost look was gone, and she began to volunteer answers with more confidence, bringing
information she had learned from lab tutoring into the classroom.

A nice example of her increased self-confidence occurred in a reading class, where new
students were trying their hands at translating the mini-plays into sign and acting them out. Jean,

along with her classmates was able to provide feedback to the new students, based on her own
experiences with the task. Later, Jean was seen to look at her notes and suggest to another student
where she thought the focus should he. Jean clearly enjoyed her new role as tutor as she gave the
studem examples of SEE and ASL signs. She encouraged her with the words: "with practice your
ASL will improve." She continued in this mode, along with her classmates, increasingly confident of
her knowledge, and articulately sharing it with the new students.

This new confidence was accompanied by an air of self-direction that spread to other classes
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In an early May lab session, Jean was working on vocabulary. She was engaged variously with other
students, with Ms. Walton, and also was able to obtain answers by herself. When she was unsure of
the meaning of the word mansion, she looked it up herself in the dictionary, and succeeded in
figuring out the correct definition. Even when Ms. Walton returned and defined the word for her in
ASL, Jean opted to continue working on her own with the dictionary. This was behavior we had not

witnessed before.

David Li

David Li is an Asian man in his early twenties. He grew up in Northern California and
attended Deaf programs in public elementary and junior high schools. For high school he attended
the State School for the Deaf, from which he graduated. David went to the National Technical
Institute for the Deaf after graduating from high school, but returned to California because he "got
homesick." He came to Laney "to look for a major ... either in computer drafting or aerospace
engineering." He wanted to get his A.A. degree and transfer to a four-year university.

David spent much of his time at Laney in mainstreamed classes, and the only times we
observed him in the classroom were during the math lab, where he served as a tutor for his fellow
students, at one session of the noon lab where he worked by himself and conferred with Mr. Stein on
a paper, and during one session of the Deaf Culture class in late April. David also attended Mr.

Stein's English class during the first semester, but did little to attract attention. Most of our insights,
therefore, were gained from his interviews.

On the topic of his schooling prior to Laney, David told us:

"Iln elementary and junior high! I liked playing with the hearing kids at recess. We

used to play together-- soccer and games. In the classroom, we had a Deaf class for
English and reading, and then were in mainstream classes tor math and crafis ... High
school was very different from junior high and elementary school. In high school

there was a lot more active conversation and ASL, signing. In junior high there was
a lot more speaking and use of oralism-- body and language and some speech iind

lipreading."

Of his experience at NTID, David said, "I got homesick. (Rochester was really different from home. j
The cultures are really different. The East is really different from the West ...". He also saw
differences between NTID and Laney:

"NTID is a technical school. They focus on technological majors like business,
architecture, mechanical processes, computer tech, medical tech; they're more focused
on technology. Laney is more broad, they have psychology, computers, drafting,
welding; all different kinds of majors."

When asked to compare his teachers at the state school with those at Laney, David said:

"They're different. Most are Deaf, many are Deaf, at the raidential school. Only a

few are hearing. Their explanations about things were very limited. Just sort of

barely mention a thing, and that's it. Here at Laney the teachers go into much more
depth. They really elaborate on things."
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David maintained that the best part of the DeafCAN program was that: "there's a lot of talk,
conversation, that goes on here, both in and outside of class." As far as DeafCAN social life was
concerned: "We frequent this one place here on campus (a student-run restaurant). You know why?
Because we have Deaf culture here, we like to yak together. Hearing students may go all over, but

we Deaf students go to this place."

David found the classes tedious. In the first interview he said this was because:

"The lectures are a little slow, kind of plodding. Sometimes I'm bored, they're not

much of a challenge, kind of boring. (Interviewer: Too low a level for you?) Right.
I'll be in a mainstreamed English class next semester so thael? be a chalIenge for

me."

During the first semester David took only reading and writing classes, from Mr. Stein and Dr.
Stubbs, respectively. He liked Mr. Stein's style, which he described as:

"having students read to get the bigger picture, through signs, ASL signs, to
understand the meanings, to get an understanding ... In reading class we need to read

a lot in order to get a clear picture so that we understand (what we're reading) ... in
writing class we practice writing, like sentences and granunar, there's more of a focus

on that sort of thing."

We get Mr. Stein's take on David in the following excerpt from his notes, written toward the end of

the first semester:

"A lot of pride in this kid. That Asian concept: afraid to lose face. He's cool and

suave. He's a 'smart boy but he's also a 'home' boy. Seems to have a lot of respect
among peers-- 'really incredihle) at math. Somehow he likes me. Started off with a

good, casual rapport. But underlying I feel tenseness. I'm afraid to cramp him, ask
too much, ask the wrong thing. How t'ar can I take the 'pals' relationship as opposed

to the 'student-teacher' relationship? I noticed it right off, first class-- he's a
different person when it's class time. He's uneasy, embarrassed, like he sat through

an hour and a half with a blush on his cheeks and glassy eyes. His English ain't so
hot. Guess he knows it and doesn't want to be found out."

He described Dr. Stubbs' way of teaching as follows:

"It has to be perfect, no mistakes. Everything has to be perfect, perfect sentences, so
everything reads right, no mistakes. We have to practice more in verb tenses and

understand different things like that. 'Interviewer: So you feel you get a lot of critique
from him?) Yes, and we learn a lot too, we learn something."

At the end of the first interview David said that when he was finished at Laney his goal was

"to transfer to a university-- Cal Poly-- to study aerospace engineering and/or computer drafting ...

it's a hard [field of] study. At Cal Poly there are about ten Deaf students ...".

By the time of the second interview David had taken "math, English, Black Studies,

photography, and P.E." courses in the mainstream classes at Laney, and the Deaf Culture course in

f'
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DeafCAN. His favorite and least favorite teachers and classes were among those in which he was

mainstreamed. When asked about socializing with students, he said:

"We'll meet and chat, or some of us go over to the computer lab and mess around--
play games, or use the word processor, do homework, that kind of thing. I'm not
really here on campus that much, most of the time I go out off-campus ... (I don't
really stay here to socialize much), I'm taking 17.5 units this semester."

When asked how he'd like to see the program change, David replied:

"Laney needs to change to help improve English. They need to teach grammar, like
nouns, verbs, adjectives, vocabulary (I wish there were more of that), like in
hearing classroom, it should be the same as that. Math is fine, it could stay as is.
The computer class is just great ... (ln the hearing classes) sometimes I could really
use a tutor, during class, like in the English class, because I have trouble, I really
struggle with the reading, I have a hard time with it, because it's really the hearing
people's language, reading is a real task. So a tutor who could help explain it to me
in there would really help me comprehend."

the end of the year, his plan for the future had changed: "My goal is to be in business
help people become financially independent."

Tung Tran

Tung Tran is a Vietnamese man in his early twenties. After arriving in the United States, he
attended junior and senior high school at the state residential school for the Deaf. He began to
develop Usher's Syndrome (a progressive disease resulting in blindness) during his junior high school
years. and, according to DeafCAN staff, ippears to have some neurological problems as well. During
his years at the state school, he was in a special unit reserved for students who are either multi-
handicapped or who have special emotional or social difficulties. Tung's difficulties in expressing
himself seemed evident in both of his interviews. He signs haltingly, appears to tbrget words or lose

track in mid-sentence, and tends to repeat the words or phrases of those he converses with. Ms.
Sloan feels that he has "major learning disabilities ... he's got relatively good English, but he's very
concrete in his thinking and writing."

Tung appeared single-mindedly persistent in his work over the year. Despite all odds, and a
relative lack of progress, Tung seemed doggedly determined not to give up. When he talked with us
at the beginning of the year, Dr. Stubbs described Tung as a kind of success story. Stubbs said:

"He arrived in the U.S ... with no formal schooling. He had five years in the U.S.
before coming to Laney. His communication skills were so poor that, despite his
obvious intelligence, we just let him essentially sit in on classes for a year in hopes
that the exposure would help develop his communication skills. At first, when he
looked at a book he could translate it verbatim into SEE signs, but had no idea what
the text really meant, Now, he's come to the point where he can read text and

to derive meaning from it. He struggles with it. He's still struggling, but after
twelve years with no schooling at all, and then learning (what I consider to be a
detrimental language like) SEE, he is functioning better and better all the time. So I
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call that a success story."

Mr. Wang taught Tung in his math and computer classes. By the end of the year, Wang was
considering him as a success:

"Boy has he got perseverance! He keeps at it, doggedly, hears through, always asks
questions and comes up to me after class, just hangs in there. We were talking at a
staff meeting about how last week in class I was really busy with all the students and I
forgot that Tung had his hand up for a long time wanting to ask something. I mean

there were lines of students needing my attention. Anyway Tung just waited and
waited as he sort of got put off while I was dealing with the masses and 1Mr. Valdez)
said that he saw him starting to cry just a little and explained that he wasn't being
ignored, that I was just busy. We just don't have enough staff, But it's obvious that
he's not a quitter. Tung just won't give up. Can you imagine? He has Usher's
Syndrome too and still just hangs in there. And t 's from Vietnam on top of that.
He was living there during the war, he grew up w no school, no educatkm. He
works so hard ... II am/ really impressed by Tung fran's determination, he really
wants so much to be like the others-- on par with then). He's had all these upsets, but

he's got incredible perseverance ...".

Throughout the course of the year, 'I'ung could always be seen attempting to do the work,
carrying out the assignments, and struggling to understand the concepts being presented. In contrast

to his peers, Tung's face was almost always impassive while signing, and he did not seem to be in
touch with the proceedings, despite the fact that he made himself a pan of the action. This lack of
expressiveness became evident during Ms. Walton's reading class when the students were enacting the
short plays. Both Ms. Walton and other students would encourage Tung to "use more expressions."
After several attempts at delivering the text in a more emotional or expressive way. Tung finally
appeared able, for a moment, to add some facial expression to his signing and was applauded by the
class tOr it

Tung's journal writings for Ms. Walton's writing class all consisted of short simple sentences,
largely chronicling the events of his days. An excerpt from a May entry is typical:

"Last Saturday I cleaned up the car It with a vacuum cleaner. I worked hard. I

shaved my chin with a razor. I went an outside with my father. I saw many

somethings. I went to Chinese restaurant with my father. I liked to eat Chinese
foods with my father. I bought some things. I went to home. I arrived at home. I

rested at home. I read the book."

Although his English writing was technically superior to most of the other students, he never got
beyond this uncritical listing of daily events, except occasionally to say that he was "happy", or
"excited."

His interview responses, like his behavior in the classroom. reflect a general inability to grasp
the point, or express himself clearly:

Okay, now you just told me about your favorite teacher, let's turn it around, what
about a teacher who's not so great? Which one would that he?

G
COPY AVAILABLE
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11': (Ms. Walton). She's not so great. (I: Why?) Because, she's good and patient,
the teacher helps me with ASL, kind of confusing to understand, sort of hazy, but
ASL signs are good, but, writing is good, help with writing is good, lots of help,
different views, and signing ASL.

1: But you said she's not so great-- why?

Tr: Because (rubs head), different, because, it's hard to think, trying to get me to
use expression, or ASL, using mood, and emotion and facial expression, ASL, it's not
so great, it's really hard, ASL and reading, using facial expression, it's kind of hazy.

1: I understand, but do you mean that (Ms. Walton) herself is not so great?

Tr: Yeah, not so great, good, I don't know, it's not the same, the sign practice is
not so great ...".

Most of Tung's responses in both interviews were contradictory or incomplete, delivered in a
halting or somewhat tlustered style. Nevertheless, at a statI meeting in March the staff agreed that
Tung's communication style and abilities appeared to he "changing for the better". Furthermore. Ms
Walton commented shortly after that she felt Tung was "really opaiing up more" and that in the
previous night's writing class he had written a story with her about his experience in Vietnam. Ms.
Walton helped Tung expand and revise this story over the course of the spring semester. The
following is an excerpt from one of the early drafts written with Ms. Walton's assistance:

"I did not see nothing, everything. I never say, cups. table, bmks and many things
before. In Vietnam I saw Vietnamese and American soldiers killing people. I Was

hungry. I hate war. I wanted my family. I was afraid and cried a lot. My family
took me to the boat. A book (sic) looked like a fishing boat. People in boat catched

fish and we ate fish and rice. 1 slep in boat, I had no communication with any
people in this boat. I can not read lip or know English. I know nothing. I was so

worried. We rode --tt to California for many days. I was strayed. I was puzzled,

confused and lost to see something that was so different in USA. I strached my head
with my hand. I felt afraid and nervous about difference people in USA ...".

In his first interview when he was asked what he planned to do after finishing at Laney, he
had replied: "I don't know. Having nothing to do. Future, (in the] future, a job, I don't know (I:
Haven't decided yet, huh?) I haven't decided yet." In his second interview, when asked the same
question, 'Tung said he wanted "to become a teacher."

Eric Ching

Eric Ching is a Chinese man in his early twenties. He immigrated wit)) his family to Costa
Rica and then moved to the United States in 1975 at the age of six. He had no prior schooling before

attending school in California. Eric went to special programs for Deaf students at public schools foi
elementary and junior high, and then transferred to the local school for the Deaf, from which he

graduated in 1988. He began attending the DeafCAN program straight out of high school. Eric Caine

to the program with a desire to study computers and accounting. He left briefly to attend another
community college program for the Deaf, returning to Laney after one semester.
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Unfortunately, we did not have the opportunity to observe Eric in many of his classes, and he
was not available for the second interview. He was in Mr. Stein's reading class, and tended to work
well relative to the other students. He spent a lot of time in and out of class with a few friends,
suggesting he was socially well integrated into the program.

When describing his previous school experiences Eric said that his junior high "was such a
bore it practically put me to sleep, having to watch SEE signs all the time. ASL is much better." He
said of his high school, that he "liked (it) the most, they had the most Deaf people and conversing
going on." He described the "best part" of the Laney program as being: "the students ... I mean like
wanting to see old friends, and they come by, and it's great to have new friends to have good
conversation with, you know, better communication that way." At the time of the interview Eric had
taken accounting, math, algebra, and DeafCAN reading and writing courses. He described Mr. Stein
as "good, very good." When asked to elaborate he said:

"(Stein) will go to great lengths in explaining things and question the students about
the meanings of words from the blackboard, going from word to word working at
getting the meaning until we really understand. It helps us hnprove."

Eric cited his algebra lab as his favorite class because: "II can) take the tests and do the work
any time, not like having to be in a class-- it's at my own pace." In order to "improve the DeufCAN
program" in a way that would make it better for him, Eric suggested:

"I think it would be better if they coulti ... add in a video component where we'd be
taped signing in ASL as an evaluation for our grade- to improve our grades. For
instance the student would read something then put that into ASL. then when all the
students were finished with that, we'd all look at it as an evaluation tor a grade, to
help us with reading."

After Laney, Eric said that he'd like to "transfer to a university, I'm not sure where yet. I'm looking

11111
for a good program."

lion Chung

Hon Chueng is a Chinese man in his late twenties. He moved to the United States from Hong
Kong when he was fourteen years old and attended mainstream programs for Deaf students at several
different public schools in San Jose, California. He graduated from high school in 1981 and attended
a local community college program for Deaf students for two years. He quit the program because he
felt "they were just teaching the same things over and over." He wanted to take classes in auto
mechanics and auto body repair at another local community college, and came to Laney in order to
"improve his English."

Throughout our observations of Hon and interviews with him there emanated a mood of
dissatisfaction. This dissatisfaction seemed to result from his viewing himself as constantly failing.
Furthermore, he appeared to associate his failure or inadequacy with being Deaf. This was clear
from his expressions of impatience and irritation with other students, with Deaf teachers in the
program, with the quality of teaching in previous programs, and with his own ability to make
progress in his courses and in school. Dr. Stubbs commented on Hon's negativity in our interview
with him at the beginning of the year:
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"He's still struggling. He arrived here with nothing-- could not write, really had no
language ... He was always saying that he did not understand what was going on-- a
very frustrated learner, he wanted to learn everything overnight, period. But, through
time, he's begun to write, and has developed self-confidence in his writing. At first
he just felt like his English was really lousy, but through writing and using the
computer' a lot ... before he was always just stubbornly firing question after question
at the teacher and sort of acting like `to hell with you all' to his classmates, not really
a part of the team. He seems to work better now. He had been very negative about
the world around him. He's changed some, become more positive to a certain
degree, it's not a vial change, but I think he's going to be okay ... I think the quality
comes from his int rrelations with adult models, it seems that way."

Hon's attitudes about Deaf people in general and Deaf staff in particular are revealed in some
of his comments from his own interview. For example, looking back over the year lion stated how
it was easier for him to understand Mr. Stein's explanations of things than it was for him to
understand Mr. Valdez:

"... It's much better than before, like la.1 year, I Mr. Valdezi did not really explain
things clearly, it was sort of fuzzy. Now with I Mr. SteinI, I get it all, really clearly,
you know, he can hear and I Mr. Valdez! is Deaf, so there you are, When you're
asking about what something means or if it sounds right, (Valdezi does not know ...".

When asked which teacher he thought "was llot so great" he picked Mr. Valdez. In explanation he
said:

"Fie does not have a Master's, and he does not know (Dr. Marshl is always
helping him. Sort of laying things out for him, how to do grammar, or the right way
to do things, for his class. Often his sentences/grammar are not correct. Sometimes
it's good, I do not mean to discriminate, I understand how it is, you have to just
accept it and learn."

1 hese comments seem to indicate tion's underlying opinion of Deaf people, given that the other
students were almost unanimous in their view of Mr. Valdez as a great teacher and communicator.
Still more revealing of his attitude toward dnafness was Hon's response to a question in the second
interview about whether he would hypothrgi....ly rather have a Deaf or hearing child. He replied:

"I do not know, it depends ... if I were lucky and it was born hearing, that'd be
great, but if it were born Deaf, I'd just have to accept it. Because, you see, if it were
Deaf, it would be hard for it to learn. I'd get tired of having to teach it, you'd have
to be so persistent, so it depends on whether it was smart or not ... (if it were
hearingj it could pick things up easily through hearing them, like on the radio, or
what people are saying. They can be on their own, independent, they would not have
to depend on interpreters for what other people are saying all the time, that's a real
turn-off. They could really he independent, their own person, they could make their
Own phone calls, privately. If you're Deaf, aah, it's no good ...".

Ms. Sloan told us that lion was living at home with his mother, who thought of him as
"failure" due to his deafness. This might explain lion's Own negative sell image and his attitude
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towards deafness. His negativity seems to extend, however, toward other students' behavior in
general. Because he is serious about his own desire to learn, he often appears critical or
contemptuous of other students whom he perceives as taking a class lightly. For example, on one
occasion when Hon was involved in a discussion during a reading class, a fellow student made a silly
joke about something irrelevant. Hon became very irritated, and told him to shut up. When
describing what he would tell a prospective student about the Laney program, he said:

"Well, I'd tell them that they need to figure out what they'd like to major in, they
neLNI to have a major, not just come and play around here at Laney. This is not the
place for that, you have to be serious and study."

Even when describing his early school years, he commented: "... the education ... was not good,
there was too much playing around." When asked to describe a class he disliked, Hon responded:

"Well one thing that's a pain is the students-- when they do not pay attention in class.
Sometimes they just talk among themselves and they should be paying attention.
They play around and that's a waste of time."

Hon also described his previous school experiences and his attempts to learn English in terms
of failure and frustration. In the first interview he said he came to Laney:

"because I decided I needed to improve my English. It did not work before.
improving i English in high school, because of the high schools, it did not work ...
Ibefore coming to Laney! I first went to Ithe other community college with a program
for Deaf studentsI, but it did not work. I did not improve. I told them I was not
improving, but it still did not work. Then I transferred here."

Hon seemed to like the classes he had taken at Laney and felt, by the time of the second
interview that he had made some progress. When asked what he felt he had learned during his time
at Laney he replied:

"Really, I've done a lot of hard work, but I want a good education. It's hard, I want
them to teach me, to explain things to me so that I can understand things, I have made
gains in my understanding of things. Much better than last year, it's better now. (I:
What does 'better now' mean7J I've made some real improvement, it's clear to me
what things mean, I really get it. Things are more clear, I understand what they
mean ...".

Hon followed this comment by again attributing the increase in his comprehension to having hearing
teachers who were more skilled than his Deaf teacher had been.

When asked about his "favorite part of the program" during the first interview Hon said:

"The reading class ... because I need to improve my reading, be able to understand
more so it makes sense to me. When I read in class and then I get the teacher's
explanations I really get it-- like how verb tense works and how different sentences
work."
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Initially, when Hon began at Laney, according to Ms. Sloan's notes, he needed to take a physics
course as a prerequisite for an aviation mechanics major that he was interested in at another
community college. He had intended to take the course but was apparently intimidated by the
textbook for it. After telling the service coordinato, there that "he could not read" he dropped the
course. In the second interview, nearly a year later, he said that his favorite class had been his
(mainstream) physics class because:

"it's all stuff I've never seen [been exposed -.c.1 before. Like comparing the weight of
things relative to time, at the same time or different times, accounting for speed--
realizing that things of differing weights would fall at the same speed-- wow, I'd
never thought of that before, it was really interesting ...".

Hon appeared not to be very engaged in the social scene at Laney. When asked if there was
"much socializing or chatting among students" during his first interview Hon explained: "I do not
carry on conversation too much, only as it pertains to classwork, like what's on a test or just
classroom related talk." In the second interview, responding to a similar question, his response was:

"For me, now, I do not really go in for fun, just with [Eric Ching]. We hang out
together and have fun, joke around and stuff. But, I do not know, the other students
do not really get along with me. I do not know what to make of it, maybe they're in
a bad mood or something, I just leave them alone, and concentrate on my studies."

Students' Ltinguage Attitudes

One of the characteristics that has served to distinguish the DeafCAN program from other
programs serving similar students is its allegiance to the use of ASL as the language of classroom
instruction. This is tied to the notion of a bilingual approach which we discuss in more detail in the
next seotion. However, most of the students we studied expressed opinions about ASL and English
during the course of the year, and we asked them specifically to talk on this topic during the
interviews. Throughout the course of the observed year, the point that ASL and English are quite
different was driven home repeatedly, in different ways by different teachers, formally and
informally. It was often emphasized that both languages were, indeed, complete languages governed
by rules for proper usage. After being in the program for almost three semesters, the students had
some interesting observations about the two languages and the domains of proper use for each of
them.

All of the students defined ASL by drawing comparisons between it and SEE signs, often
providing examples of each as a way of demonstrating the contrast. ASL was usually described in
generally positive terms, and SEE somewhat negatively. ASL was seen as "fast," "clear," the "new
way," or "new signs," while SEE was called "slow," "tedious," "the old way" and something to be
gotten over" or "thrown out." ASL was defined by many of the students in terms of what it was

not, for example that "it's not SEE," or "it's not English." Similarly, it was described in terms of
what it did not have, e.g. it doesn't have signs like IS, ARE, THE,". More than half of the students
defined ASL in this manner. Other students defined the language in terms of it's perceived attributes,
such as it being "fast," or able to "summarize" or "condense" information. Some described it in
terms of their primary associations with the language, "it's what they use at the School for the Deaf."
One student defined it from what she had learned in her class about it's derivation, "ASL, I think is
from FSC (sic)" (meaning French Sign Language!. Two students out of the eight chose to defibie it in
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'elation to its status as a language, in addition to their comparisons or other associations. One said,
"ASL is a language, it's a language. It's not English, with like precise sentence structure. It's a
language, I mean it gives you more of a picture, what something looks like." The other student said.
"American Sign Language ... it means, it's for the Deaf to communicate, with language. It makes
Deaf people understand, your ASL, it's the language they're used to."

As for where, or for what purpose ASL was to be used, students generally cited institutions
specifically for the Deaf ("Gallaudet University," "here at Laney," "at the school for the Dear), or
for social purposes such as "communication at the Deaf club," "out in the world", "among friends".
One student said that ASL should be/is used "among students and teachers," and that one uses "ASL
signing to learn English." Despite three semesters in a program whose English curriculum
emphasizes the use of ASL to help learn and understand English, only this one student reflected that
emphasis in her response to the questioa.

English was defined by the students as "long, "drawn-out" using "sentence" structures,
"what's used for reading and writing," "for speaking properly or writing in correct sentence form,"
or as related to "SEE" or "writing." It was described by a few students as the majority language of
this country: "it's what's used in America" "the spoken language of America like Spanish is in
Mexico," the "language of the USA, some European countries use it ...". It was described by
students in terms of having rules and standards that govern its use, and, by one student, as being
important to teach to Deaf kids because "without it, they will be at a real disadvantage." This same
student was the only one to equate English with ASL by saying, "you have to do like SEE style
sentences for English, it's the same as with ASL."

It is interesting that English was given status as a "language" and was described as being
"rule-governed" in the students' definitions, where ASL was defined largely in terms of comparison.
and what it was not, or what it did not have. While ASL was characterized by many students by its
absence of the copula or definite article, English was never defined by an absence of anything, least
of all the grammatical markers particular to ASL. Few students addressed ASL as a language at all,
and those who did moderated their remarks by adding that ASL was "not precise" like English was,
was "picture-like" or 'flakes Deaf people understand.' Most described English as "proper" or
"exact," and as governed by "rules" for proper usage for writing or speaking. ASL was for "good,
clear communication" and was expedient. ASL's domain was in the social life of Deaf people and in
the institutions that they frequent. The purpose of English, or where it is to be used, was described
as, "for learning in school, for a job, out in the world, to be a teacher," "to transfer into hearing,
mainstream classes," "for education, to communicate, for a job, to fill out applications," or that you
need it to "become a teacher." One student said it was to be used "for communicating, in letters to
friends, fot- keeping in touch."

In general, although most students seemed to have a clear distinction between ASL and
English, many were not so clear on the status of ASL as a language, nor on many of the main
features that distinguish one language from the other.

Students' Social Network.s

All of the students said they predominantly associated with Deaf people rather than hearing
people, and that they preferred to spend more time doing a wider variety of things with their Deaf
friends than with hearing friends or family. Those that said they did associate with hearing people
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described their experiences in terms ranging from extreme discomfort, mistrust, or isolation, to
simply being very limited in the amount or quality of communication they could enjoy. When asked
what they did with their Deaf friends, replies included:

"we tell stories and sign together"

"we go out in San Francisco, go to movies, talk about what's happening, what's going
on in the news, exchange information"

"just have fun, chat, talk, play sports"

"go out to look at clothes, go shopping, talk about plans, like what we'll do over
Christmas or Thanksgiving, just yakking, that kind of thing"

"we'll go out places, just enjoy ourselves, have fun, have good times, like if there's
an event, a special thing like going to the mountains, or if there's a play, a Deaf play,
things that come up like that, we'll go do"

"go to movies, we go on trips, we play games, we go to church, we play basketball
together, oh just a lot of things."

Some students said they never spent time with hearing people socially. Others described their
associations in the following ways:

"My husband's friends are all hearing, but my friends are Deaf. So when I spend
time with my husband and I'm with them ... I'll use gesture or home signs ...".

"I don't really hang much with them. Sometimes you'll Eet the curious onlooker who
wants to know what it is you're doing when you're signing."

"With hearing pozople it's really hard to undeistand their talk, I'll teach them signs,
but, you know, sometimes they just keep forgetting them. It seems they can't get a
handle on it."

"From time to time (I'll hang out with a hearing group). We'll write or sometimes
you have an interpreter to understand what's being said. Like if something doesn't
work out, or my writing wasn't correct (in class], I might ask them to help me abd
then the interpreter would interpret what they were saying, they would explain it to
me."

Other comments made by students regarding their experiences with hearing people included:

"Mostly I like d Deaf group, because, it's better, with hearing people sometimes
they're deceitful, or fool around, talking behind my back, ond I don't know what's
going on."

"Before I used to hang out with (another student in the program] a lot in .

hearing crowd, and I ended up just sort of sitting around not really able to converse
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much. There I'd be feeling kind ot lonely while everyone else was laughing and
talking and seeming to have a good time ... I felt really isolated, every day I'd look
after my son while they were all laughing and tallrng and having fun, my friends and
parents. Sometimes I'd try to ask them what Ls funny, or what they were talking
about, and get ti:e kind of tkvag like 'just a second' and they'd ignore me and just
continue on. It was hard ....

One student out of the eight had 0 fairly neutral comment about hanging out with hearing people,
even though he said he has "a mostly Deaf group of friends," who he does "any and everything with"
from going on trips to going to church. He added: "when I'm with a hearing group, we'll play
basketball, or watch a basketball game, let's see, what else, go to business meetings, where I
work."

Interestingly enough, given the apparent priference for Deaf people within a social network,
only one student said that she would prefer to have a Deaf rather than a hearing child. Her reason
was that it would be "easier for me to communicate ... and have that bond with them." Of the
remaining seven students, four said that the hearing status of the child wouldn't matter to them, and
three said they would prefer a hearing child. Their reasons imluded:

"because it could burr:et toi me and help me"

"because it could talk and communicate"

"because it could be more independent, land it would be] harder for it to leara if it
were deaf."

Students' Writing Samples

The following writing samples are included to provide the reader with an idea of the students'
range of proficiency in written English. For those who are unfamiliar with "Deaf Unp,lish," these
excerpts are fairly twical of the average to low end .4 the spectrum of ability. Most of the examples
are taken from the writing activity where students wrote conversationally with hearing or more
proficient Deaf writing partners. Other examples are taken from papers or journak.

Jean Ramire4 (From a paper written l0/9/:',9 about her experiences in grade school.)

"I long time ola ago. I am kid first time join to elementary school. I look at there teacher self face
friendly. The deaf studentr and me are going to homeroom that class. Teacher say my name is Mr.
Sanchez ask what your name?"

Ting Train (From 2/21/89 session of conversational -vri;ing.) (In response to being asked what he
had done the previous weekend, and his partner saying she hld gone to a play that "wasn't good.-1

"Ok I went to friend's. home for his car Volkwagen. I enjoyed ali tinws. How did \oil
feel a play?'

Bobby Brandon (From a 6/2/89 journal entry.)
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"I went to movie today 'No Holds Barred' and I watch hulk the WWF wrestling. Hulk very good fight
Fest wrestling. I Just got home at night, then watch t.v. news. I still think study about beginning and
ending sentences but I don't understand question. It's hard for me word. I hope you will understand
me."

Hon Chueng (Undated, response in conversational writing to partner's statement "I seem to be doing
all the writingr)

"Yes, but I do not enough my english so I try write to you. I would like to know how many your
brother and sister?"

Linda Walker (From 5/16/89 conversational writing in response to partner asking her if she will take
any art classes.)

"I might see I can art class but hard time to live with my family. I do art class and make my own
work busy. No room for me. Maybe le!er future will go back Art Class. Hope So. I really like
watercolor and Ink, pencils. Different kind of drawing keep these for Art or drawing ...".

Eric Ching (Undated, response in conversational writing to comments about sports :md a question
asking hw' if he 'likes going to watch games.')

"Well, not at all, I bought the ticket for regular season But I don't go to the A's Oakland that I like
myself to play real games. Next time I will teach how to play the softball. If you make it then will
join the team player for enjoy. I hope you can do your best shot in sport."

Rosa Gomez (From 4/18/89 conversational writing in response to her partner saying it was her 30th
birthday and she was excited but a little sad.)

"Oh I see about your feel undetstand not only one all people in the world. No one perpect in the
world. Understand that is life in the world smile I want you be smile. I want see your face Smile

HA!"

Steve Atkins (Undated, response in conversational writing to questions about what he will do with
his summer, what kind of job he will get, and his partner's comment that she will be visiting Las
Vegas.)

"I am going to looking for job in this summer help me I need money for my life ... Meat cutter in the
food tore, or any factory Co. I don't know yet. Well when you go to Les Vegas you try get a lot of
lucky pot?"

Lisa Corazon (Undated, first comment in conversational writing to staff member whose wife had
worked as an aide/tutor in the program.)

"Ili! llow are you doing here? and also your wife. Because I never see her long time. I still
remember about her and I not forget for her. Why? I remind before she was taught me as tutor in
computer. Sure. I understand her sign clear. When she was not here in Laney College I really
wishe! come."
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David U (From a paper written for the Deaf' Culture class discussing his reactions to a play called
"In Hiding" about Anne Frank.)

72

"I was interest in watching about the play because there was a very wonderful action. I love to read
true stories in history and watched movies on television or at the movies. But I was sad about. Into
Hiding because it was a true story."
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CHAFFER FIVE

Underlying Themes in the DeafCAN Program

We began the examination of the DeafCAN program with our attention directed towards
certain themes, some of which we brought to the study ourselves, while others were derived from our
early conversations with the staff and the director. These themes served to guide our organization of
the data in preparation for the writing of this ethnography, and would be a starting point for the
evaluation phase. As we reviewed and summarized the data, we identified certain additional patterns
calling for special examination. In this section we will discuss these themes and the role they play in
defining the essential character and methodology of the DeqfCAN program.

We had three general areas of interest going into the study: first, we wanted to determine the
impact of the program on the students' mental health and psychosocial development; secondly we
were interested in how the students' individual goals were catered to; and the third area concerned
DeafCAN's self-described "bilingual/bicultural" philosophy. One funher theme was raised in
conversations with members of the staff as we started the inquiry. This centered on the notion of
DeafCAN as generating a "family-like" and "nurturing" atmosphere.

In addition to these areas of focus, the following four questions were formulated as we
conducted our observations and collected the other data: How do the different students relate with
different staff members? What issues arise from the contact between Deaf and hearing cultures
among the staff and students? and finally a summary question: What are the core defining features of
the program? (or, more colloquially: "What is the "DeofCAN Way"?). We now discuss each of
these themes and questions in turn.

The Impact or DeafCAN on (he Students' Mental Health and Psychosocial Development

We made no direct assessments of the students' mental health status in this study, but We CM'
look to our observational records and the other data available for information that is indicative of the
students' emotional and mental states. Some components of the program were specifically directed
towards their emotional and personal well-being, while other elements may have had an indirect
influence. The counselor, Jennifer Sloan, saw her job primarily as a "facilitator" rather than a
teacher, and she spent much of her counseling time dealing with students' personal issues. The
Women's Group was also formed with the explicit purpose of addressing the female students'
personal problems. Initially, the focus was on diffusing the disruptive tensions among many of the
female students that had fueled a gossip circuit which threatened the progress of the program, but the
group soon began dealing with other concerns arising from such issues as sexual harassment,
communication problems, difficulties with parents, surviving rape, etc. All four of the women spoke
of the women's group in positive terms, varying only in the degree of enthusiasm they expressed. In

general, they described it in terms of a) how it helped them, and b) the rules that governed the group,
Jean Ramirez said:

"They teach us how to resolve problems, how to take care of yourself, how to hold
on to stuff and not gossip, not to insult, to respect others' turns for talking, and
there's a three minute limit for each person to talk, that's it. I want to go every
Thursday, sometimes I'm really busy, like studying for a test. so I have to miss it, but
I want to go ... 1 like the group a lot because it really helps me tone things down.
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diminish tension that builds up, it helps me take care of how I feel, myself,
confidently. Like taking care of, if you're feeling timid, or you know how people, if
they're kind of soft, sort of weak, it's easy for other people to put the make on them
or harass them. But the group really helps them to develop confidence and change,
from being sort of soft [malleable] to becoming brave, to not be timid, that you
should be more self-respecting and assertive, more strong and assertive."

Rosa Gomez said:

"It's really cool. It's more like counseling, like if a student has a problem, it's all
kept private and it's all women, it's confidential that's written in capital letters on
the board (smiling) with an asterisk and a number one beside it: REMEMBER
CONFIDENTIALITY. (Ms. Sloan, Ms. Walton, and a Deaf aide) get things going,
we all sit in a big circle and take turns talking about a problem or whatever. There's
a five minute limit, some go on a bit more, and then they'll ask the group for ideas
on how to help that person. You're not supposed to just go off on to some tangent,
but talk about how they feel. Some people have problems at home, some here,
mostly here, with things like feeling hurt by something another student did or said to
offend someone. Or maybe feeling hurt by something a teacher did, so it's not only
students, it can he both. That kind of talk is kept private within the group, and
hopefully the problem gets gradually resolved, Hut, it' week after week the same
thing is going on and the problem is not worked out, then the parties involved would
eventually make an appointment with I Ms. SloanI at her office and resolve it that
way."

Linda Walker had this to say:

"The women's group is very much for women to help t'or our futures, like how to
live, how to take Care of ourselves. They have like, well in the group, there's no
gossip allowed, you keep what's said to yourself. You don't tell anyone what's said.
You keep it to yourself, keep it in your head. You have to know better than to spill it
all out to other people. Just keep it private, and also how to take care of yourself for
the future, like having a baby, or problem-solving, all sorts of things like that are
included in the women's group, it's really fantastic. Everyone gets a lot out,
expressing themselves, and it's all women, only women, not other (outside] students,
just keeping it us women, to keep the trust going."

Lisa Corazon said:

"It's good, IMs. Sloan] talks about and gives us advice for how to protect ourselves
with men. Like how not to be so scared, to be more brave. I really learned from
that, I'd never seen anything like that before-- a women's group. This was the first
time for me ... I really like attending it ...".

In their comments, all of the women were able to articulate the rules of the group, and its
structure seemed to work well for them. The group appeared to provide an outlet for students to
express their concerns, and helped to dispel tensions.
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Other program factors that may have had a bearing on the students' personal well-being
include a family-like environment, the presence of Deaf teachers and acceptance of Deaf Cultural
ways, peer-peer collaborations that developed over *he year, and opportunities for the students to take
control of the class and to even up the balance of power with the teachers.

For some students the instruction seemed to have a positive effect on their self-image and how
they felt about Deaf people in general. The Deaf Culture class, for example, informed the students
about many of the achievements of Deaf people. Many students, including Rosa Gomez, found this
to be one of the most difficult classes, but she later stated: "I really wanted to know about Deaf
history and those things. You always hear so much about hearing people, but this was about the Deaf
and it was really very interesting to learn about all that .." This kind of comment validates the main
goal of a class such as that on Deaf Culture, namely that it not only informs students about the
achievements of other Deaf people, but at the same time works against the poor self image that results
from being a member of an oppressed minority. Other students found inspiration from other classes
where a sense of achievement was clearly accompanied by an enhanced sense of self, increased
confidence, and a liberation from feeling always dependent on others. Lisa Corazon enjoyed her
writing and reading classes most of all, but she was particularly proud of her progress in the
computer class:

"I never knew anything about them icomputersi before; in the Philippines they didn't
have any. So at first I just said 'I can't do that', you know, getting the computer to
work. And Wilbert was very emphatic, `Oh yes you can' he tells me. ... I sat myself
down at the keyboard and I was just dumbfounded. It worked, I could do it. I

thought I wasn't able to, but I was! I saw that when I gave it a try, when I took the
initiative and just sat down and tried it out, not calling on the teacher, but working at
it myself, that I understood how to work it and I really made progress. I thought a
Deaf person couldn't do that, but to my surprise, I could!"

Another student, Jean Ramirez, said that she enrolled: "because my husband said that I really
needed to learn how to read English." As we observed earlier, Jean seemed overcome hy her sense
of failure and her lack of knowledge of ASL, and showed some signs of being dominated by her
husband. However, as the year went by and she learned to use ASL in preference to SEE signs, she
developed other goals beyond simply learning to read. By the end of the year she wanted to learn
enough "to get a job to work with computers", and was planning to "teach to my husband the ASL
that I learn from here". In spite of this apparent increase in self-esteem and self-confidence, as we
noted in our description of Jean, she had a reported relapse the following spring, and left the
classroom one day in tears, never to return.

Rosa was a single mother who had started out very scared about coming to school, and, as
Ms. Sloan said, "she did not really believe in her ability." She was unsure about the other students
and did not feel comfortable socializing with them at first. However things changed as she began to
gel help from the staff and from the Women's group in particular:

"... it's really terrific, because you come to school at Laney and there's this
wonderful women's group where you can talk about problems, finally! I'm so thrilled
about it. You can get like help, with things like preventing family (birth control], and
it's confidenfial, talking about that stuff, that's real!.. fantastic."

79
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Over the year she started to make new friends among the students, too:

"Before I used to hang out a lot in a pretty hearing crowd, and I ended up just sort of
sitting around not really able to converse much. There I'd be feeling kind of lonely
while everyone else was laughing and talking and seeming to have a good time. I

thought about it and realized I didn't have to stay with that crowd. So then I started
hanging out with a Deaf crowd and I started signing and communicating more,
planning things, going out, more involved, catching up on the latest, kind like the
Deaf club, the same sort of scene all sitting around in a group talking and laughing.
It was really terrific. At first I felt like I didn't want to hang around with the Deaf
group, I thought that they were all kind of limited, not very smart, and that I'd like
hanging around with hearing people. But once I tried that I saw what it was like. ...
I felt really isolate, every day I'd look after my son while they were all laughing and
talking and having fun, my friends and parents. Sometimes I'd try to ask them what
was funny, or what they were talking about, and get the kind of thing like 'just a
second' and they'd ignore me and just continue on. It was hard. But with Deaf
people, I'm right in there signing with them. I do wish my parents were Deaf."

It would seem from these comments that DeafOIN had helped Rosa establish her identity as a Deaf
person, feel good about being Deaf, and hence overcome her isolation from Deaf ptx)ple and make
friends.

Often the students' attitudes towards deafness were revealed when they talked about their
teachers and about ASL, and in how they answered the interview question "If you were to have
a(nother) child would you want him or her to be deaf or hearing?" For the most part, these attitudes
were, like Rosa's, more positive about being Deaf, possibly as a result of their experiences in
DeafcAN. However, there were one or two exceptions. For example, Hon said, on the topic of
teachers and language:

"I've made some real improvement, it's clear to me what things mean, I really get it.
It's much better than before, like last year, Roy didn't really explain things clearly, it
was sort of fuzzy. Now with Ethan I get it all, really clear, well, you know, he can
hear and Roy is Deaf, so there you are."

Not surprisingly, Hon did not fit in well with most of the other students:

"... I don't know, the other students don't really get along with me. I don't know
what to make of it, maybe they're in a bad mood or something, I just leave them
alone and concentrate on my studies."

Predictably, Hon would prefer a hearing child:

"Because if were lucky and it was born hearing, that'd be great, but if it were born
Deaf I'd just have to accept it. ... if it were Deaf it would be hard for it to learn. I'd
get tire<I of having to teach it, you'd have to be so persistent, so it depends on
whether it was smart or not ... If you're Deaf, aah, it's no good ...".

Unlike Rosa, Hon does no: seem to have come to terms with being Deaf. He appeared to have
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gained knowledge from the DeafCAN program, but not to have acquired a more healthy opinion of
himself or other Deaf people.

Tung, on the other hand, the visually-impaired student from Viet Nam, appeared to have
mixed feelings, to be confused about how he felt, if not neurologically impaired, and perhaps also
suffered from the traumatic experiences he had had during the Viet Nam war. He was positive about
the program in general: "It's like, it's good, there are many good, nice Deaf people. The teachers
and students, everyone is friends and there's lots of socializing, and communication, and signing in
ASI..." However, his favorite suhject was English "because it's good", but his least favorite was
writing "because it's hard". At first he responded that he would like his child to be Deaf because
"father could teach ASL". Later, however, he had second thoughts:

"Wait, wait a minute. Before we go on, I wish maybe to have a hearing son, I don't
know. .. Forget the Deaf, I'd like a hearing child, because they could communicate
and talk, interpret."

After the year of our observation it became clear to the staff that this student was not in a position to
benefit from the program either academically or psychologically, and so he was referred to a shehei ed
workshop nearby. Incident ly, this was the suggestion made by his high school counselor before he
began at Laney.

Steve had grown up being teased and excluded by hearing kids in his early days at school.
and his anger was evident from his comments and behavior during the year we observed him. While
his two favorite teachers included one Deaf and one hearing, Steve developed a strong dislike (which
was mutual) of his hearing reading teacher, Ethan Stein:

"He says that he's a strict Iseriousl teacher, but really he's not. He always likes to
play around with Rosa, always playing around and provoking and yakking ... I really
get mad at him. I'm tired of him, it's the same old thing over and over ... Most of
the students never pay attention to him. It's like, 'here he goes again!' It's a drag."

Steve did not develop close relationships with the other Deaf students either. Commenting on his
social habits, he said: "I don't really go out for fun much with the students. Usually I just split and
go home to catch some sleep ... I'm not involved." On the topic of friends in general, Steve's
mistrust of hearing people was more overtly expressed:

"Mostly I like a Deaf group because it's better. With hearing people sometimes
they're deceitful, or fool around, talking behind my back, and I don't know what's
going on I really don't socialize with hearing groups very much, just a little bit. I

don't feel very positive around hearing people, mostly very negative."

If Steve were to have a hearing child, however, it would not make any difference: "I like both (Deaf
and hearing children). If it lost its hearing I'd give it support, and if it was hearing that wouldn't
matter, I'd keep it."

In spite of Steve's antisocial behavior, negative attitudes, and what some of the staff described
as "identity problems", he was one of the students singled out by many of the teachers as a success:

"He had a real attitude problem which is still evident. You can still see it, but we
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were able to work with him and show him that he came in with the 'I can't do it
attitude' and we told him that he could and that he needed to change his attitude ...
and that we believed in him and he needed to believe in himself ... I could see when
the light finally went on. And he's hooked into the program. It's really important to
him ... he's great." [Jennifer Sloan]

"He had real identity problems. He was ambivalent about his identity as a signer
(versus an oral Deaf person). He had personal problems, problems with marijuana
and alcohol, a whole list of things. But through a lot of support and encouragement,
he's now one of our best students." [David Stubbs]

"He really had tremendous numbers of defenses and he came in challenging every
teacher on every count for the whole first six months. And then this year, on the first
day he started the challenge routine again and I said: 'hey Steve ... trust yourself,
you know what you need to do'. And the fact that he could hear me and do it shows
the kind of transformation that I think is taking place in him." [Carla Marsh)

Over the year Steve lost a lot of his angry, confrontational, and sulky behavior to become identified
by many of the staff as a successful student. Stubbs attributed these changes, that were clearly
personal rather than academic, to positive relationships with Deaf adults as well as the kind of support
that the DeafCAN family was able to give him.

If one had to identify a single factor that might have contributed most to the personal growth
of the student.s, the notion of the DeafCAN program as family may be the prime candidate, embracing
as it does other aspects such as collaboration and mutual support, Deaf cultural ways, and student
empowerment. Many students referred to the family concept in one way or another, a.s did all the
staff. Perhaps the most poignant illustration of how students identified DeaICAN as a home base
comes from a student who had been raped. As soon as her assailant left, she got on the subway and
went to the DeafCAN office to talk to one of the female staff members about her ordeal. Not the
police, not the hospital, not home, not to a friend, but to her surrogate family at DeafCAN. The staff
actively promoted the idea that they were not teachers in the traditional sense, not "the boss", but
more like supportive older siblings. The other students also helped each other like brothers and
sisters, and over the year the group organized social eventE together and made "family outings" to
places of interest. If successful, it is likely that this kind of environment would promote feelings of
well-being, an enhanced sense of belonging, increased confidence, and a respect for Deaf people.
While not part of the official curriculum, surely then correlates of mental health are an important
feature of the program.

The family atmosphere was often achieved in the classroom, too. The following statement k
indicative of this, and was made by a student in the context of a discussion about her favorite class:

"My favorite class? Oh writing, I really enjoy all the input from everyone. We all
get involved in really tearing the stuff apart, 'no it's this way ... no, no that's wrong
...' and you're writing stuft down. I really enjoy that-- with everyone throwing their
ideas in. It feels like playing around with your family-- those kinds of interactions
where everyone has something to say and you're going from one to another and all
It's like a family and I really like that."

2
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Student Goals

The students profbAl in the study were asked in both interviews about their purposes in
coming to the DeafCAN program. This section provides a brief synopsis of students' original goals
and how they've been addressed or changed over the course of the two years they've spent at Laney
College.

David Li came to DeafCAN to work on getting an A.A. degree in drafting or aerospace
engineering in order to transfer to a four/ear university. By his second interview he had decided to
"go into business to help people become financially independent." His goals in coming to the
program were to improve his English and to learn things from general education courses that would
"help him in his future and in order to transfer to a university." David has moved completely into
the hearing mainstream and Project Bridge classe,s at Laney College.

Hon Chueng wanted to improve his English through the DeafCAN program, and get an A.A.
degree in electronics technology in order to find a job in that field. This fall, Hon will graduate int:,
Project Bridge English classes and will take a mainstream electronics assembly class.

Eric Ching entered the program "looking for a major" and to take accounting courses. He
wanted to be able to transfer to a four-year university. After bouncing hack and forth between
DegfCAN and another local community college for some time, he finally left the program completely,
but is now planning to return this fall.

Tung Tran said he came to the program "different reasons." Although he was unable to
articulate a goal of his studies during the first interview, a year later he said he "w4nted to become a
teacher." Tung was not allowed to continue in the program because he had not made any discernible
progress and has since registered for an English class at a local city college.

Rosa Gomez came to Laney on the advice of her friend, recognizing that "she had more to
learn after high school." She wanted to prepare herself for her "future, to get a good job" and to be
able to share her knowledge with her young son. She told us in her second interview that she wanted
to continue on in school in order to be a teacher, but she was ann between needing a break from the
rigors of school and continuing on for what seemed an "interminable" amount of time in order to go
through the program and complete the necessary requirements. Rosa plans to return to DeOCAN
classes this coming fall.

Bobby Brandon wanted to ameliorate 'uis s . of isolation and the "mental stagnation" he felt
it produced by joining the program. He also o z.:t either an A.A. degree or his high school
equivalency diploma. He left the program after alie:usti.ig almost all of the staff and students during
the time he spent there.

Jean Ramirez sought to restore her language capabilities in both sign and English by enrolling
in Deaf-CAN. She had felt "isolated" in her role as a housewife and warned to use the program to
help her understand and develop competency in both ASL and English. She also wanted to work on
her signing fluency and to prepare for a job in computers. Ms. Ramirez appeared to be improving
her communication abilities and making progress in her classes when she abruptly withdrew from
school.
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Linda Walker came to Laney because she was impressed with the program for Deaf students.
She felt she wanted to "learn more about how to improve [her] writing," and wanted to take
advantage of the interpreting services and DeafCAN program. She wanted to find a job that would
enable her to be independent from her parents and "make it" in the world on her own. She left the
program in order to work because she felt overwhelmed by the need to move out of her parents'
home.

Steve Atkins came to the program hoping it would help him move out of the kinds of "blue
collar jobs" he'd becont used to and move up into "white collar work." He entered the program
thinking about going into drafting, but later decided there were greater job opportunities in the
computer field. He said he wanted to "get a job, get married, get some money, and have a house and
a farm." He left the program to attend to his personal life but plans to return this coming fall.

Lisa Corazon wanted to learn more about "reading, vocabulary and English." She had a
desire to "finish all the coursework and graduate from Laney" rather than stretch out her studies by
transferring front one college to another. She left the program after two years to move with her
family and attend another college closer to where they lived.

Some of these students appear to be making progress toward the goals they had upon entering
the program two years ago. Other students changed their goals or are making progress in other areas
that may ultimately allow for their ambitions to be realized. Still others clearly have lost sight of
their purposes in coming to Laney. Sometimes the realities of students' lives outside of school
became overwhelming and affected how they were or were not able to pursue their ambitions. Such
was the case with both Steve Atkins and Linda Walker. So many factors are involved in students'
being able to fulfill their aspirations, that it is difficult to determine which aspect.s are program
related. Nevertheless, speculations can be made from our observations. For example, it is possible
that Rosa Gomez became dependent on Ms. Walton's overindulgence in the classroom and is not able
to be as self-reliant a student as is required for her to progress througn the program and mainstream
classes before she burns out on the "interminable" amount of time it will take her. Lisa Corazon
provides a different example. She had come to the program from the Philippines identifying with the
derogatory view o Deaf people she felt was held by that society in general and the school system in
particular, but later spoke with delight of' her discovery that she could learn to operate a computer
program or turn in a piece of writing that her teacher thought was "captivating" or 'beautiful."
Despite the fact that her goal had been to finish all of her coursework and graduate from Laney, it
was perhaps due to the newfound confidence in her own abilities that she was able to continue on in
her studies at another college with considerably less support.

One young man, a foreign student who w4s not one of those we focused on in the study, was
cited by staff members as one of the "success stories" we asked about in our interviews. He had
come to the program with very limited confidence and communication skills. He was described as
being very shy, but after spending a few years in the program, "hooked into the network," made
friends with the other Deaf students, and progressed rapidly through the paces of the DeafCAN
program, and into Project Bridge and mainstream classes. He decided that what he really wanted to
do was attend Gallaudet University. He presumed that the English courses he had taken in DeafCAN
and at Laney would prepare him for admission to Gallaudet's regular program. After taking their
entrance exam he was very disappointed to find out that he had been placed in the University's prep
program. This meant that he would spend his first semesters at Gallaudet taking the "catch-up" kinds
4 coursework he thought he had go'ten out of the way at Laney. Because of this student's
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experience, both he and staff members questioned the usefulness of DecfCAN's coursework in
preparing students for entry into other schools and universities.

In summary of these observations, it would seem that the goals of the students in the
DeafCAN program were indeed varied. Some were intent on improving academic skills, others
focused on acquiring vocational or job training abilities, while still others were looking for personal
growth and independence. In some cases, students spoke of goals having been achieved that were not
part of their original reasons for entering the program. They either changed direction, or progressed
in ways that were not among their conscious motivations. For one or two students, their premature
quitting of the program actually represented the attainment of a goal, namely to be independent and
get a job.

DeqfCAN as a Bilingual/Bicultural Program

The program's self-proclaimed "bilingual/biculturar nature was one of the things that set
DeafCAN apart from other programs, and was a feature we were eager to learn more about. As we
have seen in this report, once staff members began to analyze their own interpretations of this aspect
of the program philosophy, they came to realize that their formulation of the concept was vague, and
varied from teacher to teacher. In the end, several of the staff questioned the appropriateness of a
bilingual label for the program. As Dr. Marsh said in the mid-year discussion meeting: "We are a
nice, sweet program. The teachers are sweet, the students are sweet, we love them, they love us--
but that's not necessarily bilingual, so let's not pretend." During that same meeting, as all of the staff
members strove toward their own definitions of the program's bilingual component, Mr. Stein
challenged them: "... although everyone on staff speaks of the program as being bilingual, and even
though all the staff use ASL for classroom communication, it is English that gets studied, not ASL
where is the study of ASL?"

In her last interview, Marsh's concept of the "bilingual approach" had shifted. She said:

"... hearing that maybe we weren't anything, that maybe we weren't really a bilingual
program, that what we were was a sweet program, that struck a deep chord in me and
was one of the things that I think pushed me towards this notion of 'what does it mean
to be a bilingual program?' and 'what's the difference between an approach or a
method, and a curriculum?' ... I really see that you have to have both a curriculum
and you have to have the proper curriculum environment which is, for our students, is
a bilingual one and it happens to be sign language ... now that I understand this
principle, it can be adapted to any group-- that you have to open the classroom to
their own language, but then you have to really make the mcvements toward the
target with content and not with skill drill."

Frorn our classroom observations it looked as if the most consistent indicator of the program's
"bilingual" nature was the use of ASL as the lanbuage of classroom instruction Indeed, it was used
by staff members and students to conduct all classroom activities. In terms of a bilingual protocol at
a metalinguistic level (e.g. overt instruction or analysis of either or both languages), most of the focus
that we observed was on the translation of English vocabulary words into equivalent ASL glosses and
signs. There was some variation on this theme. For example, in Dr. Stubbs' writing class, students

iiced &fining English idioms in ASL signs over the course of several class meetings. More
formal study and practice with English grammatical constructions occurred in the evening writing
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classes during both semesters. Formal study of grammatical constructions in ASL was not built into
the curriculum or classes in a systematic way (as noted by Mr. Stein). However, it did occur
sporadically. For example, in sessions of Dr. Stubbs' Deaf Culture course, students were shown
videotapes of various ASL and signed English samples and then encouraged to discuss differences
between them and the purposes fos each kind of signing. Also, when assigned in his class to create
ASL versions of haiku poetry, students were formally introduced to some of the grammatical
stnictures in ASL (e.g. classifiers) and given practice at a metalinguistic level in using them to
construct their poems. In sessions of Mr. Stein's class during the latter part of the spring semester,
he too introduced the study of some ASL grammatical con.tructions. In the late spring when the ASL
component of the reading curriculum was presented during combined sections of the reading classes,
students were taught a formal notation system for glossir ASL signs. They were given instruction
and practice in "reading" it, thus helping them develop a Kind of ASL Mcrae y, allowing them,
theoretically, to write their signed stories, read signed stories of others, and translate stories back and
forth between English and ASL.

Teachers differed in the ways they understood and interpreted the bilingual ideology according
to their backgrounds as described in section 5.5. Although general interpretation of the concept
varied among all staff members, Mr. Valdez and Ms. Walton both tended to focus in the classroom
on translation of English vocabulary items into ASL (signs or glosses). This was practiced by Mr.
Stein as well, yet he also discussed the process and components of the translations at a metalinguistic
level with his students. Dr. Stubbs, however, focused primarily on teaching students about the
languages and their uses at a metalinguistic level, within the context of his writing and Deaf Culture
courses.

The most conspicuous influence on students of the "bilingual" instruction seemed to be a

heightened awareness of the existence and uniqueness of the two languages. Although comparison
data are unavailable regarding students' language attitudes and awareness at the beginning of the year.
all of the students reported that they recognized (to varying degrees) that ASL was something very
distinct from English by the time their second interviews were conducted.

Also, the students seemed to have adopted some of the values that staff had consciously and
unconsciously attached to the two languages. As demonstrated by interview and in-class comments,
students perceived ASL as "good ... for fast, clear communication ... better than SEE signs," and
English as "tedious," and full of "long, drawn-out" structures. As detailed in the Language
Attitudes section, students generally described ASL in very positive terms, and English was often
identified with SEE-style signing and thus inherited the negative associations that those signs maintain
in the DeafCAN perspective. Ms. Walton and Mr. Valdez, in particular, consistently conveyed their
respect and love for ASL, and their distaste for SEE signs through their in-class commentary and
critiques. Despite the program's intended bilingual approach, with the exception of the students'
general sense that ASL is a "good" thing, and SEE signs are to be done away with, their larger
language attitudes appeared relatively uninfluenced by the premises behind the "approach." By the
year-end interviews they perceived ASL as a form of expedient communication with little structule ol
grammar that was not necessarily appropriate for academic purposes. English continued to be viewed
as a somewhat enigmatic rule-governed system that they had little access to, but now they were
perhaps more willing to take risks in trying to learn it.

The DeafCAN program was initially described to us as being both bilingual and bicultural It

is more difficult to describe the bicultural aspects of the program, as they appeared to be less sell



FCAN 83

conscious, and hence, less visible. A Deaf culture class was incorporated in the curriculum, but there
was nothing in any of the classes about hearing culture, or how the two cultures interact and/or clash.
This was viewed by Mr. Stein as a serious shortcoming, and the kind of information that the students
badly needed in order to learn how to "cross over" between the worlds of the Deaf and the hearing.
During his second interview, Stein described a perceived need by other Deaf program coordinators to
teach their students more "high-tech" signs in order to deal with and be successful in the hearing
world. Stein said:

"Our students don't necessarily need to learn technical signs ... they need to know
how to talk [code-switch] when you go over to the other side. It's that kind of a thing
... maybe it's not really a sign language class [that we need], maybe it's a Deaf
culture class and hearing culture class. I think that kind of stuff is really needed for
our students."

From our observations, when hearing culture was brought up at all in classes, it was always
from the vantage point of it being an enigma, largely in connection with the English language.
Particularly after going through a difficult or trying translation, Ms. Walton and Mr. Valdez
frequently commented that "English is hearing people's language ... it may seem strange to us, but
that's hearing English, it's the way they use it ...".

All staff members described the running of the program as a team effort, and spoke often or
the camaraderie, support and family atmosphere that they had created in working together. By it's
very nature, the staff is bicultural, being composed of four Deaf and three hearing members. But.
with the exception of Mr. Stein, none of the staff talked about how they got along as a bicultural
group. Those kinds of issues were not raised or discussed in an overt manner during the course of
the year of observation. Mr. Stein expressed his disappointment in what he saw as the staffs refusal
to deal with issues raised from two cultures working together.

o. I feel like the Deaf people and the hearing people are often at odds .. we talk
about the students and we work on things, but we're really coming from two different
directions. That can be okay, I mean that can be a strong point for having Deaf and
hearing people work together coming from two different angles. But coming from
two different places without understanding isn't good, it leads to misunderstandings, it
leads to adversity, I think. We're not at war, there's little clashes sometimes, and
personality squabbles, little things, you know real minor things, but I just find it real
disappointing that staff people, as adults and as professionals never really get down to
dealing with these things ... we need to be more unified I think, and that's one way it
could happen. That's the thing about 'bicultural.' What do we know about
bicultural? We don't face those issues ourselves really ... I think if we were dealing
with it ourselves as an issue, as a topic of study or inquiry, I think that would filter
down to the students, and they would see, I think most of our students don't see it as
a problem yet, they don't even perceive it, this whole idea of 'biculturalism' or what
it means to be able to crossover. If we were dealing with it in some other way, in
some way that was incorporated into the whole program, then that would trickle
down, through discussions or something, or we would want to bring it in, in some
way, because that's really one thing that they need."

DeafCAN as a Family

k 7
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Initially, and throughout the course of our interviews and observation, the DealaiN
environment was described by staff members as having a family-like quality. We investigated this
notion further to try to identify how it was manifested over the year. The clearest demonstration was
in the warmth and familiarity exchanged among students and teachers. Compliments, shows of
support, exchanges of personal information, and mutual concern for each others' personal problems
were woven through the relationships of people in the program. We were able to observe
innumerable examples of these displays of warmth and familiarity. Students and staff were often
physically affectionate with one another. During one of Ms. Walton's reading classes when Dr.
Marsh was present, Rick, a student from the more advanced class came over to the group, gave Dr.
Marsh a kiss hello, smiled warmly at Rosa Gomez, and then quietly watched the activity that his
fellow students were engaged in. Hugs or kisses hello, goodbye, or as a gesture of support were
common sights in the Deaf Services Office, too.

At the women's peer group, each arrival was warmly greeted, often by a hug from one of the
other students, and sometimes the group applauded when a student arrived whom they had thought
was not going to mak:: it. Many of the women sat physically very close to one another, or would put
an arm around the shoulders of a peer, or show other forms of physical affection. Vir ly dmes in her
classes Ms. Walton would compliment her students, or acknowledge changes Ole, had mat, both in
things related to school, and students' lives in general. For example she compliuw.yAec; student on a
new hairstyle during the reading class. Often, in Ms. Walton's class particularly, d student
completed an activity that they had all been working on, Walton and the other members
applauded them. During One of her class sessions, when one of the newer and more awkward
students finished signing a piece of text, another student acknowledged her effort by patting her on
the back.

As Mr. Wang said in his interview, the students and teachers in DeafcAN know a lot about
each others' private lives, and this served to make the group more intimate and more tamily-like than
would be expected in a community college setting. From this personal knowledge more compassion
and understanding is frequently generated for the extenuating circumstances that interfer: from tnne to
time with students' ability to perform well in school. For example, the fact that Rosa Gomez was a
young mother of a small child was taken into account by her teachers when she had to miss class to
stay home with him, or when she was allowed to make-up assignments that were neglected because
her day care arrangements fell through. Similarly, students were understanding of the events in their
teachers' lives, such as when one staff member was going through a divorce, or when others were
experiencing the stress of exams in their graduate school training. This deeper intimacy was partly
the result of DeafCAN being a small program, but was perhaps also due to the fact that the
participants shared a minority culture and/or language.

Ms. Sloan seemed to articulate the sentiments of other staff when she commented about this
aspect of the program during the meeting where Dr. Marsh labeled DeafCAN a "sweet program: As
Sloan put it:

"Maybe we're the only program in the world that de.:s this, and there's a lot of power
behind that. We support the students in that family feeling and that is important,
powerful stuff. It's the most important part of the program, but it's also not enough
... they need something more than 'sweet support,' in order to become skilled readers
or comfortably mainstream ...".



Relationships between Students and Staff

From our sampling of classroom activities, it appeared that certain students flourished with
one teacher, or in a particular class, but made little or no progress in other classrooms. While this is
not especially unusual in a school setting, some further insights may be gained by examining the
underlying relationships between the students and their teachers more closely.

As we have seen, it was part of Ms. Walton's style to take care of her students in a way that
seemed to border on overindulgence. One immediate effect of this extensive support was that her
students attained a certain confidence which made them willing to attempt the kinds of school tasks at
which most of them had repeatedly failed in the past. On the other hand, it also fostered a kind of
dependence such that the students tended to rely on extensive assistance in order to understand and
achieve in school. Ms. Walton herself questioned whether she was "rescuing" students in a way that
was not in their best interests. For example, Rosa Gomez made tremendous advances in Walton's
reading and writing classes, gaining confidence and applying it to her schoolwork in general, yet she
was unable to survive in Dr. Stubbs Deaf Culture class, where such a comprehensive support system
was lacking. It is also possible that Jean Ramirez was no longer able to tolerate the challenge that
school presented to her, after moving from Ms. Walton's care-taking environment to a very different
kind of DeafCAN classroom. On the other hand, one might also speculate that Jean would not have
been able to stay in college at all, or make th; advances she did, without the kind of care and support
that Ms. Walton provided.

The amount of assistance given the students was an issue which clearly separated the teaching
styles of the DeafCAN staff. As Dr. Stubbs expressed in his interviews and during meetings, it was
his opinion that the staff did a disservice to student.s, both in accepting those that were not really
ready for college, and then, once they were there, "rescuing" them from college level tasks by doing
too much for them. Indeed, this is a conclusion that Dr. Marsh eventually came to herself. During
the year follownw our observations, Dr. Marsh and her colleagues began to limit the number of
students they accepted to those they felt had the potential to "make it" in the program. Marsh said
that "it took us five years to learn that we needed to do this," and that this decision really seemed to
improve the classes,

Mr. Stein's approach was similar to that of Dr. Stubbs. He felt that preparation for
mainstream college classes involved the assumption of basic responsibilities for studying and keeping
up with the pace of the class. Many of Ms. Walton's students were unable to deal with Stubbs' class,
much less thrive there, and some students reacted against Mr. Stein, too. We recall the confrontation
Stein had with his students over their grades on a mid-term exam, which raised discussion about their
differing expectations regarding the amount of responsibility for learning that the students should
carry. Several of the students complained to Stein at that point that he had "rushed through the
material," "signed too fast," or, at the furthest extreme "didn't respect Deaf people." On the other
hand, it was those very students, two of them from that particular class session, who have
successfully transitioned into Project Bridge classes at Laney. Additionally, David Li, who had had
experience at a four year college (NTID), and was more successfully mainstreamed at Laney than
most of the other students, appreciated Mr. Stein's style. Apparently there was a better match
between Stein and this more experienced student who had found other DeafCAN classes somewhat
tedious and "not much of a challenge."

Teachers varied not only in the amount of support they provided their students, hut also in the
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kind of assistance they gave. For example, Mr. Valdez made a habit of interpreting difficult texts
into ASL. He would either interpret directly from the book, or explain or re-tell stories from books
into ASL. Mr. Stein, however, focused on the process that students should use for understanding text
themselves, rather than translating it for them. He attempted to train them either to gloss English
words, compr!..end English text by using context clues, or ask and answer questions about the
meaning of what they were reading. This distinction was the subject of a discussion between Dr.
Marsh and Mr. Valdez on what the students' needed to help them read. Valdez felt that his
interpretations into ASL, accompanied by much "encouragement, help" and " and a "positive attitude"
concerning the students' ability to read were most important. Marsh felt that students needed, most
critically, to be taught "how" to read. Some of the students expressed their own feelings on the
matter. Linda Walker and Lisa Corazon, for example, said how much they liked Mr. Valdez's style
in class, and how he enabled them to understand things because of his "clear explanations," and

41
detailed interpretations of text. They, among others, also said that although they liked or respected
Mr. Su:in, his style of teaching left them cold. They felt that either he 'signed too fast," or, as Lisa
put it:

"... he'll ask me what I think [the text) means, and I'm at a loss ... it's sort of like
put upon me to figure out what it means, I don't really get any help, it's a kind of
you're on your own thing ...".

The structure of the class also influenced th ... relationship between teacher and students and the
kind of verbal (i.e. signed) interaction that ensued. Some classes were more formally structured with
typical kinds of school tasks built-in to the format, such as student presentations, essay writing, a
number of quizzes, written homework, and lectures from the teacher. In other classes many fewei
traditional school-based tasks were required and classroom conversation wa.s chatt,., less
academic in nature. Further, the amount of content material varied in the classes. In some classes.
such as Dr. Stubbs' Deaf Culture, or Mr. Wang's computer courses, a lot of information about the
subject w&s provided (e.g. Deaf theater, specifics of Deaf history, types of computers, parts and
process of computer operation, etc.). In other courses, very little informational content was conveyed
and the focus was either on narrative exchanges from personal experience (either the students' or the
teachers'), which may or may not have been necessarily related to what was supposedly being taught,
or practice at skill-building in the components of the reading or writing task, as staff members defined
it in their classrooms. We propose below a continuum along which the DeafCAN classes might be
placed. The left end represents those classes presenting little content information, and/or lower
teacher expectations for completion of school-based tasks, and/or a less traditionally stratured
classroom. A placement closer to the right side of the continuum represents a progression toward
those classes which present more content information, and/or higher tacher expectations for
completion of school-based tasks, and/or a more traditionally structured classroom, as these
descriptors have been defined above. Figure 1 displays the proposed continuum.
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It is possible that these differences are simply the result of Deaf/hearing cultural phenomena.
Alternatively, it may be that teachers varied in their expectations for appropriate classroom conduct as
a function of their own level of formal education and/or training in education. These factors are also
accounted for in the placement of classes in Figure 1. On one end is Mr. Valdez, who comes from a
Deaf family and is strongly rooted in Deaf cultural traditions. Next to him is Ms. Walton, who,
although well-versed in Deaf culture, was not raised as a member of the Deaf community because she
had hearing parents. The same would seem to be true for Mr. Wang, and Mr. Stein, of course, is
hearing. Dr. Stubbs is on the furthest end of the continuum from Mr. Valdez. Despite the fact that
Stubbs is extremely knowledgeable about Deaf culture and it's traditions, both from an academic and
experiential standpoint, he was not raised with them, growing up in a hearing family and becoming
Deaf after childhood. On the level of formal education and/or training as a teacher: Mr. Valdez has
had no formal training as a teacher and holds an A. A. degree; Ms. Walton is now completing her
requirements for an M.A. in Deaf Education, and obviously has had a fair amount of formal teacher
training, as well as the hands-on training that all DeafCAN staff have experienced; Mr. Wang
completed his undergraduate work in Mathematics and Computer Sciences, and holds a Master's
degree in Special Education; Mr. Stein has worked as either an aide or a teacher in Deaf and special
education classrooms since the age of fifteen, and holds a Master's degree in Education; Dr. Stubbs
holds a doctorate and has taught both Deaf and hearing students for many years. We would like to
point out that we are not implying that positions on the continuum are in any way reflective of the
quality of teaching. It is simply a means of displaying differences between instructors' teaching
styles.

Deaf and Hearing Cultures in Contact

Although the majority of staff and all the students in the DeafCAN program were Deaf, the
presence of three hearing teachers provided us with the opportunity to observe Deaf and hearing
people interacting with one another over a long period of time. The influence of cultural background
has been noted in discussions of teaching style, student behavior, and classroom dynamics in general.
In section 5.3 we described the lack of acknowledgement, both in the curriculum and among staff
members, of the conflicts raised by differing cultural expectations when Deaf and hearing people
interact. It was not until our series of Monday night sessions viewing videotapes of DeafCAN classes,
that the participating teachers specifically addressed these issues.

During the first of these meetings, Mr. Stein talked about the problems that he had had in his
English class with a student named Rob. Stein described Rob as being rigid in his expectations about
the proper way to learn English. Rob often angrily insisted that it had to be done through drill work
in vocabulary and grammar practice and not, as Mr. Stein would have it, through linguistic and
semantic analysis. Both Mr. Valdez and Mr. Wang said that they had not had any problems with this
student themselves, and Valdez suggested that Mr. Stein's struggle with him might be related to Stein
being hearing. Mr. Wang said that maybe Rob "wanted to feel equal to you (as a hearing person),"
or that Rob might have felt "engaged in a challenge" with Mr. Stein. Valdez added that: "with a
Deaf teacher the issues wouldn't be the same," and he wondered "exactly where Rob's anger was
coming from."

Mr. Stein responded by saying that he thought Rob resented him, as a hearing person, using
ASL. He went on to say that Rob complained that: "I didn't provide a good model of English, and
the) wanted me to sign English like Dr. Stubbs does." Mr. Valdez apparently found this incredulous.
and said, with an exoression of distaste, "that's impossible!" Stein continued, saying that Rob fa

91
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"with Stubbs he could 'read his lips and learn English that way,' but that when I sign ASL he 'isn't
able to learn what the English is' that I'm talking about." Stein felt that Rob had a lot of confusion
and problems with issues related to his view of learning and school. Later, while watching a tape of
one of Ms. Walton's early classes discussing the differences between ASL and English, Mr. Stein
commented that:

"it's great to see where the awareness [of the two language] began ... it started in
your [Walton's] class ... maybe if Rob had started there, with you, by the time he got
to my class, he would have had less of a problem with the concept."

He goes on to say:

"I hate when I'm in that position, where I'm telling them about ASL. It's wrong, it's
the wrong way. Like you [Valdez] said, with Rob, maybe the problem between us is
that I'm hearing. You're right. It's a problem when a hearing person is telling a
Deaf person about ASL. But I'm stuck in that position ...".

Mr. Valdez seemed to feel that he personally had benefitted from Stein's dual status &s a
hearing person who was fluent in ASL and well-versed in its grammar. Valdez explained this as
follows:

"I grew up as a fluent signer, hut in terms of studying ASL as a language and in a
metalinguistic way, it wasn't until I came to Laney and worked with you ISteinl that I
began to recogze it in that way. To me, ASL had it's place, and, English was the
language I thought in when it came to reading. I feel that you taught me to re-think
that attitude and change so that I could then help the students try and deal with those
things or make those kinds of changes in themselves. So you being hearing really
isn't that big of a deal."

Mr. Stein disagreed:

"The situation is different with the students than with a colleague, like you. The
students have pre-existing ideas about what school means, and a hearing teacher
telling them that ASL is a wonderful thing isn't part of that scheme."

At one point Mr. Stein was asked why he felt it was wrong for him, a hearing person, to teach ASL.
He reiterated: "... for a new student to be learning about ASL for the first time from a hearing
person-- I think that's wrong." The researcher and other staff members pressed him on this point and
he elaborated:

"... it's not necessarily quahfications, it's auitude or something. The students luve
grown up being brainwashed into thinking they have a problem with English. I think
we're trying to teach them that, first, they have one language that's no problem for
them, and that's ASL. But first we have to convince them, because they think of
ASL as low language, all that stuff, so we need to convince them first, to sell them on
the idea that ASL is their language, it's a good language, and that ASL and English
are on par with one another. I think a hearing person saying that is risky business. I
really feel strongly that it's not qualifications Iper sel, in some ways I know more
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about ASL because I've studied it than Roy and Betty, because they haven't really
studied it in depth like I have. They still produce ASI. better than me, but I know
the structure and grammar maybe a little bit better. But I think that teaching a kind of
identity with the language, with a culture and stuff can't be done by a hearing person.
It doesn't work, I think that's what happened with Rob, I think that's what created the
,...truggle between us ...".

While the forgoing discussion was ostensibly about the views of one of the students, it also
served to reveal the teachers' attitudes towards each other's culture and language, aad highlighted the
complexity of these issues. Mr. Stein finds himself in a particularly ambivalent position. He sees
himself at once as an expert on ASL who is in some ways more knowledgeable than his Deaf
colleagues, but at the same time feels that, by definition, a hearing person is not qualified to convey
the cultural aspects of the language.

In Rob's reported remarks we see the other side of the coin. When he complained to Stein
about his poor model of English, he may indeed be expressing his frustration at being faced with ASL
when he came to school in order to learn English. He may also be responding to a sense of intrusion
into his language and culture by a hearing person. Perhaps for him ASL is what Deaf people do,
English is what hearing people do, and in school you practice English grammar, while ASL is
reserved only for interpersonal communication. Similar feelings may have sparked the other students'
difficulties with Stein's style that we noted in the previous section, (e.g. complaints that he "signed
too fast," or "rushed through the coursework", etc.).

Mr. Valdez's compliments to Mr. Stein regarding how he benefitted from his knowledge ot
ASL belie a possible resentment, also. Valdez said that it was not until he came to Laney and
worked with Stein that he, a lifelong signer, studied ASL in a metalinguistic way. He credital Stein
with teaching him how to "re-think" his old attitudes about the place of ASL and the place of English.
and then minimized the importance of Stein's hearing status ("so you being hearing really isn't that
big of a deal."). It is possible that any resentment could not be expressed directly to his hearing co-
workers, and the discussion about Rob served as a vehicle to express his own mixed feelings. As the
discussions continued, this ambivalence about the place of hearing people was more clearly
articulated.

was:
As she watched a videotape of her reading class, Walton said that part of her teaching style

"to take advantage of Carla (Dr. Marsh!, as a hearing person who can help out with
the vocabulary items I don't know ... the students can see that I, also, have to make
use of a hearing person for things I don't know ...".

She then asked Valdez and Stein if they had a similar kind of teaching relationship to that which she
had just described. Mr. Valdez responded by saying that he would only confer with other staff on
occasion, for instance: "if his signs are older forms that aren't very current". It would not be, he
said, "because the hearing staff are above me." Ms. Walton tried to clarify her position by saying "l
didn't mean that they were above ..." but Mr. Valuez continued:

"... the students have been brainwashed into thinking that hearing people always know
more, and sometima they'll question the hearing staff about things that I've already
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gone over with them because they think that they [the hearing staff] have more of a
final word on things. The students should believe me when I tell them something.
So, sometimes I'll confer, for clarification or to check on something, but that's about
it.

Again, at this point, Ms. Walton tried to clarify her original question. She said: "I don't see hearing
people as being above me, but that we are equals." Valdez argued: "the students could maybe end
up feeling in awe of hearing people, and I don't want them to get the wrong idea I want them to
know that we're all the same." Ms. Walton refuted Valdez's contention:

"I view it differently", she said, "I present the situation to them as all of us [the
students and Walton] being in the same boat together. Both the students and I share a
proficiency in ASL and some insecurity about English, and I present the hearing
person as someone we can consult, not someone who is above us. They've got their
talents and we have ours, it's equal, not that they are superior. I don't think of it that
way."

The argument continued, with Valdez adding:

"I don't want to allow the students to think that the teachers are gods, they've been
brainwashed all through school to feel that they are less than the teachers, and I want
them to see everyone as equal, to use them as resources I want to help change
their attitude, to see we're all the same, there's no difference."

Dr. Marsh entered the discussion at this point by saying "that's what's meant by team teaching and
team work, [for instance/ I'm no good at signing ,.. that's what I feel being a team means ...".
Valdez agreed, saying that "all of us have our different abilities and we share them." Walton said:

"that's what I was trying to say, when I'm stuck and ask Carla for help and then put
it into ASL, the students can see that we're both (them and Waltonj not so great at
English and it will help them feel better. It makes them realize that there are things
we, even as teachers, don't know either, and when they see that Carla and I share our
knowledge, they learn to accept that it takes both k!-Ids of knowledge, instead of
feeling so negative. It helps them change and realize were are capabilities she has
and ones that we have and well really that's what bilingual/bicultural is. To teach
them how to feel comfortable in a bilingual and bicultural way-- turn the negative
block they have into a positive thing. That's what I think."

At this point, Mr. Valdez said he agreed with her.

This discussion highlights the basic differences between Ms. Walton's and Mr. Valdez's
feelings about working with hearing people. Ms. Walton assumed more of an imegratioMst stance,
and her remarks reflected a willingness to defer to hearing people's knowledge, at least in the context
she was describing. N,.. Valdez, however, expressed quite strongly the idea that it was more critical
to instill in his student.s the belief that Deaf people have answers on their own, independent of hearing
people. He was invested in helping students overcome what he saw as years of constantly deferring
to the knowledge and authority of hearing people. He seemed to prefer working on his own in his
classroom to the kind of relationship that Ms. Walton had with Dr. Marsh.
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Another example of Ms. Walton's stance on the issue comes from a different Monday night
session. The group was viewing a tape of one of the noon labs where Mr. Stein was helping various
students work out some ASL translations of text from their classwork. Ms. Walton smiled warmly
and commented that: "it's not only the Deaf teachers who help the students translate into ASL, but
the hearing ones too, like Ethan." Ms. Sloan also seemed to share the integrationist perspective. In
her interviews she expressed strong feelings concerning the importance of teamwork among the staff:

"... the beauty of the program is that, for instance, Carla might not have absolutely
excellent ASL skills, or I might not, but I get help from Betty, we get help frem the
Deaf staff and we all collaborate together ... I'm constantly amazed, and I feel like I
can only do my job because Betty is here ... I really depend on the Deaf staff to get
more information ...".

Generally, in these discussion sessions Mr. Valdez was the one to point out that certain
observations could be explained by differences resulting from a staff member's outlook as a hearing
or a Deaf person, as in the example of Mr. Stein and the student Rob. Additionally, in another
Monday night session when discussing the ways that staff had ranked students' "communication
skills," Mr. Stein noted that staff members had little agreement in the way they ranked Tung Tran.
Stein said that he always had a difficult time understanding him and was constantly amazed when
other staff members could follow him. It was then Mr. Valdez who pointed out that the split in
rankings was along Deaf/hearing lines. After that comment Valdez, Wang and Walton discussed
how, as Deaf people, their common backgrounds and school experiences might have enabled them to
understand Tung more readily.

In another session one of the researchers presented a preliminary analysis of some of the rank
order data. He explained that he had run some of the data through a statistical program that showed
how much staff members agreed with one another in their rankings. On the question of which
students they liked the most, there was a high degree of agreement between Mr. Valdez and Ms.
Walton, and also between Dr. Marsh and Ms. Sloan. Mr. Stein showed little agreement with anyone,
and Mr. Wang's rankings hadn't been completed yet. When the group began to question why their
rankings would cluster in the ways they did, Mr. Valdez, again, was the one to suggest that it might
be because he and Walton, as Deaf people, "think in similar ways."

Like Valdez, Mr. Stein tends to confront the Deaf/hearing issues head-on, but the difference
between the two seems to be in their emotional proximity to their respective viewpoints. Mr. Valdez
pointed out differences between the Deaf and the hearing based in an affective or cultural perspective
related to his own experiences and background. Mr. Stein's focus is less personal. He zeroes in on
student/teacher expectations around learning English, or for school in general, and argues his ideas
about language ownership and association from a more distanced or academic vantage point. For
example, Mr. Valdez talked of hearing people being viewed as superior to Deaf people, the
importance of :ommon experiences shartxl by deaf people in school, communication, and even a
shared cognition ("... maybe we think in similar ways ..."). Mr. Stein seems to have more of an
anthropological or political interest in the issues he raises concerning language and cultural identity.
For example, he thought some the "splits" he observed between Deaf and hearing staff might he
resolved by studying them more closely. As he said in his interview: "If we were dealing with
ibiculturalismj ourselves as an issue, us a topic of study or inquiry, that would filter down to the
students ...". He also warns that it's "risky business" for 3 hearing person to try and teach Deaf
students ahout "their" language and its value, emphasizing the cultural identity and political nature
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that go hand-in-hand with that task.

Just as Mr. Valdez expounded upon the Deaf perspective that he felt was shared by other
Deaf staff, Mr. Stein articulated something of a hearing perspective. During one session, the staff
had repeatedly observed how the students "don't relate to text," and spent much time discussing
possible reasons for the phenomenon. At one point Mr. Stein remarked:

"... I know that you (Valdez) understand English, but when I teach the text is
internalized, it's always right there in my head, inside me. With you, when you
teach, I think you're more distanced from the English than I am. Maybe you think
you're teaching her (a student) the distinction between the signs for "USE" or "USED
TO," but really, from what I can see, you're not showing her how to sign it, you're
showing her how to interpret, how to understand what's in the text (because you
haven't internalize4I it in the same way as mei."

It was unclear whether the other staff members understood Stein's meta-analysis of the point.
Mr. Wang stated clearly that he didn't "catch" what Stein meant, Ms. Walton appeared to follow him,
and Mr. Valdez's response was that he was "only human" and not perfect. While watching the
videotapes of himself teaching, Valdez said:

"... I see how I can try and improve ... I appreciate the feedback and sharing with all
the other staff I value ASL, and of course, English too, hut how to teach it to the
students, that's a tough one ... I take in Betty's comments, and what Ethan said, hut
do the students really understand the meaning of a particular English sentence? That
question nags at me. How to improve my teaching method ...".

Once again, Ms. Walton confirmed her cooperative position by advocating "working in teams, and
observing one another in action" as a way of improving their methods.

In one comment Mr. Stein demonstrated his sense that exploitation and coordination of the
staff's individual talents were necessary, and, perhaps unwittingly, established the Deaf and hearing
staff members as two groups. He was lamenting the lack n: coordination among staff and saying that
their goal should be a product of "what each staff member :s best at" and "what the students need."
He went on to say that this should be at the heart of a bilingual/bicultural approach:

"... we decide what the students need based on my feeling as whatever I am, a
linguist, Carla's feeling as a teacher and linguist, your [Valdez] feeling as a Deaf
person, your (Walton] feeling as a Deaf person. Put that all together, as to what they
need and we agree on it. And you guys understand her (Marsh's] perspective as a
product of her background, understand mine as a product of my background, we
understand yours, we all take that in and twee. Then we go abeiti.' and teach base(I
on what I can do, based on what you can do, and your strengths ...".

In his choice of pronouns ("... we understand yours ...), Stein effectively demonstrated a sense of the
separateness of Deaf and hearing staff's perspectives and talents.

Through a statement made during the final Monday night session, Stein again contended that
Deaf and hearing peispectives are distinct from one another. The group had been discussing a class
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they had just viewed where Valdez, Walton and Stein were working together to teach students how to
sign a written "sentence" of glossed ASL signs. In the original lesson plan, they were supposed to go
through it sign by sigi. The way it turned out in class was that Walton and Valdez taught it as a
whole sentence. In trying to account for why the two deviated from the staff's agreed upon plan,
Stein suggested that "maybe it was natural for Carla and I to want to break the sentence down into
words and teach it that way because of our instincts as hearing users of a linear language like
English. Maybe for you guys (Valdez and Walton) that just wasn't natural."

It is perhaps not surprising that most instances of disagreement or discussion about hearing
versus Deaf issues were concerned with language. Language is at the heart of cultural identity, and
cultural groups tend to guard their language boundaries with great vigor. While the Deaf and hearing
staff of DeafCAN worked closely and well together, underlying differences in perspective tended to be
revealed when they discussed language issues, allowing us to get an insight into their
interrelationships that may not have been otherwise possible.

What is the DeafCAN Way?

A large part of the essence of the DeafCAN program is incorporated in the elements discussed
above. The DeafCAN way involves Deaf culture, bilingualism/biculturalism, and a family
environment, but it is also defined by what goes on in the classroom. Some of the most remarkable
kinds of interaction we observed in the DeafCAN classrooms involved various kinds of collaborations
between and among students and teachers. One such phenomenon occurred when a student
temporarily took control of the class. In other words a student would spontaneously get up, go to the
front of the class, and take over from the teacher. Although sometimes in classes students were
solicited by teachers to come to the front of the room in order to answer a question or tell a narrative.
these takeoven were distinctive events because the students' action was unsolicited by the teachers.
Typically, the student would proceed either to elaborate on a point just made by the teacher, offer
examples demonstrating a concept, or describe their understanding or interpretation of the material
being covered.

Traditionally, the front of the classroom is the locus of authority or control, and is dominated
by the teacher. The DeafCIN teachers, however, were always quite ready to step aside and let the
student have the floor and/or direct the class. We have already reported several examples of this
phenomenon in the teacher and student profiles, but there were others: For example, during one
math class, staff members were lecturing to students and discussing with them the concept of even
and odd numbers. In the middle of the discussion, one student came to the front of the room and
began to explain in his own words how even/odd numbers fit together, and that one must "jump by
two." The staff members stand by and look on, allowing the student to complete his explanation and
return to his seat. In an early December session of the computer class, Mr. Wang was lecturing on
the parts of a computer system and how they function "like a brain." Class members were struggling
to understand the concept when one student came to the front of the room, took the teacher's position.
and explained to his peers how the CPU (central processing unit) of a computer 'Unctions as a brain.
Even when Mr. Wang stepped back toward the center of the cla,,s, the student remained, acting like a

teacher with his classmates, explaining, answering and posing questions. For a brief time, Wang and
this student were almost like co-teachers. Later in the same class, when Wang was lecturing about
computer "logic," another student first articulated her understanding of the idea, then, when it was
not clear enough for her satisfaction, she came to the front of the room and illustrated what she
meant, using the blackboard to demonstrate her point. Again, Mr. Wang made way for the student to
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say her piece. During one math class, while the staff were conducting a word problem discussion,
two different students at different times took it upon themselves to go to the front of the room, take
over the teaching role, and provide examples of extenuating circumstances related to the problem.
They then stayed at the front to help conduct the class.
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The list of examples is very long. However, despite the fact that these events occurred across
classrooms, students, and teachers, they were marked by the same features: students either shared the
place of authority with the teacher, or replaced the teacher for a brief period of time; the students'
actions took place during the middle of a lecture or discussion; the students acted spontaneously,
unbidden by the teacher; the teacher always allowed this to happen; the students were displaying
their own understanding of a point, ofteit explaining it to their classmates in a way that suggested they
could improve on the teacher's performance; students sometimes appeared to use this as a way of
thinking out loud or clarifying an idea for themselves.

There are a number of possible reasons why this pattern might have developed. The most
likely, perhaps, is the non-traditional balance of power between students and teachers that existed in
the DeafCAN program. As the teachers themselves stated in different ways at different times: "We
are not god here." This attitude was reflected in their willingness to allow students to share control
of the class and participate fully in all class proceedings. It is possible that the more even balance of
power in DeafCAN classes was a result of the fact that the students and most teachers had Deafness in
common. They shared minority language and culture status, which may have served to equalize the
control dynamics in the classroom. Another possibility is that the relative inexperience of many of
the staff members may have made them feel less sure of themselves, and hence less ready to assert
the power that traditionally accompanied the role of teacher. Another factor that may also have been
operating alongside either of these explanations concerns the pragmatics of communication in a visual
language. At meetings in the Deaf community, for example, it is a common practice for speakers to
come to the front of the room so that their comments are easily visible to everyone. It may be an
extension of this cultural practice when students come to the front of the class, In addition, this
custom is explicitly practiced in DeafCAN when students tell a narrative or have a comment to make,
although they will often simply stand up at their desks, rather than coming to the front of the room.
The "pragmatics" issue, however, only explains the license to stand before the class, not the
motivation, or the attendant change in the balance of control.

A second phenomenon we observed throughout the year was the degree to which almost all
the students engaged in the spontaneous tutoring of each other. This was accomplished in a number
of ways. Sometimes students would re-interpret material being presented by the teacher to make it
more accessible. This most often, although not exclut",ely, occurred in Dr. Stubbs' class. For
example, at the end of one of his Deaf Culture classes, he gave an assignment to his students based
on what they had just been working on. Confusion followed, with many of the students unclear as to
the nature of the assignment or how to go about doing it. One student commanded the auention of
her study group and explained to them the assignment as she understood it. In another session of thai
class one student was unable to follow Stubbs' lecture. She turned to her classmate who then
interpreted for her several times during the course of the lecture in a way that made the information
accessible.

After the influx of new students in the second semester, we observed spontaneous tutoring
between the old and new students. Students who had started the program in the fall semester would
take it upon themselves to coach the newer students on concepts, protocols or assignments that they
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had already become familiar with. Additionally, in the labs and classrooms, they would tutor new
students who seemed a little green or who were having difficulty with the coursework or ideas in
lectures. For example, in an early February session of the math lab, both Lisa Corazon and Linda
Walker spent a considerable amount of time spontaneously helping two of the new students with the
protocol in the workbook, going over problems, and offering support. In Ms. Walton's reading class
when they were focusing on translating from English text into ASL signs using the glossing system
introduced earlier, there were numerous instances of spontaneous peer tutoring, particularly from
Rosa Gomez to Jean Ramirez. When Rosa, or the other students got the hang of a translation, they
were quick to turn to Jean or other slower students, and explain it to them, or otherwise help them
out. This practice seemed to filter down to newer or less experienced students as time went on.
Even Jean, who so often had been the recipient of her peer's assistance, adopted this routine when, in
a spring session of the lab she went over to one of the new students and began, unbidden, to help her
with what she was working on.

During a spring meeting of Ms. Walton's reading class, while Walton was describing the
ambiguities of English with the sample sentence, "they killed the cat with the knife," Rosa got up and
took over the class. She stayed at the front of the room with Ms. Walton, explaining to her peers
exactly how she knew what the sentence meant, then took special care to make sure that classmate
Bobby Braodon, in particular, was able to understand her point. Throughout the rest of this class
session, several other students engaged in peer tutoring of their own volition. In addition, the more
experienced students were seen to help the new students translating the short plays into ASL. Still
later on, the behavior was adopted by one of the newer student.s when she assumed the role of tutor to
Tung Tran. This new student attempted to help Iran articulate his thoughts about the plays, using
much the same style exhibited by other students during this type of peer tutoring.

In one of Mr. Stein's English classes, the students were going over their responses to some
multiple choice questions related to a reading from the textbook. When one student could not seem to
understand why his answer was wrong, another student took over the discussion, and, in the manner
of a teacher, presentPAI the student with a sort of challenge intended to help him think. The problem
question concerned the concept of ancestors, and the student acting as teacher asked the other student,
"what does the word ancestor mean to you?" When he was unsure, she then explained the meaning
of the word for him while the rest of the class (and Mr. Stein) looked on. and then she chastised him
for not knowing the meaning of the word (since it was central to the lesson). Later on, she tutored
him again. One of Mr. Valdez's assignments was to write a reaction paper to a movie about a person
who was part computer and part human. When one of the new students had a question about the
assignment, a second new student clarified: "write about what you think it might feel inside ...", and
then proceeded to try to explain and help her understand. When Ms. Walton was going over
vocabulary items from the reader and the class was working on definitions and translations for the
words, Jean Ramirez defined a word for Bobby Brandon, and then took it upon herself to help him
figure out the sign equivalents for the English word. As they proceeded, Jean continued to help/tutor
Bobby, under the endorsement of Ms. Walton.

The of intricate helping network that we witnessed among the students in the DeafCAN classes
and labs was pervasive to a degree we felt was unusual in a community college setting. One might be
able to attribute the origins of such behavior to the kinds of school experiences that are typical for
many Deaf students. Often Deaf students find themselves linable to understand their teachers because
of inadequate signing, and a presumed knowledge of English grammar and semantics. This is an
experience often reported by Deaf adults, by the students we interviewed, and by other students in the
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program. In these situations, students who do understand often interpret for those who do not. It is

also true that the "nurturing" and "family-likem environment talked about by both students and staff

may foster this kind of mutually supportive behavior on the part of the students.
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The student takeovers and the tutoring are both examples of what we might call collaboration.

In our effort to define "the DeajCAN way" , we might begin with this generalization. Much of what

goes on in the classrooms can be typified as being collaborative work and learning between students

and staff. It involves the teachers relinquishing power to the students when they demand it, and the
students exercising initiative and responsibility for their learning by taking control, and tutoring their
peers when they feel it is called for. The roles between teachers and students become blurred, and

this is accentuated by the fact that the teachers see themselves as learners. The end res,At is an
overriding sense of collaboration that is fundamental to what we will call the DeqfCAN way.

There are other characteristics that contribute to the essence of the program. For instance,
DeafCAN classes are student-centered. Furthermore, the staff employ a team approach to teaching
which is manifested in different ways by different combinations of staff members for various class
sessions. By "student-centered" we mean that teachers focus their activities on the students' needs
rather than their own. That is, they adjust their style to use student knowledge, experience, and input
as a starting point for classroom instruction. This is in contrast to a transmission model of teaching

that views the teacher as the source of knowledge, and the student as a vessel into which this
knowledge must be transmitted. As we have already noted, the teachers in this program seem to
make a habit of soliciting student input on a concept or skill they are about to teach before offering
their Own ideas. They try to make what they teach relevant to the students' own experiences,
attempting to facilitate new learning rather than impart information.

Often, more than one teacher was present in class. The mariner in which the teachers

interacted varied a good deal, showing the flexibility in their concept of team teaching. One
manifestation was to be found in Dr. Stubbs' classes, where, as we have seen, Ms. Walton and Mr.

Valdez often served as assistants. Their fiinction was generally to carry out tasks which were a part

of Stubbs' lesson plan, or to illustrate or demonstrate a point or concept after he had introducP4 it in

a lecture. Another version of the concept of team was found in the relationship between Ms. Walton

and Ms. Sloan during their Orientation to College class. There, each teacher's weaknesses were
complemented by the others' strengths, and, as a result, they worked together as a true team. Dr.
Marsh, however, often served as the mentor or master teacher of other staff members. In other
situations, for example when Mr. Stein and Ms. Walton paired up to teach combined English classes,

or Ms. Walton, Mr. Valdez, and Mr. Wang combined forces to lead the word problem discussions in

the math class, the teachers worked together to combine their ideas, or supply an alternative approach
mid-stream during a class, when something was not working well. Sometimes, all or nearly all of the
staff members would teach together for special sessions of classes where all the groups would
convene. This occurred when they created a medieval "mead hall" to complement the History of

English reader, complete with costumes, "mead," and Mr. Stein's dramatic sign language rendition of
Beowulf. Another time, all of the teachers except Mr. Wang created a skit to highlight the
differences between ASL and English, including a part where they tried to "teach" sign language to

an android (Mr. Stein), with the help of the students.

In addition to these various combinations, there was also intermittent cooperation among staff

as they taught their classes alone. For example, Ms. Walton often made use of Mr. Stein's or Dr.

Marsh's expertise in English by calling them over to her class to help out for a short time during a
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lesson. In all its manifestations, the team approach to teaching was fundamental to the DegfCAN
Way, and also reflective of the collaborative nature of the program.
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Two organizational and administrative aspects of the program are also characteristic of
DeafCAN. The first is connected to the general lack of time for organization of the curriculum and
program. The staff constantly seemed to be working under time pressure, resulting in what was
referred to by Dr. Marsh as "under the gun" planning. Because of the shortage of full-time
permanent positions, opportunities for curriculum and administrative organization were few. The fall
semester began without a fully realized curriculum, and the reading curriculum for the spring
semester was conceived and written by Dr. Marsh while she was at home recuperating from surgery
during the winter.

Many staff members complained about the lack of time to do serious curriculum planning or
to resolve difficulties they faced in their classrooms. As we have seen, often teachers would grab
time between classes to address these issues, or they would deal with them in passing, or on the
telephone after hours. As Dr. Marsh recounted to us, the program had always been operated on a
sort of moment-to-moment basis. Marsh described the staffs willingness to function in such an.
environment as being something of a survival strategy: "I guess if they did not [do things this way]
they could not have survived, along with the rest of us." It ezppears that a certain solidarity and sense
of team spirit was born from this manner of operation. As Dr. Marsh said: "They may have to do
job X when they planned to do job Y, but that s why we're a team, is that people are willing to look
at it and do whatever they have to do." The lack ot' cohesion in organizing the program, and the "do
or die" atmosphere exacted a price, however. Teachers, interpreters and aides who had been hired
only as part-time workers by the college were routinely laid off when the number of part-time hours
they had been allotted tor work were expended. This was a constant impediment to the operation of a
consistent, full-time program and curriculum, in addition to being a drain on staff morale and energy.
I3y the beginning ot' the second semester, many of the staff were feeling dishearten.4 about the
program-- most notably Ms. Sloan and Mr. Stein. They appeared burned-out by the lack of support,
either financial or bureaucratic, from the administration. Mr. Stein was frustrated by constantly
having to deal with administrative red tape and the struggle to keep the program afloat without
enough support or full-time staff. lie said, sadly, that with all of these things demanding his
attention, "teaching the students is always the last thing."

In addition DeafCAN is also defined to some extent by its lack of solid or sufficient funding.
"More money," "more positions," "more of everything," "more rooms," "more equipment"-- these
are the needs reiterated by staff who have not only learned how to carry on without them being
fulfilleo, but whose ways of coping with the shortages have stylized DeafCAN into the kind of
program it is. Perhaps part of the so-called DeafCAN Way is the chaos and camaraderie created by
the staff operating in an atmosphere that deprives them of what they feel they need to function
efficiently. It is not possible to determine what is cause and what is effect. However, the lack of
funding, the lack of permanence, and the lack of time for planning and organizing appear to be as
much a part of the program's essence as are the collaborative work and learning by students and staff
that we observed in the classrooms.

These insights together paint a more complete picture of the DeafCAN Way. In summary,
DeafCAN is a function both of the underlying philosophy inherent in the perspectiva of the
participants, as well as the constraining financial and administrative environment in which it finds
itself. On the one hand. the staff and studonts gravitate toward collaborative and cooperative work
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and learning, possibly reflecting sociological patterns typical in Deaf culture. On the other hand, the
program must operate under a set of conditions that, at times, serve to generate a sense of Solidarity
and team spirit, but at others often demoralize teachers and deplete their energy, thus prohibiting the
realization of the program's full potential. These influences combine to produce a complex world
view that influences all aspects of the program. The end result is the DeafCAN Way.
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In this chapter we update the reader on the changes that have taken place with the DeofCAN
staff, students and program since the end of the 1988-89 year. The information contained here was
obtained from interviews with Dr. Marsh and other staff members, and letters from students telling us
about their lives over the last year and a half.

The DeafCAN Staff

Wilbert Wang continued to teach math for two more semesters, in his capacity as an hourly
worker. Mr. Wang was hired in the fall of 1990 by another local community college with a large
Deaf student population as a full-time math instructor. Dr. Marsh said that, although she deeply
regretted losing Mr. Wang, particularly after five years of helping to train him as a new teacher, she
applauded the idea of a Deaf person with a Master's degree being given his duea full-time job with
benefits. She added, "...it's DeafCAN's loss, but the movement's gain, so to speak."

David Stubbs left the program and moved to a small coastal California city in the summer of
1989. He was employed as a sign language teacher at a community college there for a short time and
then moved to Washington, D.C. where he currently resides. He works as a full-time, tenured drama
instructor at Gallaudet University. Dr. Marsh says that they "drop each other postcards," and that
Dr. Stubbs appears to be "doing well."

Jennifer Sloan is still working as the counselor for disabled and Deaf students at Laney
College. As of May, 1990, Ms. Sloan was supposed to be released from her other duties in order to
be assigned full-time to Deaf Services as a counselor specifically for Deaf students. Although
negotiations to make this happen have been underway for some time, and another part-time counselor
was hired to take over Ms. Sloan's other commitments, she is currently doing "the same amount of
work at the same pay" according to Dr. Marsh, without having the release time she was promised.
Dr. Marsh finds this situation "frustrating all around," and negotiations are still taking place. Ms.
Sloan got married in the summer of 1990, and is talking about taking "a year or more" off work
beginning next year to have a baby.

Ethan Stein has continued to work full-time in the program, officially as its "Program
Specialist." Over the last year he has focused mostly on a collective teaching effort with Mr. Valdez
and Ms. Walton. He plans to leave the program after December, 1990 to go to Africa and work with
the school for the Deaf and the local Deaf community in Harare, Zimbabwe.

Betty Walton has continued teaching in the program over the last year and a half as a
volunteer. She will complete her Master's degree in Deaf Education in December, 1990, earning
both a Master's and a secondary school teaching credential. She will leave DeafCAN to begin her
student teaching practicum at another school in the spring of 1991. Ms. Walton would like to teach
in the DeafCAN program, but there are no positions available for her.

Roy Valdez has continued in his capi.z.ity as an hourly worker. During the 1989-90 school
year, in addition to his teaching duties, he also functioned as the coordinator for Deaf Services,
managing interpreter schedules and other student services. Most recently Mr. Valdez interviewed and
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was hired for a full-time permanent position as an instructional aide in the DeafCAN program.
According to Dr. Marsh, Mr. Valdez has made great strides in his skills as a teacher, working closely
with Mr. Stein and Ms. Walton over the last year.

Carla Marsh has continued to function in dual roles as a coordinator and teacher for both the
Project Bridge and the DeqfCAN programs. She bemoans the fact that she "still has no boss" arid that
despite all of the work from many people that has gone into the developmeni of the program over the
years, DeafCAN still has no official place in the college's organizational framework. Most recently,
Dr. Marsh has been released from other duties for an extra six hours each week to coordinate for
DeqfCAN. She was teaching five classes before gaining the release time, and in addition to normal
coordination activities, had to find a math teacher to replace Mr. Wang, and contend with the
instructional aide position (now filled by Mr. Valdez) that had opened up. Dr. Marsh said that, after
twenty-four years as an English teacher, she's "finally learning how to teach." Through experiences
she's had with students in the programs over the last year she's learned to "de-center" herself from
academic English. She explained, "...I realized I could no longer ask these people (the studentsi to
come to the institution. I would ask them to use the institution, to be in it, and take from it what they
could, but it was clearly my job to move toward them...I was always a student-centered teacher, but I
found out that I wasn't student-centered enough, so I made a new jump in that way,"

The DeqfCAN Students

Rosa Gomez is currently continuing her studies in the DeajCAN program. In the semester
following our observation, she moved up into Mr. Stein's section of the reading class. In the
following semester Rosa endured personal difficulties because of the October, 1989 San Francisco
earthquake and "family problems" that forced her to drop out of the program temporarily. Now,
after three years, she is the "star student" in the DeafCAN program, according to Dr. Marsh. With
her personal life more under control, Dr. Marsh says she is really "here with both feet" and will be
ready to mainstream into Project Bridge classes in the upcoming semester. She still speaks often
about being a teacher, but Dr. Marsh doesn't know if she is in a stable enough position economically
and domestically to make that feasible.

Linda Walker continued in the program for another year after we observed her and then told
the staff that she would not be returning for the following fall (1990) semester, because she needed to
find a job so that she could become independent from her parents and move out of their house. Linda
left DegfCAN and joined a job training program. She appears to be "doing well."

According to Ms. Sloan, despite Ms. Walton's assessment of Tung Tran's improvement
recorded in our observations, one year later the staff decided that Tung was not making any progress
at all in the reading and writing classes, and was not ready to move to the next level. He did enter
Mr. Wang's math and computer classes, but ultimately he was referred to a local sheltered workshop,
a half-way house for developmentally disabled Deaf people, and the Lion's Blind Center. After being
told that he would not be able to continue in the English classes in DeafCAN, Tung registered to
attend a local city college English class. After this, according to Dr. Marsh, Tung "drifted around in
the most tragic of ways." He kept returning to the program looking for Mr. Wang, seemingly not
understanding that Wang no longer worked there. He refuses to pursue any of the work that he's
been referred for at sheltered workshops and continues to "wander."
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Hon Hueng continued to study in DeqiCAN classes, and during the time that's passed since
our observation of him, staff members have reported that Hon has mentioned suicide more than once.
This notwithstanding, he moved up into Project Bridge classes in the fall semester of 1990. Currently
he is taking an electronics and a biology class. Dr. Marsh describes him as doing "as little work as
possible on all fronts" and feels that it is connected to a 'bad self-image." In his letter to us, Hon
made no mention of difficulty and described his interest and excitement in learning about electronics.

Despite the encouraging progress that Jean Ramirez seemed to be making in the program
during our observations of her, she quite suddenly and abruptly quit the program in the beginning of
the Spring, 1989 semester. She reportedly became very upset during a class, for reasons that none of
the staff was able to determine, and left the campus. She did not want to return despite the staff's
efforts to encourage her to come back or even talk about what had happened. Ms. Sloan said that
throughout her time in the program Jean had suffered from stress about being in school, and a fear of
failing because she believed she was "stupid." Ms. Sloan said Jean suffered from migraines from this
internalized pressure and that the "last straw" came during a class when she was "made" to act out
something in class that had "embarrassed" her. During her next class session, which was with Mr.
Stein and Ms. Walton, Jean told Ms. Walton that she "couldn't follow" what Stein was saying and
when Walton told her to ask him to repeat it, Jean felt embarrused and didn't want to. Ms. Walton
began, then, to interpret it for her, and Jean apparently took this as confirmation of her stupidity and
felt humiliated. This was when she left the elms (and school) in tears. Despite the progress observed
by her teachers and by us, according to Ms. Sloan, Jean was unable to transcend her Own sense of
huself as a "failure," and could no longer tolerate the pressure that being in school seemed to cause.
Ms. Sloan contacted both her and her husband to try and get her to come back to school, or at least
come in to her office to talk about it, but up to now she has refused. Most recently Jean ha.s enrolled
in a computer training program to learn how to do data entry. She has yet to talk with anyone from
the program about exactly what happened and why she left.

Steve Atkins completed the Fall, 1989 semester tbllowing our observation and then began
classes in Project Bridge in spring of 1990. He dropped out of school after one month in Bridge,
ostensibly because of work schedule problems and to attend to a relationship with a former Laney
student who had dropped out of the program when she became pregnant. He has returned to the
college for the current Fall, 1990 semester. Dr. Marsh reports that he's doing "great writing" in
Project Bridge classes and working hard in all of his classes.

In the semester following our observation David Li transferred completely into Project Bridge
classes at Laney. Currently he is in a mainstream biology class at the college and no longer
participates in DegfCAN or Bridge classes. He receives tutoring for his mainstream class out of the
Deaf Services office, housed in the DeafCAN offices, and still visits there socially from time to time.

Toward the end of the year of observation Bobby Brandon was seeing a psychotherapist and
began taking macation that was apparently interfering with his ability to function in school. He had
begun taking printing classes at the college and during a budget crunch, when interpreting services
were cut back, he was having difficulties getting interpreters for his classes. This predicament
seemed to exuerbate his frustration with school, and his disruptions and behavior in DeafCAN classes
had become increasingly difficult for staff to deal with. At about the time he was going to he asked
to leave the program, according to Ms. Sloan, he left on his own, "in a huff." He has not been seen
by anyone in the program since.
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After our observations Lisa Corazon transferred into Mr. Stein's reading class, and Dr.
Marsh's writing clasS. Dr. Marsh felt that she would have been ready to transfer into the Project
Bridge classes the following (Spring, 1990) semester. As it turned out, the next semester Lisa's
family moved to a town an hour south of the college. Lisa commuted to Laney and finished out the
semester. She told staff members that she "really wanted to continue at Laney" but that the commute
was too much for her and she decided not to return the following (Fall, 1990) semester. Currently
she is "doing well" in mainstream classes at a local community college near her family's home. She
says that she likes mainstream classes, feels she's making progress, and is happy not to have to
commute any more.

One semester after our observation, Eric Ching left DegfCAN to attend another local
community college serving Deaf students for a year. He returned to attend Project Bridge classes at
the beginning of the Fall, 1990 semester. According to Dr. Marsh, he "works like a dog," and of all
of the students she sees, appears to be doing the best. He is in a mainstream biology class, two
Bridge classes, is excited about being in school, and wants to go to Gallaudet University for the
Spring, 1991 semester. In his letter to us Eric said that English was taught in too traditional and
"boring" a way at the other local college and that he wanted to return to Laney to work on his
English. He said that he'd like eventually to teach math and computers to elementar, school Deaf
children.

The Program

Programmatic changes were made over the last year and a half at both ideological and
organizational levels. The three reading elms sections were collapsed into one group, taught
collectively by Mr, Valdez, Mr. Stein, and Ms. Walton. Further, the curriculum, texts and materials
were changed. Dr. Marsh wrote a new text for the class about Deaf and American hearing culture.
It's written in the form of short plays, reminiscent of the text used by Ms. Walton in her classes
during our observation three semesters ago. These readings are then supplemented by the signed
stories of former students which were videotaped, glossed into ASI., and written in English. The
stories, which served as curricula for the reading classes several years ago, are now being recycled
and used as illustration of the concepts in the plays.

The writing class has also been collapsed into one group and is taught by Dr. Marsh with
"team support" from Ms. Walton, Mr. Stein, and Mr. Valdez. Marsh didn't want to break the group
up because she doesn't believe in tracking students according to ability levels and feels that everyone
"has something to offer everyone else." She sees the class as being "more academic, more
structured," and gives almost identical assignments to the Deaf writing classes as she does to her
hearing students in the Project Bridge classes. Dr. Marsh said that she felt she'd learned a lot about
how to effectively "transition" people--from entry level DeafGIN to exit level DeafCAN, from entry
level Bridge to exit level Bridge--and she sees the new structure of the writing class as a way to help
the Deaf students make the transitions more smoothly. She says the staff have come to recognize that
students must know how to do some very specific tasks. In order to "make the transitions work," the
staff continue to maintain a student-centered attitude, but, additionally, have begun to concentrate on
the specific skills needed to make transitions to higher levels successful. They include doing
problem-solving in a group, learning how to do revisions of their writings, and how to find multiple
meanings in words. Marsh sees the next step as focusing on the best ways to move students from exit
level Bridge into the mainstream college classes, and to that end offers a study skills class in Bridge
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that teaches both hearing and Deaf class members how to be assertive students with hearing
mainstream teachers.
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The Deaf Culture class is no longer offered because there's no one available to teach it, and
the program is unable to add any new classes into the schedule because there are no funds to support
them.

The Women's Peer Support Group is still functioning on a weekly basis. Although it "fell
apart" a bit during the Spring, 1990 semester, that was only a brief hiatus, and it is now meeting
regularly with the new group of students from the current semester.

The math class and lab have basically the same structure but are being taught by a new
instructor, hired as an hourly worker, to replace Mr. Wang.

The daily lab functions in much the same way as it did, except that students are requested to
eat lunch before the lab and not during it now, in an effort to create a more "serious" atmosphere for
the student.s. Dr. Marsh says the students attend the lab "religiously."

No further classes have been added to the program because the "administrative structure is so
unstable."

The admissions procedure to the program has been changed to make it closer to the general
college's t;tandards. An ESL. test known as the SLEP has been adapted to make it accessible to Deaf
students. The test's written component remains the same as what is taken hy hearing foreign students
entering the college. The oral portion has been translated into ASL on videotape. DeafCAN now
admir: ;ters the test to entering students and uses their scores to determine their placement into
DeafLAN, Bridge, or mainstream classes. Dr. Marsh feels that using the same test as the rest of the
college will provide students with more accessibilo to its programs, as well as helping to standardize
DeafCAN's own admissions procedure.

Another change in admissions criteria concerns the staff's definition of "reasonable progress."
They have become "more cautious" about taking in students that they have doubts about admitting.
In the past, being able to sign, and wanting m be in school were the main criteria for admission to
DegfCAN. According to Dr. Marsh, the staff now make it clear to "borderline" students from the
very beginning that they must make reasonable progress in order to continue in the program beyond
the first semester, so that "Tung Tran won't happen again." Dr. Marsh says that they've learned that
the program operates best when it has about twelve students. However, the program is faced with a
catch-22 because it can't continue with student numbers that low, yet they can't accommodate the
needs of more students without the staff and support that they are currently being denied.

The program has been functioning over the last year with many fewer students than it had
during our observation period. Initially, it was a conscious decision not to admit any new students
t'or one semester and use that time as a kind of practicum to hone the teaching skills of tutors and
instructional aides (Mr. Valdez and Ms. Walton). During that semester, feedback and critiques of
staff teaching styles were provided by Dr. Marsh in ort.er to improve the quality of teaching and also
help standardize it across staff members within the program. She feels that this was time well spent
and it seems to have contributed to a shared sense of responsibility for the teaching task among staff.
The folkiwing semester, the program did not recruit any new students because of continued
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administrative difficulties and instability. With only six students in attendance in the current
semester's reading class, Mr. Stein and Mr. Valdez are in charge. Comments from both of them
indicate they like the arrangement and feel that they complement one another's teaching styles.

The administrative hassles and lack of support that have plagued the program from the
beginning still continue, although some change has occurred. The full-time staff position filled by
Mr. Valdez represents the first instance of a Deaf person obtaining an instructional aide position with
benefits. However, the math and computer classes are still being taught by a Deaf teacher hired on
an hourly worker basis. Although Dr. Marsh was released from other duties to provide her with six
more hours for coordinating DeafCAN, she still has no institutional support for her work or the
program itself. The problem is similar for Ms. Sloan. Although she was to be granted release time
to work as the full-time counselor for DeafCAN, the administration scrapped the idea because
DeafCAN doesn't have enough students currently to justify the move. As described earlier, the reason
they don't have enough students is because they can't appropriately acrommodate more students
without more staff and support for the program, which they are continually denied.

The concepts of bilingualism and biculturalism are being realized in slightly different ways,
according to Dr. Marsh. In the classwork, students now do a lot more comparative work between
ASL and English at the discourse level, rather than just at the sentence level as they used to. For
example, the students practice how one goes about creating a detailed description of something in
ASL and then how it's done in English, in addition w the sign/word or sign/phrase level of
comparison previously used in classes. The concept of a "hearing American culture" is introduced in
the new reading curriculum materials created by Dr. Marsh, and the recycled student stories being
used in the classes. Dr. Marsh tried to address cultural issues more directly in the Project Bridge
study skills class that was integrated with Deaf and heri students, and found that the "directness
didn't really work." However, she said that the hearing Bridge teacher and other hearing students do
mix in class, and integration happens of its Own accord, even though she no longer tries to address
the cultural issues overtly.
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