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Implications and Considerations
for
Counseling Language Minority Students

This resource guide has been prepared by the Midwest MRC (Service Area 7 - Illinois, Indiana,
Kansas, Missouri and Nebraska) on the assigned topic of counseling language minority students.

Intended to provide a myriad of ideas, resources and suggestions, the guide has been divided into
seven parts:

+  Section [ contains 5 articles on the topics related to counseling LEP students

»  Section II is a series of annotated bibliographies on counseling for language minority
students

*  Section III contains an annotated list of relevant journals on counseling LEP students

+  Section IV lists dissertations on topics related to counseling/counselors of language minority
students

» Section V provides the names of agencies, organizatinns and materials that will be useful to
personnel involved with counseling LEP students

¢ Section VI lists major universities which offer programs in the field of counseling and
relevant courses which are available in their curriculum

+ Section VII details the counselor certification standards in the various states which have
course requirements

As we compiled this resource guide, we felt that it was important to provide the user with a
variety of resources that would be useful in establishing counseling programs for language
minority students.

MRC Service Area 7 staff




Counseling Culturally and
Linguistically Diverse Students

by: James Fenelon, Phone Khoxayo, Judy A. Kwiat and Brenda M. Rodriguez

I think that if I've learned anything, it's how to be more comfortable about being uncomfortable.
Brenda Rodriguez, 1992

Talk about school reform continues to dominate educational discussions and for good
reason. Illiteracy rates hold at high levels. Drop out rates hold stubbornly at unacceptable levels:
17% for whites, 24% for African Americans, 40% for Hispanics, 40% for Native Americans, and
28% for Asians (Children's Defense Fund, 1991).

The six goals of America 2000 seem almost unattainable for language minority students. By
the year 2000: 1) all children in America will start school ready to leam; 2) the high school
graduation rate will increase to at least 90 percent; 3) American students will leave grade four,
eight, and twelve having demonstrated competency in challenging subject matter including
English, mathematics, science, history, and geography; and every school in America will ensure
that all students learn to use their minds well, so they may be prepared for responsible citizenship,
further learning, and productive employment in our modern economy; 4) U.S. students will be
first in the world in science and mathematics achievement; 5) every adult American will be literate
and will possess the knowledge and the skills necessary to compete in a global economy and
exercise the rights and responsibilities of citizenship; and 6) every school in America will be free
of drugs and violence and will offer a disciplined environment conducive to learning. Are these
goals possible for a student population which is becoming more and more diverse?

Changing demographics are transforming the faces of America's school children. In
Illinois, the Asian/Pacific Islander population is growing at a rate of 79%. The Hispanic
population is growing at a rate of 42.3%, and the Amenican Indian/Eskimo/Aleut population is
growing at a rate of 34.1%. The African American population in Illinois is growing at a rate of
1.1%, and the white population is declining at a rate of -3% (lllinois State Board of Education,
Bilingual Section, 1992). The number of school-age children who do not speak English at home
increased significantly during the last decade, according to the 1990 Census. The census found
that the number of children ages 5 to 17 who do not speak English at home increased by 38
percent- accounting for approximately 6.3 million children. In Hlinois, there are 302,087 children
who do not speak English at home; 194,776 of these speak Spanish (U.S. Census, 1990).
Nationwide, there are 4,167,653 school-age children who speak Spanish at home.

It has also been reported that nearly one-third of the school age population can be
considered at risk of educational failure (Colvin, 1988). "At risk" students are characterized by
issues such as poverty, dysfunctional family structures, limited English proficiency, and various
types of abuse. It is estimated that this population of students will grow by seven million, almost
40%, by the year 2000 (Colvin, 1988). If these future students perform academically as their
current counterparts, the costs in terms of lost income, increased crime and expanding welfare
expenses will be staggering and economically disastrous for the nation, to say nothing of the lost




potential for the individuals.

Much has been written about why so many students are not performing academically in
schools. Popular theories underscore several explanations. Grouping students by ability
(tracking) has hurt students by labeling them as slow thus creating low expectations on the part of
teachers, parents and the students themselves (Oakes, 1990). Parental involvement, long known
to enhance the academic achievement of students, on the part of poor minority families is minimal
due to language and cultural barriers. Schools are too large and impersonal; children with low
self-esteem are often lost before they begin. Most teachers are white and middle-class and know
little about the cultures of the homes from which their students come (OBEMLA, 1992). The
curriculum of the schools underscores the white, Eurocentric mainstream culture and does not
affirm culturally different students (Giroux, 1983). These are only a few of the theories that now
proliferate the educational research literature. :

One theme, however, seems to run through much of what is said and written: if minority
students are to achieve at higher levels, the schools must change and change drastically. Schools
will have to educate the "whole child": schools will have to be learning environments that foster
emotional, social, psychological and academic development. Educators will need to be advocates,
counselors, social workers, community activists as well as educators. There are always those who
claim that the schools carinot and should not do it all. That is not, however, what the reform
movement is calling for. What reform is calling for is a more humanistic, holistic approach to
child development; we need schools that are community centers interested in working with entire
families. We need an approach to schooling that calls for educators to be better advocates, better
counselors, and multiculturally competent professionals.

The purpose of this paper is to provide some insights into issues facing educators and
counselors who are working with Hispanic, Native American, and Asian American language
minority students in public school settings. The suggestions outlined in this paper are not all
inclusive and still leave much thinking and much work to be done. The issues and ideas explored,
however, are provocative and can serve as food for thought.

COUNSELING HISPANICS

According to the 1986 U.S. Census, "Hispanics"! in the United States constitute the
second largest minority group. There are 18.8 million Hispanics in the continental United States.
Mexican Americans are the largest Hispanic group (11.8 million), and this group is growing faster
than are Puerto Ricans (2.3 million) or Cubans (1.0 million), the second and third largest Hispanic
groups, respectively. Additionally, a substantial number of immigrants from Central and South
America have entered the United States since 1970 (3.7 million). A significant number of these
immigrants have come from El Salvador, Guatemala, Colombia, Guyana, and Ecuador. It 1s
misleading, however, to conceptualize these diverse groups of immigrants as one ethnic group,
because they have wide: cultural, vacial, and ethnic differences. In Illinois, there are 153,382

school-age Hispanic students (lilinois State Board of Education Public School Bilingual Census,
1991-92).

I'The term Hispanic is used generally within the United States to define those who may have one or more of the
following characteristics: A Spanish surname. are Spanish-speaking, have a birthplace from a Spanish-speaking
country, follow some general cuitural characteristics ascribed to those labelled "Hispanic." Most "Hispanics" when
given the opportunity identify themselves using their ethnic affiliation.
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Even when we think of the U.S. "Hispanic” cultural tradition, we must be sensitive to the
variations according to the national and regional origins of various ethnic and racial groups that
are classified under this broad category. In general, Cubans may have cultural experiences and
expressions that in some ways are similar to those Puerto Ricans, Dominicans, and other
Caribbean Americans whose cultural tradition is more rooted in an amalgamation of African and
Spanish traditions, and which may be significantly different from those of Mexicans, Chicanos,
and Central and South Americans, whose cultural tradition stems more from the Mestizo Indian-
Spanish/European traditions. "Hispanics” may come from at least one of 21 places (including the
United States).

~ Nevertheless, there are a number of unifying cultural themes or patterns that underlie the
beliefs and values that most "Hispanic" Americans share, and that besides the Spanish language
us, distinguish them from the dominant Anglo/Western-European cultural tradition. A few of
the more essential values or concepts, in brief, are: familismo, personalismo, jerarquismo,
presentismo?. '

Familismo

Familismo signifies the great value placed on family relations. Attempts to instill a sense
of family pride and obligation begin early in a person's life and are nurtured throughout. Most
Hispanics are socialized to believe that the needs or welfare of the family as a whole or other
individual family members, particularly the very young or very old, should take precedence over
one's own needs. Children and aduits alike are often reminded, that during good times or bad, la
familia comes first.

It is also within the family context that Hispanics are taught the value of cooperation
versus compctition, mutual assistarice versus individual problem solving, and sharing as opposed
to withholding resources when necessary. The division of labor and resources then, usually
depends on the family members' needs according to age and gender. Traditionally, women stayed

at home while men were the pritnary "bread winners." Older female siblings also shared the
women's responsibilities.

Personalismo

Personalismo refers to the value placed on interpersonal relations and social interactions
where individuals deal with each other as caring complete persons, rather than as impersonal
players of segmented roles. The emphasis is on those inner qualities that constitute the
uniqueness and individual self-worth of each person, regardless of social, economic, or political
status. Rather than trusting or respecting a person primarily on the basis of past achievements or
future possibilities, as in the Anglo-American traditions, personalismo emphasizes the building of
confianza (trust), respeto3 (respect), orgullo (pride), and digniGad (dignity)--all of which are
important considerations in the planning and delivery of educational and support services.

2For a further discussion on valuc orientations across cultures see Kluckholn and Strodtbeck (1961) and Padilla
1980).

SWhilc the word respeto can be translated to the English respect, studies indicate that the internalized meaning of

the word varies. For Anglo-Americans, it reflects a fairly “detached, self-assured egalitarianism.” For many

Hispanics, it may imply a relationship involving a "highly, emotionalized dependence and dutifulness, within a

fairly authoritarian framework” (Diaz-Guerrero, 1975).




Jerarquismo

Jerarquismo refers to the way individuals deal with one another in terms of the positions
they occupy within a hierarchical societal structure. Jerarquismo also conforms to relative age,
gender, race, and class positions. It basically corresponds to the linear structures of the family, on
the one hand, and society on the other. Consequently, the family hierarchy emphasizes the
significant respect due to elders or the authority of older persons over younger, with most respect
and control over resources given to the oldest and least to the youngest members.

Theoretically, traditional "Hispanic" families regardless of structure are considered
patriarchal, with the oldest male considered the head. Everyone else in the family is expected to
respect his authority and obey his decisions. This pattern assigns greater value to machismo
(masculinity) with an emphasis on the authority, respect, and control over resources by the males
in the family. But in practice, there is much variation, with evidence of increasing numbers of
matriarchal or female-headed households among all groups.

Presentismo

Presentismo refers to the emphasis or value given to present time and problems; as
opposed to traditionalism, which emphasizes past times and problems, or futurism, which places
an emphasis on times and problems yet to come. This present-time orientation can serve as a
functional quality leading to a focus on the immediate crises at hand, rather than on what
happened in the past, or what may happen in the future.

For Hispanics, counseling effectiveness and teaching, in general, are enhanced when the
educator's communication conveys his or her awareness and appreciation of a student's personal
and cultural background.. For counselors and educators who work with Hispanics, this means a
shift in thinking to take into consideration how the cultural system of an educational institution
relates to the cultural system of individual students and their families who embody a common
history and set of traditions that differ from the mainstream.

COUNSELING NATIVE AMERICANS

American Indian children in U.S. schools represent a great diversity of language and
cultural orientations. The U.S. Census reports more than 1.9 million Native Americans as a self-
identified population in the United States, although complex discussions of enrollment and blood-
quantum can produce different numbers (Snipp, 1991), a situation unique to American Indians.
This number is a great increase from the population reported around 1890 of less than 300,000.
This has implications in counseling Native American students in terms of how the dominant
society perceives their people historically. In Illinois there are 4,674 school-age (5-18 years)
Native American children (Illinois State Board of Education Public School Bilingual Census,
1991-92).

In addition to the considerable benefits and potential problems Native American life
entails, "Indians"4 face pervasive stereotyping and misrepresentations in historical texts (Deloria,
1990) and in curricula used in schools (Giroux, 1983). Native American students are often

4 Native Americans and American Indians will be used interchangeably in this article. Native Americans can be
more comprehensive, including all Native Alaskans. The term "Indians” is often connoted with colonial
oppression, and is a misnomer to boot. However, it is still used in native and academic circles.

4 9




subjected to inappropriate behavior and statements by teachers and student peers on a regular
basis (Hornett, 1990). This section of the article will outline some of these potential problem
areas and provide some sketches on resolving or clarifying them. Suggestions will also be made
where counselors and teachers might look for other areas of conflict.

As noted earlier, Native American, and language minority students in general, can
experience educational problems related 1o low self-esteem, limited English proficiency,
assessment and testing bias, lack of representation in the curriculum, insufficient or ineffective
family involvement, substance abuse and low socio-economic levels. A number of other issues or
potential problem areas are relatively unique to American Indian students as well, including tribal
and ethnic identity, gross stereotyping, sports logos and team mascots, negative media images,
and historical inaccuracies. Each of these issues are related to the students' Native American
background, and therefore must be addressed according to the students' individual needs. In
lllinois, those needs are especially diverse and sometimes even ambiguous, because there are no
reservations nor recognized tribal "nations" in the state. Most of Illinois' Native American
population is centered near Chicago, with varied backgrounds and connections to their home
communities. Essentially "Urban Indians," they may or may not share needs and concerns with
more traditional groups on reservations.

What then does the counselor or educator do when working with American Indian
students in such situations? We must consider two approaches in answering this question. The
first considers traditional and contemporary Native American settings. Bransford (1982) explores
the preparation of the counselor and educator, stressing characteristics such as intercultural
awareness, and group orientation. Herring (1990) and Burton (1980) see the need for including
Native American views and values in the process, like respecting elders and silent approval.
Mitchum (1985) sees similar issues in respect to level of self-esteem, which Sanders (1987) takes
a step further in analyzing culture-conflicts as contributing to poor self-image and reduced
academic performance. Lafromboise (1981) focuses on coping skills as a means of cultural
adaptation to social situations, and notes the importance of establishing and maintaining
“trustworthiness" (1980) in a variety of settings, in and out of the office or class. In classes
composed of Native Americans. Little Soldier (1988) observes the sociocultural environment as
having influence, including non-competitiveness and task orientation.

The second approach is directed toward Urban Indian populations. Red Horse et al
(1980) demonstrate that family values and communication patterns are not lost even if language
and cultural orientation are reduced or even non-existent. Therefore, the focus on values, world
views and cross-cultural adaptation strategies noted above would carry over to a more urban and
culturally diverse group of American Indians as in Chicago. Perhaps of greater import is the focus
on "trustworthiness" although in differing circumstances. Many of the problems Native American
children face are unique to the Indian population, as noted above.

When an educator enters this world, in the role of counselor, it is important to be sensitive to
how the child defines him or her self. American Indians of mixed ancestry live in a world that
expects them to know specific cultural knowledge about their "tribe" while decrying their
“primitive" practices. The element of trust enters when the counselor allows or even helps
students to define themselves, as an "Indian" or a "Menominee" or just as an American. Making
assumptions about American Indian people in general, good or bad, will deliver a message that
being "Indian" is different and is undesirable to the child's need to belong, to be a member. This is
underscored by the constant negative ethnic barrage any Native American faces from textbooks,
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the media and society in general. Part of a counselor's job, then, is to educate him or her self on
who American Indians are, what they may be feeling, and what identity issues may be present.

Local and regional tribal knowledge and information sources must be developed in
addition to more famous and pan-Indian texts (Fenelon, 1991). In Illinois, that includes tribes and
Indian nations from all around the Great Lakes region as well as Woodlands and Plains areas
(such as Ojibwe and Lakota-Sioux). Texts such as People of the Three Fires for accurate
representation (Clifton and Cornell, 1986), or Keepers of the Earth for traditional science
knowledge in native cultures (Caduto and Bruchac, 1988), are good examples of ways to achieve
some awareness. When counselors employ culturally appropriate strategies which respect Native
American ways of life and values, the single greatest obstacle to understanding is overcome - that
of trust across cultures. The counselor is then freed to search for causes and symptoms of
problems which lay outside of cultural value judgements, and more in the interplay of children and
adolescents in a challenging, urban world.

In this section, we have identified some of the issues and problems Native American
students of all ages may face in addition to those faced by other language minority groups in the
United States. These are cuitural, racial, and socio-linguistic in nature, and are further
complicated by urban environments and maximized tribal diversity.

Education systems have attempted to assimilate American Indians as soon as the wars for
land tenure were finished, including forced attendance at isolated boarding schools (Coolidge,
1977) where language and culture of Indian people were banned. Many Native American parents
today experienced those internments in yesteryear, and the resulting "cultural hegemony" (Giroux,
1983). When counselors and educators attend to the needs and problems of American Indian
students, especially those of limited English proficiency, they have to consider their values,
cultural backgrounds, and recent histories - as well as how the educational system itself may have
played a role in culturally "under-educating" the First Americans of this country.

COUNSELING ASIAN AMERICANS

The 1980 Census counted 3,726,440 Asian/Pacific Islander Americans in the United
States. The term Asian/Pacific Islander is a broad racial and ethnic designation that covers over
69 separate ethnic groups and subgroups, each with separate histories, languages, and cultures.
Ethnic diversity is only one variable. Add to that age, education, occupation, income, and period
of immigration, and one begins to sense the myriad concerns affecting Asian/Pacific Islander
communities.

The national origins of Asian/Pacific Islander Americans are in China, Japan, the Philippine
Islands, Korea, India, Vietnam, Bangladesh, Laos, Cambodia, Sri Lanka, Thailand, Pakistan, and
a dozen other Asian countries. Pacific Islanders can be from Hawaii, Samoa, Tonga, Guam,
Tahiti, the Mariana Islands, the Marshall Islands, Palau, the Melanesian Islands, and many lesser
known islands in the Pacific Ocean. In Illinois, there are 38,667 school-age (5-18 years)
Asian/Pacific Islander American children (Illinois State Board of Education Public School
Bilingual Census, 1991-92).

In counseling culturally diverse students (including Asian Americans) within an
educational context, two counseling approaches stand out. One is the Minority Identity
Development Model (MID) (Sue, 1981), Fernandez, 1988). This model is important in
determining the qualities of the counselor. The other is known as culture-conflict scheme. (Sue,
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1981). This model is important in determining the qualities of the student or counselee.

Counseling Asian students may be viewed as a process of interpersonal communication
(Sue, 1981). For various reasons, the line of communication may break down between the
counselor and the counselee. One factor that may cause breakdowns in communicating with
Asian students is the perceived effectiveness of the counselor due to his/her ethnicity. The
counselor of a different ethnic background may appear to the counselee as untrustworthy, thus
preventing the counselee from self-disclosure, an important condition for effective counseling
(Schmidt & Strong, 1971).

The ethnicity of the counselor has been a subject of much research. Yet there has been no
conclusive evidence that the student's preference for a counselor, an indicator of the counselor's
effectiveness, is affected by race or ethnicity (Atkinson, 1985; Atkinson & Gim, 1989). The
question remains: "Can a counselor of different race or ethnicity be an effective counselor for
Asian Americans? The MID model offers an answer.

The MID model identifies five stages. Each stage describes four corresponding atiributes
that form the minority person's identity. The following is a summary of each stage and its
attributes:

Stage one- The Conformity Stage. This stage is characterized by rejecting one's own culture
and preferring the dominant culture Feelings of racial self-hatred and negative beliefs about other
minority groups are likely to be strong.

Stage two- Dissonance Stage. Conflict between one's own cultural values and those of the
dominant culture arises. The person begins to question the values of the dominant culture as
information and experiences reflect conflicts in everyday life.

Stage three- Resistance and Immersion. Rejection of the dominant culture and endorsement of
one's own culture, even stereotypically conceived, seif-appreciation, and empathy for other

minorities are characteristics of this stage. Distrust and even hatred of the dominant culture can
be strong.

Stage four- Introspection Stage. This stage is characterized by the individual questioning the
extreme views of the previous stage.

Stage five- Synergetic Articulation and Awareness Stage. Conflicts arising from previous
stages are resolved. The individual appreciates the dominant culture, one's own cuiture and other
minority cultures by examining objectively, accepting or rejecting elements of various cultures.

An equally important consideration is how conflict is resolved. Cultural backgrounds are
considered an all-powerful factor influencing how the student copes with the adjustinent
problems. Sue (1981) proposed a conceptual scheme of three different ways that Asian
Americans use to adjust to the conflicting demands between the culture of the home and that of
the mainstream society. A person may use one of the three approaches: traditional, marginal, or

| Asian American. At this point readers should exercise caution when attempting to define an
| "Asiar: American” student. Asian Americans as stated earlier are not a homogenous group. They
include the most affluent people who are managers and professionals and those among the poorest
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hill tribes from Southeast Asia who are illiterate and deprived, according to modern middle class
standards.

The traditionalist will adhere closely to the norms, standards, and values of the traditional
Asian family. Traditional values include reverence for elders, preserving family reputation, support
of family members, avoidance of conflict, indirect approaches to problem solving, and repression
of emotions. The means by which traditional values are transmitted is through the appeal to the
obligations of the family members. Parents constantly remind their children of their obligations to
the family and how shameful and disastrous it would be if one should neglect one's obligation.

The marginalist attempts to become over-westernized by rejecting traditional Asian values.
This person views ethnicity as a handicap and may develop a racial self-hatred attitude.

Like the marginalist, the Asian American often rejects traditional Asian values. The
marginalist, however, blames society for whaiever causes adjustment problems. The Asian
American is intolerant of shortcomings in society such as poverty and racism.

Regardless of which approach to coping is chosen by the individual, characteristics of the
counselor or educator such as ethnicity, sensitivity, and knowledge of other cultures are
important. Other important characteristics of educators and counselors are experience, teaching,
counseling style, and worldview. Equally important are the characteristics of the student or
counselee. The student's stages of identity development, approaches to adjustment, nature of the
problems all affect the result of counseling within a community or educational setting.

From the delineation of the identity development stages, one can safely assume that
ethnicity does affect cross-cultural counseling for Asian American students. A person at the
conformity stage will look for an advocate or counselor who is sensitive to both cultural
backgrounds. The advocate is likely to be a minority since the counselor of the dominant culture
probably will be perceived as not being familiar with the minority culture. A person at the
resistance and immersion stage distrusts people of the dominant culture and therefore, will prefer
a counselor of his/her own culture Howver he/she will be more receptive to one that shares similar
worldviews and attitudes. For a person at the synergetic articulation and awareness stage, similar
worldviews, attitudes and beliefs are more important than ethnic membership.

In summary, the conflict resolution approach adopted by an Asian American student
affects counseling style and goals. With a traditionalist, the counselor must be aware of the
intensity of guilt and shame fei: by the student at seeking help. Confidentiality is of utmost
importance. The student may not admit that there is a problem but other indications such as
declining grades, lack of interest, and vocational indecision may appear (Sue, 1981). A usual style
of counseling thet emphasizes verbal expressiveness and openness, a style that characterizes a
white middle-class culture, may discriminate against the Asian American student. The
traditionalist may find it hard to talk about feelings since these are private matters usually
discussed only within the family circle. The educator or counselor must adopt an advocacy style
that is logical, rational, and structured rather than the usual affective, reflective, and objective
style favored by most Americans. With the marginalist and the Asian American, the counselor
must actively help the student sort out the confusing conditions. The counselor will need to help
the marginalist distinguish between positive acculturation and negative rejection of one's own
cultural values. Here the counselor must be thoroughly familiar with the student's culture and
background. The counselor will also need to help the Asian American distinguish between
societal problems and individual problems. And finally, the counselor must be ready to accept
challenges from the militant Asian American who inclines to overthrow anything concerning the
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establishment, including the process of counseling itself (Sue, 1981},

IMPLICATIONS FOR COUNSELING WITHIN AN EDUCATIONAL CONTEXT

It seems so natural that an interest in reforming schooling should lead to an interest ir
ethnicity and cultural diversity. It is surprising that, until relatively recently, this diversity has been
somewhat neglected by counseling professionals and educators.

At best, however, most people, even educators, will come to understand well only a few
culturally different groups in the course of their lifetimes. Obviously, no counselor or educator
can become a total expert on the numerous ethnic groups that can be found in culturally diverse
schools today. What is essential for counselors and educators, however, is to develop an attitude
of openness to cultural variability and to the relativity of their own values and experiences. An
appropriate approach lies not in trying to eradicate cultural differences, but in attempting to foster
the development of each individual's sense of self both culturally and personally. What is
desirable is that every member of society becomes multiculturally competent: that every individual
learns how to function in culturally different environments and learns how to be sensitive to and
tolerant of differences. In order to do this, however, counselors and teachers need to become
familiar with cultural similarities and differences pertaining to the ethnic groups with which they
work. This requires an understanding of what some of the barriers are to changing assumptions
within the educational/counseling context,

Cultural barriers within this context are not easily accommodated. It takes training,
exposure, meaningful interaction and time to learn how to appropriately deal with barriers.
Communication barriers are common within an educational/counseling context. Many messages
conveyed, particularly across cultures, are accidental and not necessarily intended to be
communicated. Other messages that are directed toward others are deliberate and are
communicated with a specific intention on the part on the sender. Ideally within an

educational/counseling context, communication will be intentional and less accidental (Barna,
1982). '

Other communication barriers include:

» Language variance such as dialect and social class differences

»  Nonverbal communication styles such as gestures, posture, tone of voice, and timing

o Differing notions and expectations of the educational/counseling relationship

e  Preconceptions and stereotypes: overgeneralized beliefs that create a preconceived
structure among individuals who know little about one another

»  The tendency to evaluate by approving or disapproving the content of messages
received

»  The tendency to evaluate by approving or disapproving the content of communication
received by others
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Listed below are some ways that may help to decrease
multicultural barmers (Pedersen, 1988):

Decreasing the Language Barrier
e  Learn the language
o  Find someone who can speak the language and has familiarity with the culture and
community.
o  Clanify by restating the message that you believe was communicated.

Decreasing the Nonverbal Communication Barrier
o Do not assume you understand nonverbal communication such as body language
unless you are familiar with the culture.
o [f'the nonverbal communication is insulting in your culture, do not take it personally.
o Develop an awareness of your own nonverbal and verbal communication that may be
insulting in certain cultures.

Alternative Expectations of "Helping"

o Explore through discussion how individuals and groups view "education, counseling
and assistance." Individuals may not be familiar with the Western or educational
concept of "counseling." '

o Understand and respect that individuals may obtain assistance via informal or
alternative channels (i.e., family members, the church, etc.).

o Become a liaison among those avenues from which the individual derives support.

Avoiding Stereotypes
o Make every effort to increase awareness of your own personal preconceptions and
stereotypes of cultures you encounter.
«  With this awareness, reinterpret the behavior of people from another culture from
their cultural perspective.

o Be willing to test, adapt, and change your perceptions to fit your new experiences.

Decreasing the Evaluation Barrier

o Try to maintain objectivity.

o Recognize that you cannot change a person or encourage change overnight.

e Do not judge someone by your own cultural values. Re-evaluate your own

judgements after you have come to know the people and their culture.

These are only a few general guidelines for working with culturally different individuals.
Understanding how and what kinds of factors influence the way ethnic and cultural patterns
surface within individual students will require acquiring, analyzing, and using the following
information for each individual.

o Language(s)/dialect(s) spoken in the home

o Language(s)/dialect(s) spoken within the student's community

o Standard language expected/spoken by school staff

o Country of origin

o "Race" ascribed to student by school staff
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« History of migration to the United States

« Family's place of residence

»  Frequency of visits to country of birth, if other than the United States mainland

o  Family structure

» Socioeconomic status, educational achievement, and upward mobility of families

«  Status of group in relation to the mainstream and school community

»  Generational status within the greater community

«  Multiple group identification and membership

These lists of suggestions are not all inclusive nor prescriptive. Each individual case is
unique and requires data gathering, analysis, reflection, experimentation and constant revision.
This process itself can be challenging.

Educators need to remain open to the wide range of cultural possibilities. Ambiguity and
difference are threatening, and individuals do tend to shut down emotionally when coafronted
with too much information. Understanding the limitations and relativity of our own ethnic and
cultural perspectives including personal experiences is the best insurance against such shut down.

For counselors and educators, there are particular difficulties in stepping outside personal
belief systems. Not all cultural groups value the pursuit of insight, truth, "getting ahead," or
sharing problems in the same way that people do within the majority cultural group in the United
States. By exploring p~ onal assumptions about ethnic and racial groups, educators are
compelled to question r-vquently used counseling and educational approaches. The examination,
revision, and restructuring of current practices should be on-going and comprehensive.

CONCLYUSIONS

The numbers of language minority students in schools are growing at significant rates in
states all across the country and in Illinois. The levels of academic achievement at which these
students are performing are currently not acceptable. If these ever increasing numbers of minority
students continue to perform academically as they are now performing, the economic and
sociological outlook for the nation will be bleak at best. Educators, politicians, and citizens in
general are finally beginning to think about the disastrous consequences that an undereducated
society will produce. School reform efforts aimed at accelerating not remediating, creating
community schools and, educating the whole child all look promising. To do this educators,
including counselors, will need to take on the role of advocate for minority students.

Professionals will need to learn about the many different cultures with which they work,
and they will need to become multiculturally competent: they will need to be able to function
within a vaiiety of different cultural settings and will need to become knowledgeable about and
sensitive to different ethnic and cultural groups. These same educators will need to get in touch
with their own cultural values and will need to recognize on a conscious level what their own
cultural orientations are. It is essential for educators and counselors to develop an attitude of
openness to cultural variability and to the relativity of their own cultural values and experiences.
An appropriate approach to addressing the issues facing education today is not to try to eradicate
cultural differences, but to attempt to develop each individual's potential to be a multiculturally
competent resource within the community and within society in general.
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Cross-Cultural Counseling Approaches

by: Phone Khoxayo

To be effective and beneficial to language minority students, counseling must be broad in its
outlook and flexible in its approaches. Traditional counseling approaches are heavily biased
toward white middle-class values that are not necessarily shared by language minority students.
Language minority students find these approaches ineffective. They do rot serve their needs.
They are oppressive by perpetuating a negative image of language minorities as inferior,
underdeveloped and deficient (Sue, 1981).

Since traditional approaches are ineffective and harmful, alternative approaches are suggested.
Counseling language minority students, especially those with limited English proficiency, is still in
its infancy stage of development; therefore, no specific alternative approach has yet been
identified. Instead, a more general approach is described.

This article will review traditional approaches that fail to meet the needs of language minority
students and suggests some remedies.

Counseling is a product of a culture. Different cultures use different techniques of counseling
(Das, 1987). The goals of counseling may also vary among cultures. Traditional western
counseling aims at helping a client to make a decision based on factual presentation of test results
and self-exploration through verbal interaction between the counselor and client (Griggs, 1991).
This approach may not work with a client who seeks advice and finds its culturally inappropriate
to talk about feelings and personal matters. Moreover, the emphasis on verbal skills in the western
tradition may distort the counselor's perception of the client who place less values on those skills.
The counselor's perception will result in misdiagnosis which in turn may lead to inappropriate
treatment. The flow of information in the western tradition is from the client to the counselor,
while in certain cultures the opposite is true.

Counseling in itself can be considered a cuiture with a set of values and practices. The values such
as "individualism,” "rationalism," and "self-determination" commonly cited as goals of counseling
are clearly Westem in orientation. Third World cultures may not share these same values. In
Asian culture, for example, the family, not the individual, is more important; intuitive knowledge
is considered the higher form of knowledge; building a solid network of relationship rather than
self-determination is the goal. Forcing a third world client to conform to the Western mold will
rob him/her of his/her cultural heritage. Used in this way, counseling is an oppressive tool.

Communication involves the sending and receiving of messages through various media. The
message, the media, the individuals and the social context within which communication takes
place provide a framework for effective communication. Within a cultural setting, these elements
are clearly defined and understood. Applied to a different cultural setting, these factors become
less obvious. Silence in the conversation, for example, means respect for elders in Asian culture,
while in French culture it indicates an agreement. An American may feel uncomfortable with
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silence and fill it with more talk. Counseling can be considered as a form of communication with
an intention to improve a state of affairs. When the counselor's and the counselee's cultural
backgrounds are different, the communication process may break down due to different
interpretations given to various aspects of communication.

Effective counseling, therefore, is culturally sensitive. Counselors working with language
minorities need to be aware of their own cultural background and training and the backgrounds of

their clients (Fukuyama, 1990). The following steps are suggested when working with language
minorities.

Understand clearly one's own cultural values and assumptions. Sometimes it is difficult to
understand one's own culture because it seems so natural that everything is taken for granted. Yet
culture is always there, invisible, acting as a filter through which one sees the outside world and
reacts to it. Different cultures see and react to the world differently.

Gather and learn as much as possible background information. The information concerning
the student (culture, family, education, level of accuituration, language etc.) should indicate how
well the individual functions in different milieus: in the family, at school, with peers, etc.; what is
acceptable; what is right; what is not acceptable; what is inappropriate.

Establish relationships. Creating an environment of trust and genuine interest in helping is
important to establish a meaningful relationship with the student seeking or needing help.
Knowledge gained during the information gathering process above should help the counselor-
teacher determine what is the appropriate and correct manner to proceed.

Determine goal and approach. Appropriate goals and appropriate approaches make counseling
effective. The counselor-teacher needs to look at counseling from many perspectives. For
example, a minority student who becomes involved in fighting needs help. The counselor-teacher
can concentrate on eliminating the "fighting behavior" but the goal may not be appropriate if the
cause of the fighting is the social climate of the classroom. In this case, it may be that the
minority student is being teased by the class because of his ethnic background.

The attached annotated bibliography provides more detailed discussions of the importance of
culture in counseling language minorities.

Atkinson, Donald R. 1985. A meta-review of research on cross-cultural counSeling and

psychotherapy. Journal of Multicultural Counseling and Development, vol. 13, no. 4,
138-153.

This review identifies seven factors that affect cross-cultural counseling. These factors are
client use of mental health services, client preferences for counselor race or ethnicity,
counselor prejudice, differential diagnosis of client problems, differential counseling process,
differential treatment, and differential outcome.
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Child and Adolescent Service System Program (CASSP). 1989. Toward a culturally
competent system of care: a monograph on effective services for minority children who
are severely emotionally disturbed. Washington D C: Georgetown University Child
Development Center.

This monograph provides a philosophical framework and practical ideas for improving
service delivery to minority children in general and specifically to those who are severely
emotionally disturbed. It stresses the importance of culture in the process of helping .

Das, Ajtk. 1987. Indigenous models of therapy in traditional Asian societies. Journal of
Multicultural Counseling and Development, vol. 15, no. 1, 25-37.

This article reviews how mental health and illnesses are conceived and treated in Eastern
societies where Islamic, Hindu, Buddhist, and Taoist religions are prevalent. The reading of
the article provides a non-western perspective of counseling and psychotherapy.

Fukuyama, Mary A. 1990. Taking a universal approach to multicultural counseling.
Counselor Education and Supervision, vol. 30, 7-13.

This article takes a universal approach to multicultural counseling by exploring the
commonalities of the minority experiences (discrimination, prejudice, neglect, etc.) and
proposing transcultural models for multicultural training.

Griggs, Shirley A. 1991. Learning style counseling. Ann Arbor, Michigan: ERIC
Counseling and Personnel Services Clearinghouse.

The book presents an eclectic approach to counseling where individual differences are

organized in terms of learning styles. Matching counseling approaches to individual learning
styles is the most desirable outcome.

Keys, Kay L. 1989. The counselor's role in helping students with limited English
proficiency. The School Counselor, vol. 37, 144-148.

This article identifies the counselor as the first person who could ease the transition of a LEP
student into the life of the school. It provides suggestions on practical issues such as using
local agencies, placement, support system, and culture.

Sue, Derald W. 1981. Counseling the culturally different. New York: Wiley.

This book provides a theoretical framework upon which cross-cultural counseling takes place

as well as specific approaches towards counseling specific ethnic groups such as Hispanic,
Asian, Native American and Afro-American.
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Considerations for Counseling
The Culturally and Linguistically
Diverse At-Risk Student

by: Brenda M. Rodriguez

INTRODUCTION

The United States is experiencing a pronounced shift in demographics. By the turn of the
century, it is projected that 40% of all public school students will be from linguistically, ethnically
ana culturally diverse backgrounds. This muiticultural trend is not a regional phenomenon,; it is
evident in states, cities, neighborhoods, and schools across the country. There are at least six
states with an African American, Hispanic/Latino, Asian and Native American public school
enrollment of 35% or more and another 12 states in which these students make up between 25%
and 34% of the enrollment. The number of "minority"! students in many large city school systems
approaches or exceeds 80%.2

Somewhere between 2.3 and 3.5 million school-aged children and youth in the United
States are limited English proficient (LEP) or language minority students.3 According to
projections by the Urban Institute, the number of Hispanics/ Latinos and Asian Americans will
more than triple by the year 2040, and their proportion will more than double, to 27.8% of the
U.S. population (as compared with 11.9% in 1990).4

1 "Minority' status is an engaging concept. In some contexts, the term hzs little to do with numerical proportions,
or it is based on the flawed, stereotypic or racist conception that there is a numerical proportion that can be derived
that is less than the majority of the population. However, the term "majority” is rarely or never qualified. There
are at least two provocative and fundamental principles: The use of the term "minority” when referring to "people
of color” in numerical terms is a misnomer in the context of the world population, and with growing frequency, a
statistical error or delusion in communities across the United States. Further, the term "minority” is often
interpreted as so 1ething or someone of lesser value. Persons in the U.S. may have varied skin hues, speak in
different languages and dialects, and possess unique cultural characteristics. but they share certain eternal values
and a common dream for themselves, their children, and their communities--so the "minority” label may be

roblematic. '

See Plisko, V.W. and I.D. Stern (Eds.). (1986, 1990). The Condition of Education: A Statistical Repont.
Washington, D.C.: U.S. Government Printing Office.
3" The 1990 Census counted more than 6.3 miltion children between the ages of 5 and 17 who spoke home
languages other than English.

According to the U.S. Department of Education, in 1990-1991 there were approximately 2.3 million
elementary and secondary students who could be identified as limited-English-proficient. (The Condition of
Bilingual Education in the Nation: A Report to the Congress and the President, June 30, 1992, pp. 29-30).

The Council of Chief State School Officers (CCSSO) report that other estimates have ranged from 3.5
million to 5.3 million. This variation is due in part to the lack of a uniform definition of limited English
proficiency, leaving schools and states to rely on a variety of identification procedures. The "Report of the Stanford
Working Group” extrapolated a national LEP student total of 3.3. million (Federal Education Programs for
Limited-English-Proficient Students: A blueprint for the Second Generation, June 14, 1993, pp. 14-15).

Edmonston, B. and Passel, J. (1992), The Future Immigrant Population of the United States (Washiugton, D.C.:
Urban Institute), cited in Numbers and Needs, 2 (6), 1, 3 (Nov. 1992).
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Furthermore, language minority students are a more diverse group than ever before. The
public schools in the United States currently receive students from numerous countries with
varying language and cultural backgrounds. As a result, English as a Second Language(ESL) and
bilingual education programs may contain students from as many as five or ten different countries,
languages and/or cultures during the same instructional period. In addition to the linguistic and
cultural diversity of these students, there is also tremendous variability in the types of school-
related experiences and native language development that language minority students bring to the
U.S. classrooms. Specifically, this student population may consist of: (a) literate students from
literate societies with prior schooling; (b) literate students from literate societies with little prior
schooling; (c) nonliterate and nonschooled students from literate societies; and (d) students from
societies with a primarily oral tradition (societies without transcribed language systems and
without literacy traditions as we know them).

Language minority student populations are also heterogeneous in terms of their degree of
acculturation, country of birth, immigration experience, and socioeconomic status.
Disproportionately represented among school failures, their lack of success in school is frequently
compounded by other circumstances such as poverty, poor health care, or violent unstable home
environment. Due to gaps and interrupted schools, many are also at risk for poor school
achievement, dropping out and falling prey to drugs, gangs, crime, teenage pregnancy, or chronic
unemployment. It is anticipated that by the year 2000, at least 38% of all children under the age
of 18 years may be at risk.5

A NEW AT RISK POPULATION

Although it is common to speak of at risk children as exhibiting the characteristics
discussed earlier, there is among linguistically and culturally diverse groups a new and not-so-
young population that must also be considered. They are immigrant children who come to the
United States from countries at war, and who are expected to attend school and learn the
language and subject matter just as any other child. Many of these children are not performing
well in school. They have survived experiences that are beyond our comprehension. They have
not only experienced violence at its peak, but also seen members of their families killed or
mutilated living in fear for their own lives. Those who have lost their parents have realized a
child's greatest fear as the fear of being abandoned by one or both parents. They cannot
understand their own survival, let alone their survival in a different culture, where a different
language is spoken and things are done in a way that is foreign to them. This new group of
immigrants is at risk for "post traumatic stress disorder."® One of the characteristics of this
disorder is the lack of "responsiveness to or reduced involvement with the external world,"7 often
accompanied by problems with memory and concentration. Children suffering from post-
traumatic stress disorder have difficulty in school. They are physically there but are not in touch
with what transpires in the classroom. Learning very little, if anything, they are lost in our world.

5 Committee for Economic Development. (1987). Children in Need: Investment Strategies for the Educationally
Disadvantaged. New York: Committee for Economic Development.

American Psychological Association (APA). (1980). Quick Reference to the Diagnostic Cntena from DSM-111,
g 137. Washington, D.C.

See Note 7.
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We do not have much experience dealing with children who are war victims. Even special
educators trained to work with emotionally disturbed children do not have the .kills to work with
this complex problem. Referral to special education is not the solution for this group; often they
should be referred to mental heaith agencies as well.

Since children who suffer from post traumatic stress disorder are often found in foster or
adoptive homes, parent intervention becomes critical. It is fair to assume that affected parents are
also having difficulties dealing with their behavior. Thus, once again, our concern must extend
beyond the walls of the school.

Classroom teachers should not exert undue pressure on these students, and they should
pace their work so that new knowledge is given in very small doses. Teachers can also be
understanding when unsusal or out of the ordinary behaviors emerge, for example, when a child is
unusually startled by a loud noise or retreats under a table or behind a cabinet. Rather than
confront the child presenting these behaviors, the teacher needs to find creative ways in which to
renew the student's involvement with the group and minimize the effect of the child's extreme
reaction. Being sensitive to the student's confusion and pain by providing opportunities for self-

expression through activities such as art, role-playing situations, narratives, and bibliotherapy
could also be helpful.

AT RISK STUDENTS: THEORY AND IMPLICATIONS

Both the literature and practical experience continually remind us of the importance of
understanding the cultural, linguistic, and socioeconomic backgrounds of at risk students.
Inaccurate perceptions, stereotypes, and lack of familiarity with ethnic groups, their culture,
language, history, and contemporary experiences can lead to low expectations and unwarranted
generalizations about their educational potential.

Over the past two decades, a great deal of education literature has reported on the
"minority" child at risk in the educational system. Much of this research has focused on the failure
of "minority" children to succeed academically. A number of theories have evolved over the years
to explain the phenomenon. Early literature attributed failure to the child and the fumily
environment and at times included genetic explanations; later literature has recognized the role of
the educational system in inhibiting the academic progress of "minority" children, particularly in
large urban schools.

School failure can be attributed to a variety of reasons: (a) developmental immaturity or a
lack of preparation for formal learning; (b) undiagnosed learning disabilities, emotional problems,
or physical handicaps; {c) language problems or difficulties, or limited English proficiency; (d)
racial or ethnic prejudice; (e) parents who are indifferent to, or ill-equipped to handle, their
children's emotional and/or educational needs; and (f) schools or instruction of substandard
quality. For Hispanics and Native Americans, dropout and educational failure rates remain far
higher than for other groups.8 Those who do stay in school often graduate without the rigorous

8 NCES, (1992). Are Hispanic Dropout Rates Related to Migration? OERI Educational Researchy List (TCSVM):
Hispanic Dropout Rates, Washington, D.C.: U.S. Department of Education, Nov. 14.

See also Indian Nations At Risk: An Educaticnal Strategy for Action (1991), Washington, D.C.: U.S. Department
of Education, p. 7.

20

29




preparation they need to compete in the job market. Large numbers of language minority
students continue to receive instruction that is substandard to what monolingual English and
middle class students receive.9 More recent educational theories and strategies have emphasized
the role of economic status, home environment, and cultural characteristics.10 They generally
follow the premise that since the educational system reflects the values of the mainstream (eg,
“white", monolingual, and middle class) culture, “minority" children are at a disadvantage becaus -
their cultural and linguistic patterns are incongruent with those of the dominant culture. This

amounts to a two-tier system of education, with challenging curriculum for some and mediocrity
for the others.

NEED FOR APPROPRIATE INSTRUCTION, COUNSELING AND INTERVENTION

Many culturally and linguistically diverse students may be eligible to participa:e in
programs for disadvantaged children and youth, including those with limited English proficiency,
recent immigrants, Native Americans, and migrants. In fact, a practical criterion for identifying
students at risk has been eligibility for Chapter 1, special education or other remedial services
under today's standards. The current educational context, however, reflects a fragmentation of
educational services. Most states now play a limited role in Title VII projects, which in turn are
rarely coordinated with Chapter 1, migrant education, or other federal, state, or local efforts.
This lack of coherence exacerbates our attempts at determining what children should learn, what
levels of proficiency they should achieve, how staff should be trained to teach them, and how
governance should be structured to meet these goals. Distinguishing among individual needs
related to culture and language, poverty, mobility, or exceptionalities and providing appropriate
services may require a combination of services and personnel.

In striving to improve services for culturally and linguistically diverse students at risk, we
cannot be content with a system that serves only a proportion of the students well. Teachers play
a central role in the referral and intervention process for children at risk, for they are key to any
effort to institute prereferral and intervention strategies that emphasize curricular and instructional
adaptations for students from different cultural and linguistic backgrounds. Because so many of
these students at risk may also have external issues that intensify the teacher/student relationship
and capacity to succeed in the school environment, teachers, counselors, and school psychologists
are encouraged to become aware of appropriate counseling techniques, a: well.

The annotated bibliography that follows provides additional information on language
minority students who may be at risk. The suggestions offered weave counseling and intervention
strategies into curriculum and instructional processes and program coordination. They have in
commen a commitment to acknowledging and appreciating cultural diversity and improving
educational opportunities for culturally and linguistically diverse children and youth. Because
language-minority students make up a growing portion of our future work force, it is imperative
that they be provided an equal opportunity for developing sophisticated capacities for continued

9 See Berman. P., J. Chambers, P. Gandara, B. McLaughlin, C. Minicucci, B. Nelson. L. Olsen, and T. Parrish.

(1992). Meeting the Challenge of Linguistic Diversitv: An Evaluation of Programs for Pupils with Limited
Proficiency in English, Berkeley, CA: BW Associates.

Murphy, D . (1986). "Educational Disadvantagement: Associated Factors, Current Interventions, and

Implications.” Journal of Negro Education, Vol. 55: 495-507.
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learning and language development.

ANNOTATED BIBLIOGRAPHY
Aronowitz, M. 1984, "The Social and Emotional Adjustment of Immigrant Children: A

Review of the Literature.”" International Migration Review. vol. 18, no. 2, 237-257. .

This article reviews the existing research on the prevalence of social and emotional
adjustment problems among immigrant children, examines the findings on the kinds of
adjustment problems exacerbated by migration or particular to immigrant school children,
and reviews and assesses effectiveness of intervention programs developed specifically to
aid such children. Also considered is a theoretical framework which would facilitate
conceptualizing the process of immigration among children, their particular needs, and how
these might best be met by primary and secondary preventive interventions.

Barona, A, and E.E. Garcia. 1990. Children at Risk: Poverty, Minority Status, and Other

Issues in Educational Equity. Washington, DC: National Association of School
Psychologists (NASP).

This publication is geared to the school psychologist and addresses the issues of educational
equity as it impacts those students labelled "at-risk." There is an emphasis on the challenges
faced by those students at risk who come from linguistically diverse backgrounds. There are
four parts to this publication: (1) Issues in Educational Equity; (2) Delivery of Educational
Services and Interventions with Low SES and Minority Children; (3) Educational Support
Strategies; and (4) Assessment.

Borders, L. and S.M. Drury. 1992. Counseling Programs: A Guide to Evaluation.

Greensboro, NC: University of North Carolina Press (Sage Publications).

This comprehensive text reviews techniques for evaluating an entire counseling program for
its responsiveness and effectiveness. It offers a student-centered approach to evaluating
learning environments and methods to assess teacher and parent needs and opinions.

Cole, S., A.R. Thomas, and C.C. Lee. 1988. '"School Counselor and School Psychologist:

Partners in Minority Family Outreach." Journal of Multicultural Counseling and
Developnent. vol. 16, 110-116.

This article discusses the various and expanded roles school counselors and school
psychologists play in serving culturally and linguistically diverse communities. The emphasis
is on developing a partnership model with community resources and establishing alternative

methods of providing family consultation services and paraprofessional development and
coordination within these communities.

Cuellar, A. and M. Cuellar. 1991. "Winners' and Losers' Circles: Conceptions of Social

and School-Based Factors Affecting Student Achievement.”" Journal of Educational
Issues of Language Minority Students. vol. 9, 115-136.

This article states that mincrities, especially those groups with language barriers, have a
tendency toward low scholastic achievement, and dropout rates among these students are
unacceptably high. The authors analyze the literature about students at risk, dropouts, and
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academic exceilence to establish a relationship between experiencing excellence and being at
risk. Several elements and methods are identified as being successful in preventing low
scholastic achievement and dropouts, which include: individualization of instruction,
promotion of a group setting; peer counseling and mediation; team teaching, a program of
incentives for both students and instructors, year-round schools, a rigorous system of
dropout accountability.

Gingras, R.C. and R.C. Careaga. 1989. "Limited English Proficient Students At-Risk:
Issues and Prevention Strategies." Silver Spring, MD: National Clearinghouse for
Bilingual Education (NCBE).

This paper focuses on the dropout problem among limited-English-proficient (LEP)
students, defining the terms "LEP" and "dropout." Statistics on LEP populations and
"minority" dropouts are presented, and the relationship between low