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FOREWORD

Tms purposk of this bulletin is to help teachers, supervisors, admin-

istrators, and other educators improve the English skills of cultur-
ally different youth. Interest in this subject exists wherever a large
segment of the school population can be so characterized. Various
attempts have been made in recent years to discover administrative
organizations, teaching prdcedures, and instructional materials to aid
in solving this problem. _

In an effort to gather available research and successful classroom
practices, the Secondary Schools Section of the U.S. Office of Educa- .
tion invited a group of leaders to palticipate in a 3-day conference,
May 81-June 2, 1962, on Impraying English Skills of Culturally Dif-
ferent Youth in Large Cities. is bulletin consists of excerpts of
the formal talks presented at the conference. Although the available
research is discussed and genera philosophical principles are in-
cluded, the major emphasis is on shccessful experierices in the class-
room on an individual schoolwide and citywide basis.

It is hoped that the dissemination of the principles and practices
described herein will encourage and assist all those who are currently
engaged in meeting one of our most significant educational problems,

J. Daxn Huve, Director - Eric R. Barrr :
Instructional Programs . Assistang Commissioner
‘Branch Division of Elementary and

Secondary Education
\ - ' o
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The Nafure and Values of
Culturally Different Youth .

* Cuarces J. Carrrrr
Hofstra College
Hempstead, Long Island, N.Y.

- Ir 18 imbedded in the very heart of our American democracy that we

- must work at the task of improving the lives of our people who find
themselves on a lower economic, social, and educational level than the
great middle-class majority. There will always be classes; there will |
always be groups of people composing strata, even though the condi-
tions and the characteristics of those strata may constantly change.
As one group finds its way out of the prizefighting ring into profes-
sional baseball and then places some of its sons and daughters among
the teachers, lawyers, doctors, engineers, and business leaders, another
group forms at the lower economic level, either imported from a hun-
gry or despotic land, or home-grown among the displaced persons of
industrial towns that lose their factories and farm lands that turn into
empires whose fields and orchards are harvested by itinerant laborers
and pickers. ’

If we set aside the derelicts for whom there can be only succor and
welfare, then the lowest level remains the lowest; but it is constantly
rising even as our entire society rises, so that the migrant workers of
1962 are no longer Steinbeck’s “Joads” of the thirties. In the large
cities the tenements and walkups are being leveled and replaced by
large housing projects where there is grass and where ceilings do not
crack and fall. Yet the bottom is still there, consisting of those peo-
ple who have not had time, opportunity, or perhaps the desire to be-
come like those of us who set the goals, form the tastes, select the art
forms, and establish the values which are written into our laws and
customs.

It ig true that the prescription for how an American citizen shall
behave, by what standards he shall live, and by what morality he shall
abide are determined largely by those who have come out of schools
and colleges and been brought up in middle- and upper-class families,
Behind those institutions are centuries of man’s learning and living,

L
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where knowledge and tradition have been brought together to make
up the ways of our adjusting to one another and the world. '

It is because of that history, evolved from a Judaeo- Greco-Roman-
Chnstxan-Demoé*tlc complex, that we are not content to let things
happen as they will. We are compelled to influence our people to
adopt our basic cultural and political values, especially those em-
bodied in our Constitution and national documents. This is as it
should be. It remains only that we learn how to bring about these
changes without harming others and ourselves.

One of the dangerous by-products of the attempt to raise the “cul-
tural” and educational levels of those who are different is thaf, in the
attempt to make them over, our teachers strip them of dignity, of in-
dividuality, and of self.

- Not too many months ago a group of Puerto Rican boys were sit- .
ting at a table in a corner of a New York City high school cafeteria
discussing Cuba’s Castro. At other tables, nearby but somehow dis-
tantly separated, other boys of other origins looked across, some an-
ndyed, some sneering, some hostile.

“What’s the monkey talk for? Why don't they use English?”

And why not? Since they had first come to school, those Puerto
Ricans had been admonished daily by their teachers to talk Enghsh,
otherwise they “would never learn the language.”

Somewhere else in another school a group of Negro youths were
speaking in a strange kind of dop, that mysterious new language built
upon some of the roots and forms used by Negroes more than a hun-
dred years ago, but updated now with musical terms and common
words carrying hidden meanings. )

In each instance, their languagu was a deliberate attempt to exclude
outsiders from invading their privacy. Wherever thereisa congrega-
tion of people, isolated for one reason or another from the main cul-
ture, language seems to become a weapon and a wa]l a bulwark for
the preservation of dignity and self. It does not begin that way.
Language starta with the need of men to go beyond the communion of
existence, where eyes and nose and skin are sufficient to carry identi-
fying messages to the brain so that a man knows where he is and what
he feels. Language begms out of a necessity to express what is inside
the self and to communicate it to someone outside the self. When
there are many men living in the same time and place, who by their
living together are foroed to share burdens, to witness experiences in
concert, to react to outer dangers as a group, language becomes the
means of survival. Further developed, it becomea an art form of a
people by which they reveal to one another whatever secret and irre--

. preesible emotions and ideag have emerged out of the activity of the
glands and brain.
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It is here that language becomes the personal property of the in-
dividual and of groups of men and women, setting them apart as per-
sons and as people. Because language does belong to a man, we dare
not take it away. We may not demand that it be supplanted with
another language, nor be suppressed, nor ridiculed. ‘Those are de-
stryctive ways.

We may only respect the language as a part of the human being,
and perhaps ask that another language be added; but such an addition

- can occur only if the reasons for it are understood and accepted.

. The language of a minority group has the same relationship to the
cstablishment of a sense of self a8 the identifying club jacket has
for the teenage club or gang. When Spanish-speaking youths from
Puerto Rico or Mexico defy the strictures of their teachers and the
scornful glances of their non-Sp&nish schoolmates saying, “Why
should I learn Englisht My language is Spanish”; and when the
P’uerto Rican goes further saying, “Besides I am an American citizen
us much as you are,” what are they saying to us? What feelings have
been ruffled, what deep emotions irritated, what beliefs challenged,
and what inner sense of dignity insulted ¢

Too often these situations have occurred. We, the teaching group,
and we, the native-to-these-streets group, have somehow. held ourselves
higher than the newcomers. We have made them understand not that
we welcome them as thej are, whatever they are, but that we wish to
make them over in order that they may become like us.

The Puerto Rican islands in Manhattan, the Mexican sections of
California and the Southwest, the Negro Harlems of all our big cities
in the North and Midwest, the three main rivers of migration running
up and down the two shores and the center line of our Nation follow-
ing ripening crops—these are not, very different from the Delancey
Street Ghettos and the Little Italys of the early 1900’s. All exist be-
cause people who understand each other’s ways hold themselves to-
gether against other people who would either cast them out, wall them
in, absorb them, or eat them up with words like assimilation and
Americanization. People do not want to be Americanized in the same
way that they can be atomized, and they do not want to feel that they
must develop cultural tastes and abilities to replace what they already
have. 4

How rigid we are, we of the educated American middle class! We
make Carol Kennicotts of all those who come to our main streets, or

= ‘else we impose the costume and the makeup of our little stages upon

all the young actors who come to play with us, pushing them into a
faceless chorus line.

We tell them they must speak as we do, read as we do, follow our
customs, and adopt our moral values. We attempt to impose our




L9
ERIC

4 ENGLISH SKILLS OF CULTURALLY DIFFERENT YOUTH

music gnd art upon them and insist that they admire our technology

. agif the very differences that make them what they aye, individuals in

their own right, make them less than we instead of only different.
T'he problem, then, is one not only of language and reading, but also

of socialization—and bejond that, it is a problem of values and phl-

losophy.

" How far shall we go with the announced educational ideal of creat-

ing a citizenry of well-rounded men and womeni IHow round shall

- we make them, turning them into marbles that can be rolled on the

earth? How far shall ‘'we push to achieve the images of excellence we
have before our eyes? What kind of happiness shall we insist upon
their pursuing? And how prohtahle must their leisure time activity
be? (Or do we forget that, if it is profitable and active, it is no longer
leisure but work.)

On the other hand, to what. extent shall we encourage difference and
provide the atmosphere in which the eccentricities and the individuali-
ties of each human being may be developed for whatever purposes
that impel him from the inside out? How strongly shall we'adhere
to the concept that a man’s life belongs to him alone and he alone can
determine how it shall be lived, setting up only the proviso that he
not interfere with or harm any other person in the living?{

I do not believe that these questions are incompatible with one an-
other. I do not believe that we must decide for the “good citizen”
over the “rugged individual,” but much of our practice has been just
that kind of choosing

Perhaps it is one of the elements in the nature of man that he must
feel the superiority of his way over all others, or else consider himself
inferior. Perhaps it is programed into the ambivalent ego of man,
which sees itself both superior and inferior at the same time, that he
must hold tightly to what he is and try to change those over whom
he controls, whether it be through the domination of a teacher, the
weight of majority numbers, or the length of time lived in the neigh-
borhood. In any case, these thoughts lead us to the question of what
to do with those who are not all like us. '

If that sense of self is in us, it is also in those who are culturally
different; and this is the cause of difficulty because that very knowl-
edge of bemg numenca].]y inferior, new to a place, less affluent, or
lower on a social scale inspires a battery of defenses designed to pro-
tect the ego itself. Man finds it very difficult to admit that there are
those who stand above him. The poor man says the rich cannot be

" happy with his wealth. The illiterate says the egghead does not know
~ which end is up when it comes to practical things. The man who has

been forced by his physician and his heart attack to give up smokieg
says all those who g}moke are idiots. )
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So those who are culturally different from the majority among
whom they are forced to live must resent and reject efforts which they

‘suspect are directed toward making them change, if accompanying

those efforts there are indications of disapproval and denigration.
Unfortunately, with intentions that are sincere and humanitarian and

 altruistic, we who teach or are involv in éducation in any of a hun-

dred ways manage to'demonstrate thaf we do not accept those who are
different for what they are. '

How do we do this? Perhaps one of the classical criticisms of -

Americans abroad will demonstrate it. “You think everyone must
learn to speak English, so that when you come to our hotels you will

be understood,” an Italian said. “Why do you not bother to learn our '

language if you are going to travel in our country {”

“Americans think the whole world belongs to them,” a French store-
keeper said. “No, I cannot accept American dollars. You will have
to change them into new francs.”

To bring it closer to home, into the very heart of a family, let us
consider the teenage child who rejects classical music as being square.
It is not because he was born with a dislike for the tones and rhythms

of the concerto or the symphony, but because he had been made to feel

that his jazz, swing, rock n’ roll, bop, or twist are looked down upon
by his parents when they ask him “Why don’t you play something
decent!” We do not really intend to say that his music is indecent.
We mean only to say that we have outgrown it, that its sound is dif-
ferent from the sounds we have come to enjoy, that it is too loud, and
that it is somehow associated in our minds with behavior systems
which we cannot approve. We mean also to tell him that we find
richer meanings, finer skills, and more intellectual stimulation in.the
more classical forms. Because we love him, we want our child to en-
joy this too; but we have tried to take something away from him in
the process, because a teenager’s music belongs to him, is part of what-
ever he is, and he considers an attack upon it to be an attack upon
himself.

Cultural differences mean differences in value systems, and it should

be evident that I do not separate the culturally different only in terms
of national, migrational, or social scale groups. Teenage children are
culturally different from the adults who are their parents and teach-
ers. The problems which fttend the concept of differences are uni-
versal. Difference leads to conflict; conflict leads to offense and de-
fense where the larger force is almost compelled by the nature of
things to absorb the smaller force, and the lesser force is compelled to
resist. It cannot permit itself to be assimilated out of existence.

Thus what we mean by education, the leading away from whatever
i8, becomes a battle joined until we are capable of seeing the process

e
"
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of learning and teaching as an interaction rather than the subyaission
of one group to another. c .

The child has a reality which is the life he is living. He has him-
self and the world outside of himself which he takes in through his
senses and refashions in his brain accorlling to whatever has hap-
pened during past experiences. 1fwe would be effective in our school
communication with him, then we must admit the reality of that self
in our classrooms. A

But where is there a reflection of this child and of the world in
which he exists? What textbook confronts him with reality? Where
can he see himself! And where are those pleasant sensations which
have pleased him in his own world, with which he can be motivated to
enjoy this other world of school f :

Our fears of exposing young people to the kinds of truths their
parents might find objectionable, or for which pressure groupe might
attack us, force us to feed a bland diet of tasteless foods, where bitter
and strong flavors have already titillated young adult taste buds. We
| are in competition with televisioy and motion pictures; with news-

papers, magazines, and paperbacks; with crowds of friends on street
corners, at beach parties, and in cellar basements. We have our pupils
from homes where unhappiness is a reality, where there are unpleas-
ant emotions which make it imposgible for them to recognize a stewed
prune kind of world where no child hatee his father or peers. In most
of our classes, then, we dare not cater to the interests of our students,
even though we know that those interests will sharpen their percep-
tions, irritate their nerve endings, and activate their brains.

How much worse it is when the child comes to us from another
language, or another segment of our society, or a traveling home with
another set of values and with a much stranger c&pt of the world!
How much more difficult when his language patterns, even in English,
are built upon conceptual differences, so that a cup sits on the table
because in his experience there is no need for a saucer! How much
more difficult if his schooling must follow the trailer camps and the
crops; or if his color pushes him into a corner apart from the clean
white faces which belong to the clean white world of textbook illus-
trations!

So, having tried to impose our language upon young people, reject-
ing their mother tongue, or their peer group’s meta-language, and be-
ing prevented in most places from at least dealing with truths that
they will understand, we are forced out of our desire to give them

- something, to place. before them pictures of ideals that cannot be
matched. We defeat them with our assault of honesty, goodness, in-
tegrity, bravery, and courage as the qualifications of humanity, setting
up for them images of excellence which are impossible of imitation.

[RIC e
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This we have managed to do for all yoaths, not only those who are
considered culturally different.

We hold forth such values in almost uncompromising fashion, pre-
tending that these lie behind the precepts which any fine American
must follow. In doing so, we are telling them that, whatever dis-
honest act they may commit, whatever anger or spite they may feel
against sibling or parent or neighbor, whatever fear they exhibit or
act of cowardice they may perform simply because they are not super-
humhn, they face condemnation. We are telling them further that
they are not worthy to be in the world as we see it.

This is no exaggeration. Where in the textbooks will a youth have
revealed to him the weaknesses of a Washington or the inadequacies
of a Lincoln? Where will he find it said that men are not always
strong, that there are times which encourage cowardice because the
desire to live is stronger than the desire to be heroic at a particular
moment in a particular battle?! Until what semester must he wait
before some teacher will make an acknowledgment that our heroes
were also people like Lord Jim or Fleming, and that during World
War IT our soldiers were capable of inhuman acts? I do not know
whether we are to be forgiven or not for wanting to hide these aspects
of our character which are not praiseworthy.

I have no intention of demeaning either our country’s heroes or the
values of our society and culture. There are characteristics of human
behavior which we do admire, as a Nation and & people, and there is
value to our trying to emulate them. But admonition and preach-
ment are not effective teaching methods, and the half truths of history
and the fiction of shoddy fiction are both forms of exhortation, Ido
intend to point out that, if we are to have any success in our educa-
tional exchange with youth, then our share must be the honesty of
things as they are. :

Therefore, we must know how things are. Most of us who have
become teachers have spent from 2 to 5 years learning about children.
Where we have been fortunate, we have been taught by professors
who themselves had some knowledge gained from classrooms and
from facing the problems of the active teacher. In thai way, if we
remember what we have been taught and what we were when we were
vouths, then we come with some measures of competence for the teach-
ing of youth. But how many of us have studied enough anthropology
to be able to recognize the differences and accept the behavior patterns
of people from another world? How many of us have been preparséd
by field experiences in sociology to realize what constitute the ele-
ments of a migratory population? Are we prepared to accept, with-
out blanching, a set of values different from our own and then do no
more than point out the differences, laying down no moral platitudes?
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1t is the failure to recognize the possibilities and the §mplications of
cultural differences that makes for a failure with young people. We
need to know, before they come to our classes, what Puerto Rican
children are like and what we may expect from them. We need to
know them as a cultural entity and as individuals within that culture,
so that their inordinate sense of dignity not be affronted and their
nationalistic yearnings not be stepped on; for their sense of already
having been rejected by the new people of their new environment has
made them wary of us.

We need to know that there are Negro youths who have been so
buffeted by their white neighbors that they have grown a hatred for
the white world, and we must learn to listen to them, trying desper-
ately to discover what they are saying when they behave in a way that
seems peculiar to us. 1What is the source of their defiance or their
sullenness? How much do they resent the lip service some of us give
to civil rights?

We need to know how to admit that theye is color, not try to wipe it
away as if it did not exist with a pretense that all men are the same.
All men are not the same and children know it better than adults.
More than that, we have to understand our own unconscious preju-
dices, those glances and withdrawals which communicate what we
feel regarding people of different origins, even as our minds are tell-
ing us we feel nothing and our mouths are tel]mg others that we love
them.

. We have to understand the fact that culturally different does not
mean devoid of culture, and that children of Negro, Mexican, unedu-

cated, bookless, and houseless families do not come to us with nothing.
Let me repeat—they come with selves and with a sense of belonging
to whatever group is theirs. They, too, have parents and they, too,
have brothers and sisters; and in some cases they, too, have individual
beds which they do not have to share with four other persons. They,
too, have television and have seen motion pictures, and in these re-
spects they are the same as any other youths.

Finally, we have to understand that many of them come to us, too
often, with shattered dignity and frightened selves and that their hos-
tility is too deep to be seen by our eyes. They have learned long ago
that one can hide things from strangers who have not yet discovered
how to Jook at other people and know what they are seeing.

These are the ones we must cultivate, must help to grow a trust in

that the values by which they have lived are often directly in contrast
with the values of our society, and until we can accept their behavior,
however strange and antisocial it may be from our point of view, we
can never hope to help them. Perhaps we must even question our-
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selves and our motives once again, looking carefully at some of the ' .
concepts we have held close] Yy in our hearts and minds, '
" There are other questions whicl, e must ask ourselves. If we are '
convinced that one must know how to read in our society and to speak

so that he can simply get along with those who do not know his lan-

guage, we must remember that the language of the United States is

English, not Spanish, or the Negro meta-language, or the dialects of

the migratory workers. The question, then, is how much must we ac-
complish; where do we set the limits of our goals? Shall we try to

make every child, regardless of his origin or his subgroup, an appre-

ciator of fine literature, feeding him Silas Marner, or even Salinger

because the books are there and he “must read for pleasure”? Muysgt

‘every American learn to derive his pleasure from this type of read-

W6 are wrong, that we can erect impassable walls for ourselves,
When we are dealing not only with Young-people who are already dif-
ferent from us because of their age, but also with those who have
differences which are a result of color, national origin, occupation,
educational level, or economic status, our answers need to be clear,
realistic, and as right as our intelligence can make them,

When we have found our answers and our new perspectives, or even
reinforced those ideas which we already have through a new examina-
tion of this problem, then we can go about helping those youth who
need our inspiration and our confidence. Then we can create images
for them, not golely out of the legendary excellences of our history,
but out of ourselves—sympathetic, honest, capable, and understanding
selves—with whom these young peaple can first of al] communicate
and finally, we hope, wish to emulate.

FRIC  ~— R



L9
ERIC

-

<

Society, the School, and‘the
Culturally Deprived Student

ALLisON Davis
" Professor of E'ducation
University of Chicago
Chicago, III.

)

EARLY 15 years ago, in an address to the general session of the

American Association of School Administrators, I pointed out
that our efficiency as a Nation and the preservation of our position
vig-a-vis the communist powers depended largely upon our learning
how to motivate and teach the socioeconomic groups in our schools.
For our national survival, the most important fact about our low
economic groups is that t,hfy include more pupils with high IQ's than
do the middle economic groups.! The reason is that the great ma-

jority of our pupils come from the lower socioeconomic groups. In’

New York, Chicago, or Detroit about 70 percent of all public school
students come from the working-class families. On the other hand,
only 30 percent of our school populations in the large industrial cities
come from the white-collar, business, and professional families. Day
by day this proportion is being reduced by the migration of the mid-
dle and higher socioeconomic groups to the suburbs.

In America we have one and only one way to get the complex work
of our industry, business, science, and government accomplished at an
incrensingly efficient level with the advent of each generation. That
method is literally the recruitment of able and ambitious people from
the working-class level into the middle level, which is the level of the
engineer, the scientist, the teacher, and managerial groups in industry
and in education. Asa Nation, we must have the brains and the phy-
sical efforta of these people who move up from the working-class fami-
lieainto the higher sociceconomic groups. Any school program which
does not encourage this majority group, which does not discover the
ability in these millions of pupils, and which does not help develop

1 Kenneth Eells ot al. Intelligenocs end COulturel Diferences. Chicago: Uh(veulty of’

Chieago Press, 1951. p. 120-101.
<

10
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cconomy i8 handicapping us in a race against time.
Sputnik I shook our complacency about our competition with the
communist world. However, we apparently have not yet realized that

a nation which does not dovelop an effective program for educating

the children of two thirds or more of its population is inviting dis-
aster.  We are greatly outnumbered. ‘I'he only way we can keep
ahead or abreast in this race is by finding and using a higher propor-
tion of our able people in the lower socioeconomic groups.

One of the most serious errors we could make as a Nation and as
vducators would be to believe that the less than half of our population
which 18 in the middle and higher economic groups can furnigh
enough scientists, engineers, teachers, production men, and skilled
workers to enable us to maintain our world position. We shall need
the able children from all low-income groups, including the southern
white or Negro groups, the northern groups, and the foreign born,
In fact, we must have themn; our survival depends upon our ability to
train them. Anyone who has the idea that the school can drag its feet
with these groups had better reexamine his view of the future, the
nmmediate future. The question is now a matter of how many such
people we can develop within the next 10 years.

The Importance of Migration in American History

One fundamental social process has created the United States: that
life-giving process has been migration. The migrations from Europe
and the forced migration from A frica supplied our basic population.

and unified our country.

Starting with the First World War, when migration from Europe
wassharply reduced, the internal migration from the farm to the city,
and from the South to the North and West became the major factor in
the industrial expansion of our country. “The basic cause of this mi-
gration was the need of northern industry for unskilled and semi-
skilled labor which had formerly been obtained from Europe.

All these migrations were regarded as unwelcome and socially de-
structive by the groups which had arrived st an earlier date and
which had become partially acculturated. A fter they had spent just
one generation in America, those who had come here to escape perse-
cution or failure in Europe feared and resented the next wave of im-
migrants. Those of English origin looked down on the Irish and

e

and guide these able students into productive skills and jobs in our

The internal migration from the eastern States to the West developed

__“.
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(Germans, rejected the Swedes, and so on.? With the bone-wrenching,
heart-twisting impuct of the strange, crooked, complex city upon the
migrant and his family, it is no surprise that many of them suffered
an emotional and psychological trauma. (Betwean 1920 and 1960 the
northern Negro had the highest rate in the United States for commit-
ment for mental i1llness.) - '

Today, in our cities, the problems of educating the masses of the
students are intensified by migration from the South and from Mexico
and Puerto Rico. The flight from the South to the North and West
has been the largest internal migrution in the modern occidental
world. Its history has not yet been written. We do not understand
its sweep and power, or its almost infinitd complexity. The writersin
the future wlio attempt to understand this endless series of migra-
tions from the South will gain an epic view, I am certain, of an almost
superhuman effort of peoples who uprooted themselves and in millions
of cases sacrificed themselves so that their children might have a
better chance.

?

Comparison of Middle- and Lower-Class Behavior
‘ and Values

The future of our Nation industrially and socially depends upon
the ability of the schools to help large numbers of children from
working class families learn the basic skills essential both to social and
economic life. The schools have not yet'learned how to give this
training effectively. The major cause of this conflict is the conflict
between the middle-class values and goals of the school and the cul-
tural patterns of the families and students in the lower socioeconomic
group. Before attempting to develop new approaches to this problem
within the school, we need a clear and specific knowledge of the be-
havior and values which the students in the lower economic groups
learn from their families and peers. Unless we know how the culture
of the family and gang motivate the student, we shall not be able to -
change his motivation so that he will learn either the old curriculum

' W. L. Warner and Leo Strole. The 8ocial Bystems of American Ethnio Groups. New
Haven, Conn.: Yale University Press, 1948. p. 1-20, 67-1032; Francls J. Brown and
Joseph 8. Roucek. One America. New York: Prentice-Hall, Ine, 1048. p. 83-119,
and Ernest Burgess, ed. TAe Urbam Community. Chicago: University of Chicago Press,
1926. p. 4§-04.

s Allison Davis. Bocial-Class Infiuences Upon Learning. Cambridge, Mass.: Harvard
University Press, 1948. (The Inglls Lecture) ; W. L. Warver, Robert Havighurst, and
Martin Loed. WAo Shall Be Educated? New York: Harper and Brothers, 1963 ; ané
Patricia SBexton. Edusoation and Income.’ New York: The Viking Press, 1961.
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which we now follow or the new curriculum which we hope 1o de-

4

\ 0[()]). i *

‘At HOI’“O ot . -

The usual parents in each social level are preparing their child for
the kind of life (the type of work, of sexual controls, and of ‘educa-
tion) which is approved and desired by members of his own social
level.  From his birth, the middle-class child is trained in a cul-
tural world which demands early social and intellectual attainment.
Therefore, to speed through the lengthy ways of the middle-class
training, parents use methods which build a desire for achievement
in the child himself.

In working-class families, however, the child learns to seek other
pleasures and to want other types of prestige. Qugwing up in the
street culture of blighted areas, living in tenements and kitchenettes,
the child of our white and colored slums learns a characteristic pat-
tern of ambitions, pleasures, and habits. Not only is his organic life

. expressed more directly, but his basic psychological responses age also
less frustrated. Ho is allowed to fight when he is angry. Frequently .
he fights with his brothers and sisters. Physical aggression is re-
garded as normal. Because fighting is common in his family and in
his neighborhood, he learns to take a blow and to give one. His par-
ents believe that beatings are the normal way of controlling a child
(or 8 wife). Thus he gets his thrashings regularly and learns not ¢o
fear them. '

The lower working-class child also has his share of fear and worry.
His family is more often struck by disease and by separation. Their
chronic poverty breeds fear of eviction, of homelessness, and of hun-
ger, the most constant of all his fears. On the otler hand, his family
and his gang teach him not to be afraid of a fight, not to be intimi-
dated by the teacher and the police, and not to fear injury or even
death.

The lower working-class child also grows up faster, in the sense of
achieving personal maturity. He is not protected from the crises of
life. He sits with the ill and the dying. Even as a 6-year-old, he
listens to family discussions of unemployment and marital-difficulties.
He “lives fast” in a society where he will become a man or woman at
13 or 14. _ ‘

The culture of the working class also differs from that of middle-
class groups in its concepts of manliness and womanliness, The boy
will learn to be more male—coarser, more aggressive physically, more
openly sexual—then thé average middle-class boy. The girl will be

\
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14 ENGLISH SKILLS OF CULTURALLY DIFFERENT YOUTH

bolder, more outspoken sexually, than the girl trained in a middle-
class family. Thus, by the time he is 13 or 14, the adolescent in low-
status communities has learned a deep cultural motivation which js
different from that of most teachers, and regarded by them as un-
acceptable.

At School

The verbal and academic loading in intelligace tests is a powerful
determinant of the retardation and discouragement of the children
and adolescents from the lower economic groups. Word games, such
a8 those in the test, phrased in standard English, are not familiar to
low-status children. /In fact, by the time they are 2 years old, the
children from the lower sociogconomic groups already are inferior in
verbal skills to those from the middle class. It is inevitable, there-
fore, that even at this first-grade level low-status children should not
perform as well on tests and on the verbal aspects of the curriculum.

Moreover, after the primary grades, the superiority of the middle-
class child-in verbal skills and academic habits inqeaaea faster than
that of low-status children. The reasons are clear? the pressure ex-
erted by his parents, and the pace they and the teacher set for him, as
well as his opportunities to learn language, also increase fuster than
similar pressures and opportunities of the low-status child. Thus, by
the time these two cultural groups have reached the secondary school,
the Jow-status students are farther behind the middle economic group
of students than they have ever begp. This retardation, as we euphe-
mistically call it, exists in all areas of language and the curriculum.

The school cannot be expected to effect. rapid changes in academic
behavior which has been developing since the individual was a young
child, nor can the school quickly modify the students’ social values -
and behavior which have been learned in the family and other institu-
tions in our urban low-status communities. It is especially difficult to
initiate such changes with the adolescent, for his academic habits of
speech and study, as well as the social habits of recreation, gang be-
havior, and sexual exploration are already established.

Nevertheless, the school actually does stimulate changes in certain
basic types of cultural behavior, such as clothing, food habits, house
furnishing, manners, and even in occupational aspirations. Many a
girl from a poor, working family is now a nurse, a typist, a recep-
tionist in a medical office, or a clerk in business or government because
the high school raised her level of aspiration, and becapse the home
economics teacher or the teacher of business encouraged her to hope
and to try. In most such cases, the teacher has said nothing; but the
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teacher’s example, as well as her encouragement and acceptance of the
student, has had its effect, sometimes years after the girl’s graduation
from high school.

Usually the school is the one place where the student from the slums
has the chance to associate with and to want to become like a middle-
class person. We have found that the powerful influence of the school
and its goals often shows its effects upon the student 10 or 15 years
after graduation. Often when the teacher thinks that the student has
long since failed and been lost in the world of the gslum, he learns that
the student has become a nurse, the owner of a small business, or even
a teacher! Simply because an adolescent receives a failing grade in
an English, mathematics, or biology course, one must not believe that
he is destined to be a failure in the real world. The correlation be-
tween high school grades and later income is low (and possibly zero
for the working class) just as the correlation between IQ and teach-
ers’ grades is only +.3. Both the intelligence test and high school
courses are poor predictors o f later success in the world, especially for
hoys. 1In either of the cases mentioned above, the correlation would
have to be +-.85 and preferably 4.9 to enable one to predict with any
degree of accuracy in the cases of individual students,

The Teacher’s Predicament

More than 95 out of every 100 teachers are from the middle socio-
economic groups.* The teachers, therefore, come from a cultural way
of life markedly different from that of the majority (60 to 70 percent)
of the pupils. ’

A young and hopeful teacher, trained in our best colleges and uni-
versities, often undergoes an emotional trauma when he begins teach-
ing in a situation where the majority of students are from families of
the lower socioeconomic groups. Many new (and old) teachers find it
impossible to understand the attitudes and values of these pupils; they
ams puzzled by the students’ reactions to the material and to the in-
structor, and by their often sullen, resentful behavior. Such teachers,
coming from middle-class backgrounds and possessing highly aca-
demic training from colleges and universities, experience a cultural
shock owing to the great difference between their own training and
academic goals and those of most of their students. The result in
many cases is bewilderment, followed by disillusionment and apathy.

¢ Warner, Havighurst, and Loeb, op. cit., p. 15-45.
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Principles of Teaching and Learning

It seems clear that the first thing we have to do if we are to help
these “retarded” students to change their attitudes toward themselves
and toward the school work is to change our attitudes toward them,
If they are to develop hope for their future and faith in their ability
to achieve a useful life, they must feel that we have faith in them.
No one does well in life unless he feels that someone has faith in him.

In stimulating new learning in the academically retarded student,
then, we need first a new relationship between the teacher and the
student. The teacher will have to initiate this new relationship by
trying to understand the student and his strange stigmatized culture.
The teacher also must remember that the processes by which human
beings change their behavior (learn) are extremely complex and
usually slow.

The major principles involved in the student’s learning what the
teacher has to teach may be stated as follows:

1. All learning is stimulated or hindered by the teacher's feel-
ing toward the student. Teacher and student must trust and have
faith in each other.

2. All school learning is influenced by the cultural evaluations
which the teacher makes of the student, and which the student
makes of the teacher. Often in rejecting the student’s cultural
background, the teacher appears to reject the student himself as a
human being. In return, and as early as the first grade, the stu-
dent may reject the culture of the school and of the teacher.

- 3. All school learning is influenced by the student’s cultural

- motivation, by the degree of interest and drive with respect to

school work which the student has learned in his family and peer
group.

) 4. All school learning is influenced by the presence, or absence,

* of intrinsic motivation in the curriculum itself. Neither the

teacher nor the student can create interest in wordy rigmarole or
in dull unrealistic writing assignments.

Positive Steps for Improvement - |

Teachers know that it is impossible to interest the majority of pu-
pils of the lower socioeconomic levela in the present traditiopal prim- -
ers, basic readers, and grammar and English composition textbooks.
Teachers realize that most of their time has to be given to discipline
because the curriculum has no reality or interest for these pupils. It

Q L - - |
ERIC e ' B



- .

SOCIETY, THE 8CHOOL, AND THE STUDENT 17

is this overall Structure, consisting of a narrow academic curriculum, '
of equally narrow and outmoded kinds of tests, and boring unreal- ‘
istic textbooks, which kills the ability and interest of most of these
students, |
Scientific studies at several. universities have shown that students
learn best only when the Inaterials and readings genuinely intepest
them. The scientists have proved what every teacler already knows—
no interest in the materials results in little or no learning! In this
respect, children are just like adults, No one does a job well unless it
lights a fire in him.5
Many scientific studies have shown, moreover, that speed in reading
and in arithmetical processes has no relationship to the understanding
of difficult content or to arithmetical reasoning.® Yet the primary
aim of the present curriculum seems to be speed for its own sake, so

may take steps to remedy these difficulties, If we succeed in taking
one of these steps, we shall be leading the way, for little or nothing is
being done. These are the steps I suggest :

L. Study of the school’s community. The typical teacher
knows little or nothing about the actua) values, motives, and feel-
ings of the lower socioeconomic community. Faculty members
will be helped in understanding the behavior of their pupils if
they learn these facts by individual case studies and home visits,
or by informal talks with the pupils in their classes. The faculty
as & whole may cooperate in g study, using census data on the

community and questionnaires and interviews with parents and
students. '

$Helen M, Robinson, “Summary of Investigations of Reading.” Joxrnal of Bducs-
lional Research, 1960-1941. p. 211-232, g ‘

*Willlam 8. Gray, “Summary of Investigations,” Journal of Bduocational Researon,
published annually from 1953 throngh 1959, passim,
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¥ ’ ]
tion without the participation of the majority of the most influ-
ential teachers in prolonged training programs.

3. New'reading materials. Here is an exciting opportunity for
the sensitive, alert, and constructive teacher to learn the real in-
terests and experiences of children and adolescents, and to select
stories and reading materials which will meet these interests in

~ the English #Jass. New reading materials of a realistic, exciting
kind usually will not necessarily come from college and univer-
sity professors. They will come chiefly from classroom teachers
who are in daily contact with children and adolescents. Any
alert teacher can find such stories or materials and test their value
with her classes. '

4. A more realistic curriculum. What I have said about read-
ing applies to the content of the rest of the curriculum. New ma-
terials in social studies, foreign languages, home economics, and
even mathematics which deal with life realistically, as the pupils
know it, are greatly needed, but up to now I have seen few texts
which have realism and .interest for students. Only school staffs
who know children and adolescents, their interests and communi-
ties, can select these new curricular materials. Let us have the
eyes to observe our students, the interest to use our observations
in finding pertinent materials, and the courage to use them in éx-
perimental form as a part of classroom work. We have had 30
years of talk about a new realistic curriculum. Where is the
new curriculum? We want to develop it and write it—not talk
about it. ‘

5. More provision for student discussion. We need a method
of teaching by which the students of all groups and all socio-
economic levels will be drawn into classroom discussions in each
subject. At present, the teacher usually fears to allow the low-
status students to talk freely; she is afraid of their English, of
the subjects they may raise out of real life, or of her own reac-
tions. But the best classes I have seen in the hundreds of schools
I have visited have been those in which there was free discussion
by all.

6. Integration of all groups into school activities. The inte-
gration of all groups, both in classroom activities and in extra-
curricular activities, is the test of human relations and of the
democratic ladder in any school. We must see to it that all
groups participate in all types of activities, not simply in athlet-
ics, but also in drama, the orchestra, and the other status organi-
zations of the school. :

/
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The Importance of Acculturation C

Finally, it is important to consider the problems of the culturally
deprived in-migrant and slum groups in their total social and eco- .
nomic matrix. This I have tried to do briefly, but I have omitted the -
factor of cultural change. With fuller employment, the upgrading of
workers from these groups, and the social opportunities which in-
creased wages afford, the basic process of cultural change, or accul-
turation, is being accelerated. It is this complex and widening process

of cultural change in the lower economic groups which is exerting the

most powerful force upon the child and adolescent.

We must remember that the family, the peer group, and the neigh-
borhood are the ultimate, determinants of most. of the nonadaptive be-
havior of these students in the schools. The school helps change these
cultural values and behaviors of the family, but like any basic cultural
change, the effecta of the school become apparent only over a genera-
tion or two. Such programs as those in New York and Detroit may
he realistic and effective for some individuals, but they cannot, of
course, change the basic economic and cultural patterns of the lower
income community. We should expect neither minor changes in the
curriculum, individual conferences with a few students, nor limited
work programs to solve most of the problems of the culturally de-
prived masses of students, ‘Only changes in the famil Y s a socializ-
ing agency and in the structure of education will accomplish this deep
and wide remotivation and reorientation of the culturally deprived
masses, : .

In this broader process, which s called acculturation, the school has
an important function, however, If one studies the communities of
the foreign born, he recognizes the basic changes in their standard
of living and way of Ii fe, which are caused chiefly by the school. But
this change requires time. The school is an important part of the vast
network of economic and cultural forces which are changing the mo-
tivation and the aspiration of the low status groups. Not only teach-
ers and schools are aiding in this sweeping process, but also the new
standards of living, new desires for better housing, better food, more
adequate medical care, botter jobs, and better communities and schools -
for all children. This mighty process of acculturation and the in-
creasingly available economic and social roles for these groups are
developing the motivation which stimulates the nse of intellectual
abilities by studenfs and adults, '

Acculturation is in the air, in the spirit of the time; it leaps across
the artificial barriers of residentia] and school districting; it moyes
whether the school is asleep or marking time. The process of accul-
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turation which is raising the standard of living and lifting the aspira-
tions of the masses in America cannot be stopped, although it is being
impeded. Its working is inevitable because all the new experiences of
the in-migrant, all the new things which he sees and wants for him-
self, as well as the new concept and role of & human being which he
tinds in the city, teach him new values and give him new drives. "It is
only through these terms of acculturation that one can begin to un-
derstand the tremendous efforts of the Negro Americans, after nearly
14 generations in America, for full participation in the public, eco-
nomic, political, and cultural life of the United States.

In this highly complex process of acculturation, which operates
over decades and ganemtions, the teachers and the schools have Ila-
bored hard, though at times blindly. Teachers have made sacrifices.
have given their hearts to their work, but often have been discour-
aged. Looking at the results of their hard, nerve-wracking work in
one class period, one semester, or one year, they have sometimes felt
that their lives have been wasted.

The sacrifices, however, have not been in vain. Time and work are
telling. In just one generation, the measured IQ of Negro children in
Philadelphia and Chicago has increased about 10 points.” Further-
more, the Negroes drafted in Illinois and New York City had a lower .
rate of failure on the education test used by Selective Services than
did the whites in the southern States. The percentage of Negroes pass-
ing the educational test in Illinois was 97.5 percent and in New York
City it was 97.6 percent—in both cases higher than the percentage of
whites passing the test in Virginia, West Virginia, North Carolina,
South Carolina, Georgia, Mississippi, Alabama, Louisiana, Texas,
Arkansas, Florida, Kentucky, Oklahoma, Tennessee, New Mexico, and
Kansas.* This examination was designed to eliminate only the defi-
nitely retarded. This rise in IQ and decline in educational retardation
must be attributed to the capacity of Negroes to learn well when their
educational and cultural environment is improved. Similar changes
are taking place in work skills and in community organization.

We know that a third of the white children of unskilled and semi-
skilled families in a midwestern city are retarded in grade placement
by the time they are 9 and 10 years old.®* When white children from
these lowest occupational groups are in their 10th year, they are abont

2 years behind the children from the top occupational families in

* Allison Davis. “The Education of Chlldren from the Lower Soclo-Economic Groups”
R. D. Hess, ed., The Urban Lower Olass. “dew York: Holt, Rinehart, and Winston, .1963.

® Selective Bervice System. Monograph No. 10, Special Growps. Washington, D.C.:
Government Printing Office, 1953. p. 147.

* Kenneth Bells et al. Intelligence end Oultural Diferences. Chlmm University of
Chicago Prems, 1951. p. 112,
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reading, and 10 points lower in IQ ratings.'® At age 10, Negro chil-
dren of the lowest economic group are about a year behind the white
lowest economic group in reading, and 5 points lower in 1Q.

Both groups have improved markedly in the last generation. The
average 1Q score of white children of unskilled and semiskilled par-
ents in Chicago is 102.3, that is, actually above the national average
for all children.' The average IQ score of Negro children born in
Philadelphia ig 97,12 Klineberg and Lee have shown, moreover, that
the IQ’s of Negro children born in the South improve steadily with
length of residence in New York or Philadelphia.!* This trend is sta-
tistically significant and continuous. Such improvement in educa-
tional aptitude indicates the great power of acculturation, both in the
school and in the community. .

What we as teachers must always remember is that man is a learner.
No matter how handicapped he may be, he still possesses the highest
of human capacities, the ability to improve himself by learning. No
man, woman, or child is ever so far down that, given the opportunity,
he cannot learn his way up.

L

¥ Robert Danlel Hess. 4n Eaperimental Culture—Peir Tcu'ot Mental Ability (un-
published Ph.D, dissertation). Committee of Human Development. The University of
Chieago, 1950. p. 97.

1 Idid., p. 91.

B Everett 8. Lee. “Negro Intelligence and Selective Migration,” American Booiological
Review. Vo). XVI, 1951, p. 281.

1 Otto Klineberg. Negro Intelligence and Selective Migration. New York: Columbia
University Press, 1935, p. 89 ; Everett 8. Lee, op. cit., p. 231-232.
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The Goals for Culturally Different Youth

Lou LaBrant
Dillard University
New Orleans, La.

To ME the term “culturally different” refers to such ethnic groups as
Mexicans, Japanese, Chinese, Negroes, children of European im-
migrants who have not as yet been absorbed by the national culture,
and other children from homes where poverty cuts them off from the
main values of our society. This is a varied group, with varied prob-
lems and varied contributions. Any discussion of goals which they
may achieve must likewise consider special needs and the processes of
growth and development. Methods and materials are inseparable
from thw which are to be achieved unless we content ourselves
with mesf'mouthings of polite aims.

Almost immedijately any question conceming the culturally differ-
ent asks also “different from what{” Implied is a relatively uniform
culture from which the standards of these youth differ. And yet it is
difficult to define that culture insofar as it concerns the field of our
native language. Even those youngsters whose parents own college
diplomas may have far less advantage than we would like to believe.
Poll after poll discloses that 50 percent of our college graduates are
reading only periodicals—and not too stimulating periodicals at that.
A day’s listening to radio and television reveals something more than
dialect differences in the speech of our public, much of it high school
educated. Only in dealing with extremes do we find that groups are
distinct.

Consideration of a program for the cnlturally different lmmedmte]y
places one at the center of an intellectual whirlwind. Our almq, the
topic suggests, are somehow to differ from the general national aims:
but surely our aims are, on the contmry, to give these special groups
such education as will remove them from the culturally different cate-
gory.. One reason they are different is, of course, home experience;
another, as obvious, is life in the midst of a special cultural group. If
we continue this influence by giving these youngsters an education dif-
ferent from the education of others, we will be but continuing the
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very ill we hope to remove. Yet there are many youngsters who need
to have their individual and group differences recognized and who,
without that recognition, will achieve only superficial culture. This
clearly implies a curriculum, a manner of teaching, broad enough to
include differences, flexible enough to include “different” and “not.-
different.” ‘

We must remember (oo that, even within an ethnic group, cultural
differences are great. 1n a city such as New Orleans, for example, all
Negroes, without respect to education and many other cultural stand-
ards, are part of a culturally different group. Included are some who
have been exposed to good reading all of their lives, who speak excel-
lent English #nd write well. They knaw something of drama from
trips to New York and of music from good recordings. They are, of

course, restricted in New Orleans to experience with a segregated .

group which develops many customs peculiar to itself, and which has
habits of communication definitely limiting frank speech in the pres-
ence of native whiteg. While there are not many of these relatively
privileged young people, they exist and affect the culture of their
different group.

One further point must be remembered: there are many ways of
arriving at a common goal. All too often we assume one and only one
route—whatever is presently being done. This notion is absurd. A
person may—as the novelist Galsworthy did—become a wide reader
and even an jmportant writer without. reading George Eliot. A man
may be literate without enjoying Scott. The old saying has it that
“there’s more than one way to skin a cat.”

If one may generalize about goals for the culturally different, cer-
tain principles may be suggested: the goals for the culturally differ-
ent must be the same as for the larger group; the different and the
not-different groups must be expected to overlap and to vary in
achievement from poor to superior; means as well 25 ends must be
considered ; and ultimate evaluation of achievement should be in abil-
ity and zest to continue rather than in experience with specific items.

Amitations of this paper do not permit an outline in great detail of
the specific learnings in every aspect of English. Rather, the major

| areas can be cited : listening and speech, reading and writing, learning

about language—and some of the chief handicaps which must be met
and the general learnings which must be had if goals are to be met.
That both the highly gifted and the slow learners must be considered
should go without saying. Even the American astronauts, all chosen
carefully with identical criteria, differ. The custom of depending on
tests which often measure language rather than other traits can con-
ceal from us important differences.
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Speech: Basic Skill

Speech i8 considered first since this language skill which the young- *
“ster brings from home is usually a mark of his different culture, and
since speech is fundamental to the other language skills—reading and
writing. (No one should mistake a foreign language dialect or sub-
standard southern speech transported to the North as a national or
racial inborn trait!) Speech is also, of course, an element in ability to
listen, and listening is modified as speech learning changes.

The aiin—a reasonable aim—is the ability to speak clearly in ac-
ceptable colloguial language. While this aim does not differ from
that for the school population as a whole, it means additional atten-
tion and learning by many of the culturally different. It can be
achieved if we are serious about it, and if we do not approach im-
provement as though we thought the learner guilty of sin or stupidity
when he expresses himself in broken English. This is true whether
his language is the product of a substandard home environment or of
the effort to combine what he knows of two languages as in the case of
the bilingual. Far too often this is forgotten. Kt takes no more brains
to learn “we did” and “we are” from a parent than to learn “we done"
and “we is.” Vocabulary, too, is learned through use, and frequently
the vocabulary of the differently cultured child is unknown by school
and unmeasured by tests.

Today’s linguists are agreed that language develops on a basis of
the oral, that spoken forms eventually determine written. In the in-
dividual, speech is learned first, translates itself into<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>