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Cultural Perspectives on
Second Language Learnmg

by Llly Wong F lllmore

- A papéf'de!fvered at ﬁheﬁ‘ympﬂ_sfum' ﬂ.n

Culture, Thought and Learmning held at
BYU -Hawaii Campus fsee velated story on

Pﬂf,’f’ 32).

" The questions raised in this symposium
concerning the relationship between culture
and learning are important ones for Amer-
ican educators  to consider. The children
we serve represent perhaps the most cultur-
‘ally  diverse student
world. In California schools alone, students
represent some 76 to 80 different lmgmstm

and presumably cultural, backgrounds. This ™
cultural diversity in all likelihood gets ex-

pressed in the different ways children ap-
proach the business of learning what they
are expected to learn at school, especmﬂy
the school Idnguage | -

At the same -time, the questmns being

raised here need -to be Treated cautiously

and tlmughtfully They carry with them

the risk of misunderstanding and misinter-

pretation. . There is a too ready tendency

among. many people in our field to seek

easy solutions to complex educational
problems. Casual conjecture can become
accepted  as causal explanations, and the
most preliminary research findings and
generalizations become the basis for reform
in educational practices and curriculum.

CAn example:  Some vyears ago, Basil
Bernstein in England studied the relationship
between social class and language use.
Bernstein - theorized that speakers of a
]anguage have {wo levels of speech available
to them {1964). One, which he character-
ized as an “elaborated code.” tends to be
structurally more complex and linguistically
more Complete than the other, which he
described "as a “restricted code.”  The
restricted code is used in informal situations
among -people who share a great deal of
common knowledge and assumptions. . Be-

population in. the

csocial ¢lass and  language - use,

- middle class families.

cause of this shared backgruund much

information can be assumed rather than

made explicit in speech. - The elaborated
code is used in more formal situations
and between people. . who are less closely
refated. In 2 situation in which speakers

and their addressees have less shared in-

formation and fewer shared assumptions,
att information 'which cannot be presup-
posed must be made linguistically explicit.
By being more informationally complete,

~speech. in the elaborated code is more

context independent than is speech in the
resiricted code. Not dependent on context,
it can be understood by more people than

those who were present in the situation in

which it was produced; not dependent on

- confext, it ¢an be put in writing without,

in certain ways ati least, fusmg tts. communi-
cative value. -

In examining the relationship between
_ - Bernstemn
found t(hat working class families tended

-to make somewhat greater use of the re-

stricted code than they did of the elaborat-
ed code. The reverse seemed to be true of
Further, he found
that while middle class children had and
made use of both the elaborated and the
restricted codes,” working class children
appeared to have use of only the restricted
code.

These findings had a profound and im-
mediate influence in American educational
circles. Educators saw in this difference
in language use a reasonable explanation
for the associations between school per-

- formance and socio-economiic status, The

elaborated code was taken as reflecting
linguistic adequacy: it was seen as the
vehicle not only for effective communi-
cation but also for abstract thought and
adequate cognitive functioning as well.
Children who had it could deal with the kind

"
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of thinking required in school. Those
who did not have it lacked the tools for
handling the demands of the school ex-
perience:  they were linguistically and
cognitively deficient.
went on to conclude that such deficiencies
needed to be dealt with before the educa-
tional Jot of working class children could
be improved. Hence, a great deal of effort
and a lot of resources went into the planning
and implementation of compensatory ed-
ucation programs which were meant to
“help the children of the poor make up for
their “linguistic and cognitive deficiencies.”

That these programs did not work is history -

now, something most educators are willing
to chalk up to experience. They did not
work because they were based on a funda-

mental misinterpretation "of what the re-

sedrch findings meant. Differences in work-
ing-class childrent’s” linguistic- behavior as
compared with that of middie-class children

| meﬁssur F -iliﬁmre did her graduate

- training in linguistics at Stanford .

University. She was assistant dean in
the School of Education at the Univer-
sity .of California at Berkeley for five
years, and left that position a year ago
to devote full attention to teaching
and research.

stem fr{::m a whole set of scac;ai experiences
that are sufficiently different . from those
of the middle-class that this behavior simply
cani not be taken as representing the same
kind of problems it might represent in the
mlddle class.

 Bernstein hzmself never intended for
his work to be understood or used in this
way. His own view {1972) was that while
working-ciass and middie-ciass children pro-
bably have access to both elaborated and
restricted codes, they differ with respect
to the extent o which they make use of
-them, and they also differ in their recog-
-nition of the social - circumstances that
call for one code or the other. School is
a social context that calls for elaborated
code usage.  Children are judged as success-
ful communicators, and therefore as socially
competent students, if they recognize
this fact and behave accordingly. Those

These .educators

~poor children lie.

who do not recognize this, or who do not
have access to the elaborated code, -and
who therefore tend to use the restricted
form of the language at school will be judged
as communicatively and socially incompe-
tent. This, Bernstein claims, is where at
least some of the educational problems of
A negative evaluation of
a child’s competence can become a self-
fulfilling prophecy.

And so, while I regard the question of
cultural influences on learning—especially
on language—an important question for us
to consider, it is one that I approach with
a good deal of caution and frepidation.

Such considerations all too easily become

the basis for creating stereotypés, and for
misjudging the complexity of learning
problems. What | have to say is meant fo
provoke thought and investigation rather
than to 'inspire immediate change in’ ed-
ucational practice. 1 hope my remarks
will be taken in that way.

' THE ROLE OF CULTURE IN
- LANGUAGE LEARNING

Let us first consider whether or not there
is any evidence for believing -that culture
plays a part in language learning. If culture
does affect languazc 'earning, then we would
expect to find variation in how well or how
quickly different groups acquire language.
In first language learning, at any-rate, there
appears to be little such evidence. Children
begin learning their first languages at more
or less the same time (usually at around 18
menths of age), and despite considerable
variation across languages in the amount
of structural complexity to be dealt with,
and despite well-documented variation “a-
cross cultures in how a child’s first language-
learning experiences are structured, these
learners manage to achieve quite comparable
levels of control over their first language in
more or less the same ~“mount of time—say
at about age five or six (Siobin, 1978).
This fact has been a strong argument for
believing that first language acquisition is
under the control of quite universal learning
mechanisms which are not inﬂuent:ed
by culture. -

The case appears to be d1fferent hnw
ever, when we consider the Iearmng ot
languages after the first. Here it appear
that even among quite young leamers 2
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substantial amount of variation can be
found in how quickly and how well they
manage the learning of 2 new language.
Some children do it handily in six months
or so; others take as long as three to four
years. Some achieve a native-like command
over the new language with ease. Others
have a much harder time managing if, or
never quite achieve that level of control.

Such differences offer evidence of individual

variation in second language learning.
Js there any evidence for believing that

there are group differences supeumpmsad
over these?

Among educators there is
certainly a belief that there are group
differences in language learning.  Asian
background children are generally regarded
as “good language learners”: their need to
learn English is viewed as a temporary ed-
ucational problem that will take care of
itseif soon enough. These children are
frequently given very littie help in dealing
with their language problem, because such
help is seen as unnecessary. Hispanic back-
ground children, on the other hand, are
regarded as poor language learners: their
inability to speak English is seen as a major
educational handicap, one that must  be
overcome at all costs. To that end, some
educators are willing to set aside all of
these children’s other educational needs in
order to concentrate on teaching them
English. In both cases, the children are

. ——— —n e

victims _of a sort of Qy_i_;ghgg_l prejudice:
in the case of the Asian children, it is a pos-
itive one; in the case of the stpamL a

negdtwe one.

RESEARCH ON CULTURE AND
SECOND LANGUAGE LEARNING

~ How much research evidence is there {o
support the views | have just mentioned?
"Almost none. Very little in the way of
actual research has been carried out com-
paring learners of different cultural back-
grounds with respect to second language
learning. 1 am currently doing some research
which deals with this question "at [east
peripherally, and I will tell you of it later
‘in this paper. But LGHLE[Hng research that
looks it cultural comparison explicitly,
I know of very little that has been done.
There is, to be sure, the Dulay and Burt
(1974) study which compares the acquisi-
tional order of morphemes in the English

learned by Chinese and Spanish-speaking
children.  They found liftle difference
between these groups in the appearance
of the morphemes they were studying.
But this ‘study was not designed to be
sensitive to the kinds of group differences
that might exist. Theirs was a cross-sectional
study which compared language samples
prmduﬂed by groups of children at a single
point in time, rathér than at a comparable
peint in their acquisition of English. In
order to reveal cultural differences one
would have to design a study comparing
learners at various points during the acquisi-
tion period, and the study would have fo
examine both the processes and the products
of learning, rather than just the products.

In designing such research we would
want to begin with some fairly good ideas
on how cultural differences can be expected
to show up in language learning, ideas based
on prior research and careful observation. If
we do not know where to look for the dif-
ferences that might exist, we are unlikely to

find them. Lef us consider a few obvious

places to look.

THE INFLUENCE OF THE FIRST
LANGUAGE ON THE LEARNING
OF THE SECOND

The first obvious place to look for group
differences i1s in the influence of the first
language on the learning of the second. It
is currently not very fashionable to believe
in first language interference, but it is hard
to ignore the ever present evidence of it
whenever we come info contact with lan-
guage -learners. What we need to realize
is that the most importani ways in which
first language interference affects second
language learning might not be as straight-
forward as are the kinds of interlingual iden-
tifications of formis or structures we have
trained ourselves to look for. There will
be that familiar kind of interference, to be
sure. But while we can compare groups
with respect to the amount and seriousness
of the first language interference - each
experiences, | think we would find that
such differences are not, in the long run,
all that influential in ]earnmg Instead we
should be looking for the more subtle and
far-reaching ways in which first languages

~are liable to influence the learning of new
ones. |
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Consider, for example, the question of
pragmatics or language use.
differ in the rules which govern their use in
social settings. As we have learned from the
classroom research -of ethnographers such
as Steven Boggs and Sue Phillips, children
coming from cultural backgrounds that
differ from that of the culture found in the
standard American classroom may be
following quite dlfferent patterns of 1dn
guage use.

Phillips (1970), for example, found that
the Native American children she was
studying followed the discourse patterns
of the Sahaptin language spoken by their
parents, even though they themselves
spoke only English. These discourse pat-
terns, which differed substantially from
usual English patterns, had the effect of
making it quite difficult for the children
to participate verbally in the classroom.
The social conditions favoring verbal per-
formance in the classroom ran counter to
those required by the cultute of these
children, with the result that they were
unable to find their way into the kinds
of classroom activities through which they
might have acquired the rules for language
use which are assoctated with English.

Boggs (1972) found that while Hawaiian
school children were eager to volunteer
information and to answer questions when
they could do so voluntarily, they were not
so eager to participate when they were
being called upon, or when questions were
directly addressed to them. Boggs suggested
that the difficulty experienced by these
children stemmed from their need to inter-
act with adults in groups rather than on a
one to one basis, particularly when the
interaction was initiated by the adult.
in that manner, they equalize the unequal
social statuses that exist between children
and adults.  Such patterns of language
use can have an important effect on language
learning.

The children studied by Boggs and
Phillips were English speakers, although
they followed the patterns of language
use associated with their native languages
and cultures. As such, these patterns af-
fected the manner and degree of success
with which the children were able to partic-
ipate in classroom activities. Now, if the

Languages

children had been non-English speakers, the
effect of their following such patterns would
have been far more drastic. For children
who need to learn the school language, such
classroom activities often constitute a major
opportunity for learning and practicing the
new language. Activities in which teachers
ask questions and children provide responses
are particularly important since the learners
are provided with instances of the new lan-

 guage, which have been addressed to them

and which have been formulated in a way
intended to maximize ease of comprehen-
sion. Further, such activities require the
student to provide some sort of appropriate
response, responses by which the teachers
can immediately determine whether the
learners have understood what was just
said to them. If the response is appropriate,
its appropriateness will be acknowledged
in the continuing interaction; if it is not
appropriate, the learner will usually be
given help in reformulating it. All of thisis
the kind of help learners need if they are to
progress in the new language. But if the
pragmatic rules the learners are following
prevent them from participating in such
activities, then the children are not in a
position to take advantage of these opportu-
nities to learn the language.

CROSS-CULTURAL DIFFERENCES
IN COGNITIVE STYLE

The next area we should consider, as a
way in which culture can affect language
tearning, has to do with the way learners
approach any kind of cognitive activity-
of which learning a new language is a partic-
niarly complex type. - There has been a
smattering of research addressed at cross-
cultural differences in cognitive style which’
seems potentially relevant, but which we
should look at cautiously. Language learn-
ing ts, of course, different in many ways
tfrom other kinds of learning. It is quite
clearly under the control of some sort of
highly specialized, innate cognitive mecha-
nism which permits learners to handle
the complexities of the task with relative
ease. And while none of us could begin
to say just what that cognitive mechanism
is like, or how it functions, few of us would
want 10 deny its existence. But while the
nature of this language learning mechanism
remains a mystery to us, there are never-
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theless a number of cognitive behaviors that
play a part in language learning and which
can be examined as potential sources of
cultural influence in learning,

Sustained and
Systematic Attention

Learning a new language is an enormous
task, one requiring the attention and involve-
ment of the learner for an extended period
of time. The task calls for sustained atten-
tion and systematic attention. The learner
has to be systematically attentive to lin-
guistic and contextual information in order
to figure out what people are saying and in
order to figure out how the new language is
to be used. While the evidence on cross-
cultural

if there are any, they are likely to affect
language learning. In my current research ]
am following 30 Chinese and 30 Mexican
kindergarten and first grade students in their
learning of English. I have had an opportu-
nity to watch and compare these children
quite closely for a year now, having spent a
day each week last year in each of the four
kindergarten classes in which they were
distributed. What I have noticed have been
some rather striking differences between
these two groups in the levels of attention
they exhibit in classroom activities.

The Mexican children were very much
like children their age—they were just leamn-
ing to give sustained attention to tasks
“requirmg care and precision in execution,
such as in printing letters or numbers and
in tracing detailed drawings. They had
difticulty staying engaged in such activi-
‘ties for much longer than flfteen Or SO
| mmutes at a time. -

The Chinese children, on the other hand,

~not only were able to stay at such tasks for

the duration of the activity (between 135 and
20 minutes usually); they could actually
‘keep going for an hour or more, if they
were left alone. Indeed, if they were not
stopped, they would just continue working
until they wore their pencils and knuckles
down to nubs. Once [ made the mistake of
‘giving a child who wanted to practice his
writing a 12 x 18 sheet of paper rather
than the 9 x 12 sheets the teacher usually
gave the children for this purpose. An hour

| differences along this cognitive
dimension is scant indeed, it seems clear that

"have use of its forms.

- ¢ross-cultural

later, 1 noticed the child still hunched
over the paper which by now was almost
entirely covered with tiny letters and num-
bers. I convinced him he probably didn’t
need to practice anymore, pried the pencil
from his fingers, and sent him on to do
more interesting things. [ saw him a few
minutes later at the blackboard—he had
blocked off an area, about 12 x 18 in

size, and had begun to fﬂE it with meticulous

rows of numbers.

I don’t know yet in what way or to
what extent such differences will be reflect-
éd in the second language learning of these
children. It is a characteristic that warrants
more careful examination than [ am giving

1t in my present work.

Verbal Memory

The second capacity that seems rather
clearly related to language is verbal memory.
Learning a new language requires a healthy
exercise of memory functions. The learners
have got to remember how things in the new
language are said, otherwise they will never
One assumes that
cultures are not likely to differ much on this
basic dimension, but again they just might,
at least in the area of rote memorization
skills. Cultures that encourage the mem-
orization of poems, stories and songs are
likely to have members with better de-
veloped verbal memory skills and strategies
than groups that do not encourage such
activities.

At present there is little in the way of
research  examining verbal
memory in children. What little cross-
cultural research on memory has been
done has looked at the development of
memory in general, rather than that the
development of memory for verbal materials
in particular (Kagan et al, 1977).

Analyticity |
The third type of cognitive activity that

~we might consider in our attempts to find

cultural effects on language learning in-
volves analyticify or hypotheses generation.
Learning a new language requires learners
to make use of both the linguistic inform-
ation available as input and the contextual
information that needs to be extracted
from the speech situation to help figure out
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how the language is constructed and how it
is used socially and communicatively. Once
they have figured out some of the principles
according to which the language is struc-
tured, learners can follow those principles in
constructing their own utterances in that
language. All of this requires-a high degree
of analytical activity. The learner has to
make astute guesses based on the available
data as to what rules appear to be operating
in the language, and then to try these out
productively. These processes are no doubt
a major aspect of that language learning
mechanismt ] have mentioned.

These analytical mechanisms seem to
work in a comparatively smooth fashion,
for most learners, in the learning of a first
language. In second language learning,
however, there is evidence of considerable
variation in how easily and accurately
learners engage in this kind of analytical
activity. In my own earlier work in second
language acquisition (Wong Fillmore 1976,
1979) 1 have found that learners seem to
vary considerably in how quickly and
successfully they are able to figure out
the patterns of the new language. Some
are able to find patterns—right or wrong—
almost immediately.
putting their own senfences together soon
after they get started iearning the new
language, and therefore are able to achieve
a degree of communicative freedom from
the beginning. Others are quite slow at
finding patterns. These children can acquire
expressions they hear others using and put
them to use in their own speech, but they
tend to preserve what they learn in pre-
cisely the form in which they learn them,
rather than to extract the structural prin-
ciples represented in them for their own use.
Such children tend to be much more limited
in their language use, at least during the
early periods of language learning. Obvious-
ly, they eventually analyze the linguistic
materials they have available to them,
but it takes them a lot longer getting to
it than those children whom 1 regard as
highly analytlcal

Playfulness

The chi]dren who are best at this kind
of activity are inclined to be playful with
language. When they hear anything new

These children are -

and catchy, they are liable to put it to
immediate use. -They experiment with it,
trying out its possibilities, whether or not
appropriate occasions for its use turn up.
My favorite example of this kind of language
play comes from my earlier research in
second language acquisition. Nora, the best
of the five learners I followed in a longitudi-
nal study on the use of cognitive and social

.strategies in language learning (1976), had

just picked up the expression ‘“cookie
cuiter” which she enjoyed saying. In a
conversation with a friend who had just
corrected her language wuse, Nora used
“cookie cutter” first as an insult and then as
a refrain:

And you’re a cookie cutter! How do

you like to be a cookie cutter? (Sings:)

How do you like to be a cookie cutter?

This sample was produced by Nora just 29

- weeks after her first contact with English.

" Mental Flexibility
Verbal playfulness seems to go along w1th

- mental flexibility, a kind of talent for seeing

and entertaining multiple possibilities. The
children who tend to be mentally flexible
in my research are able to generate multiple
guesses as to what this or that means, and
they are able to come up with different
ways of doing or saying almost anything
that you might suggest to them. If they
want to say something but lack the linguistic

resources to say it, they can get around their

linguistic handicap by using paraphrases.
Children who are not as flexible tend to be
stymied when they do not find obvious
ways of saying what they want to say.

I am convinced that individual differences
exist among language learners in this aspect
of cognitive behavior, and that these differ-
ences constitute important sources of
variation in second language learning.
Whether culture affects such behavior or
not is another question. If we believe that
early experience—the kind involved in
cultural transmission—affects patterns of
cognitive behavior, then quite likely we will
find differences along these dimensions
that are related to culture. At the same
time, we should ask whether all such cultur-

“ally related differences in cognitive behavior

as we are able to find are likely to affent
language Iearnmg
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Field Dependence/Independence

The cognitive style construct which
has been most thoroughly investigated and
which has been shown by many different
researchers to be related to cultural ex-
periences (e.g., Berry, 1966; and Ramirez
and Castaneda, 1974) is Field Dependence/
Independence (FD/I). In its simplest formu-
tation, FD/I can be described as a perceptual
tendency—it is the ability to ovetcome
embedding contexts and to perceive identi-
ties and relationships independent of their
backgrounds. But while there are clear
indications of cultural differences to be
found along this dimension of cognitive
functioning, there has been scant research
evidence indicating that FD/I has any
effect on language learning. There are those
who would argue that a cognitive style
construct such as FD/I is “a major organ-
izing principle around which many aspects
of a learner’s functioning can be shown to
cluster” (Kagan and Kogan, 1970), and that
showing that an individual is Field Depen-
dent as opposed - to Independent reveals
much more about general cognitive function-
ing than about perceptual style. That
being the case, one might find relationships
between a broad construct such as FD/I
and language learning which are not directly
related to perceptual stvle per se, but
rather to some other cognitive dimension
that is associated with it. This question
is certainly worth pursuing in research.

SOCIAL ASPECTS

- But let us turn our attention to ways in
which culture more obviously affects lan-
‘guage learning. This has to do with the so-
cial aspects of language learning. Susan
Ervin-Tripp and I are presently engaged in a
three vear longitudinal study which address-
¢s the question of individual variation in
second language learning. We are looking at
sources of variation stemming from both the
cognitive and social aspects of language
learning. Among the learner characteristics
being examined are language learning style—
aptifudinal factors which affect the ways
learners approach the cognitive activities in-
volved in language learning—and social style—
interactive factors which affect learners’
abilities to get access to the linguistic data
needed to support language leaming. The

assurptions on which this research is based
are (1) that the process of second language
acquisition has both social and cognitive
aspects, (2) that learners play an active
role in both aspects of the process, and
(3) that anyone can learn 2 second language,
aivenn adequate exposure to it, but how
fast and how well any -individual does de-
pends on the nature of the exposure and on
his or her characteristic approaches to learn-
ing tasks of a complex cognitive and social
nature.

The social side of the task involves the
s cial activities the learner has to engage in,
its order to get access to the language input
which is necessary for acquisition. The cog-
nitive side of the task relates to the analyti-
cal activities that the [earner must carry out,
in order to figure out how the language is

structured and how meanings get expressed

in it. Learner characteristics such as social
skill, sociability, communicative needs, inter-
active style, and activity preference will
affect the learner’s ability to interact with
the speakers of the language to be learned,
and hence the quantity and guality of lin-
guistic input to which the learner has access.
Learner characteristics such as verbal mem-
ory, verbal fluency and flexibility, and sensi-
tivity to linguistic patterns and meanings can
affect the speed and success of the learner’s
efforts to discover a set of ruies fo use in
producing his own versions of that language.

The main hypothesis being tested in this
study is that speed and success in language
learning from a particular type of input de-
pend on a felicitous combination of such
social and language learning characteristics
in the learner. The research problem, then,
centers on determining the part that each
component of these two personal-style con-
structs plays in producing variation in
speed and success in second language learn-
ing, with speed defined as how quickly
learners are able to express themselves in
the new language, and success as how
efficaciously and accurately learners are able
to sort out the rules of the new language
and put them to productive use. Both vari-

- ables involve a comparison of the developing

skills of learners across time, but “success”™
involves comparisons of the range of pat-
terns learners control productively and gram-
matical accuracy in the exercise.of those
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patterns, whereas “speed” involves com-
parisons only of learners’ ability to express
themselves and to communicate in the new
language irrespective of correctness or com-
plexity.

While the data are not all in yet, it is
clear that the variables we are interested in
are indeed important sources of differences
in second language learning. At this point,
both kinds of characteristics appear to be
equally involved in producing the enormous
variation we are finding in our 60 subjects.
However, while there appear to be only
suggestions of cultural differences on the
cognitive characteristics we are examining,
there appears to be quite clear evidence of
such differences related to the social charac-
teristics.

Socially Dependent Behavior

Among the social characteristics that
seem to be most influenced by culture is
something we might describe as socially
dependent behavior--the extent to which
children need support from others, or are
able to maintain separate identities, espe-
cially with respect to authority figures such
as adults. The Mexican children we are ob-
serving are far more inclined to be socially
sufficient and independent rather than de-
pendent. While they are undoubtedly de-
pendent on adults to a certain extent, they
nevertheless are a lot less dependent on them
in shaping their activities than are the Chi-
nese children in our study. The Chinese
children are more likely to turn to adults

for guidance than they are to turn to one

another, or to seek activities on their own.
They ask: “Now what should 1 do?” ““What
do you want me to do with this?” And
when they have done what has been sug-
gested, they turn to adults again for evalua-
tion and recognition: “Look at my paper.”
“I’'m finished.” *‘Is this right?”” The Mexican
children are much more oriented to their
peers—it is to their friends and classmates
that they turn for ideas and recognition.
These, of course, are differences in degree
rather than absolute differences. At the
same time that the Mexican children tend
to be peer-oriented, they also look to the
adults in their world for guidance and recog-
nition, and while the Chinese children tend
to be adult oriented, they were obviously
also concerned with one another.

Peer Orientation

The children of both groups who are peer
oriented tend to spend a lot more time
talking to classmates than t ey do to adults,
not surprising since there are more class-
mates around to interact with than there
are adults in the classroom. However, we
have noticed that such children tend to pay
more attention to the speech of their peers,
and to model their own speech to a greater
extent after that of their peers than that
of the adults in the same setting. Or so it
seems to us. How is this likely to affect lan-
guage learning?  Drastically, of course.
If everyone in the peer group shares a
common first language, there is likely to be
little incentive or opportunity for them
to learn or use a new language, particularly
for those who are peer-oriented rather than
adult-oriented. Since they already speak a
language that can be used with their class-
mates, there is no obvious need for them
to learn a new one. And if they did choose
to use the new language among themselves,
the result would be that they would supply
each other with an imperfect version of it
as input. And so, in a classroom consisting
mainly of limited or non-English speaking
children, the major reason for learning the
new language would be to please the adults
in their world. If the learners are peer-
oriented, chances are that they will make
less use of adult language for language
learning purposes, with the result that they
will probably not have adequate exposure
to the new language.

Individual Needs of Children

I have called this evidence—they are
actually observations for the moment. They
reveal some aspects of language learning
that culture may affect in unexpected ways.
What we need to do now is to examine the
relationship between language learning and
culture more directly so that we can discover
how much such differences actually affect
language learning. Until then, we do not
have any basis on which to say just how best
we can tailor educational programs to suit
the needs of particular groups. [ began this
paper by suggesting that we take a cautious
approach to examining the relationship
between culture and learning. I would like
to end it by urging restraint in applying re-
search findings on such relationships to edu-
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cational practice. I believe that the safest
practice is to always consider - individual
needs of children before we consider group
needs. Cultural differences aré never abso-
lute—they are ordinarily expressed as group

tendencies towards a particular kind of

behavior or characteristic.

The fact is that no matter how much
culture influences learning, these influences
will be expressed in unique ways in indivi-
dual children. And while we can consider
such influences in our planning, we need
always to be ready to assess and to meet
the individual learning needs of the children
we serve.
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Symposmrn on Culture Thought and

by Lynne Hansen
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Do patterns of thought and learning
vary from culture to culture? If so, how
can the differences best be dealt with in
the classroom? These key issues in inter-
cultural education were addressed in a
symposium held on October 1 and 2, 1980
at the Brigham Young University—Hawaii
Campus. Sponsored by the Communication
and Language Arts Division, the event was
one of a series of symposia which commem-
orated the twenty-fifth anniversary of the
university with the general theme, “LDS
Educational Horizons from a Multi-Cultural
Perspective.”

The featured speaker at the first sympo-
sium session was Lily Wong Fillmore from
the School of Education, the University
of California at Berkeley. An internationally
recognized authority on bilingual education
and second language acquisition, Fillmore
brought to the symposium not only the
abundant insights gained through a brilliant
academic career but also those which had
grown out of her own personal experiences
early in life. -

As a monolingual Chinese speaker (the
only one in her ﬁrst grade class) entering
school in Watsonville, California, she found
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greater acceptance among the Sparush
speaking minority group than the English-
speaking majority. Thus, from a young age
she acquired not only the language (and
culture) of the school and larger community,
English, but also Spanish, a tool that would
facilitate her future contributions to the
education of minority children.

During the past 11 years Fillmore has
developed four major Spanish/English bi-
lingual programs, and before that she was
heavily involved in the development and
implementation of educational programs
for migrant farmworkers’ children in Cali-
fornia,

She is currently in the second year of a
study (with Susan Ervin-Tripp) of individual
differences in second language acquisition.
An additional three-year research project
funded by NIE was begun this fall under
Fillmore’s direction. This massive study will
involve the collection of longitudinal data
from 16 bilingual classrooms-(8 Cantonese,
8 Spanish). These data will then be used to
assess instructional practices, that is transla-
tion and direct language use, and to ap-
proach the question of what characteristics
of learners interact with these two bilingual
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Learning Held at BYU-Hawaii campﬁs

A N e s m o e T T o i TG, somora e P T o i e B a Wt s Tk e ERTINE LT S R F T

B s e v e e e p

e, L T e o atemE T o A L e e ¢ A e P O e, S |

instructional practices to affect the acquisi—
tion of language skills.

Fillmore’s symposium talk (see p. 23
for the complete text) included an overview
of the sources of evidence on cultural
variation in language learning. An under-
lying theme was the need for a cautious
approach in -applying research [findings
to educational practice.

The second symposium session featured
~ presentations by three local scholars: Roland
Tharp, Cathie Jordan and Morris Graham,

" Roland Tharp, professor of psychology
at the University of Hawaii, is also a consul-
tant to the Kamehameha Early Education
Program and has done extensive research
on teacher strategies in the elementary
school. His books include Perspectives
in Cross-Cultural Psychology, Behavior Mod-
ification in the Natural Environment and
Self-Directed Behavior. Tharp’s symposium
presentation (the text is on p. 35) examined
areas of conflict between institutional
formal education and other educational
modes, offering suggestmns for the resolu-
tion of -these conflicts in a multi-cultural
society.

Cathie Jordanisa ré‘s.eari;h anthropplﬁgist

- Education

Kamehameha Early
Program and has cm-authﬂred a book,
Culture, Behavior, and Education, which is
based on the first ethnographic. and psycho-
ogical study of the -culture -of modern

for the

Hawaiians. The major portion of Jordan’s
symposium paper was devoted to examples
of cultural adaptations in- classroom prac-
tices which have been found to be culturally
compatible .and educationally effective for
children of Hawaiian culture. In her conclu-
sion, the generalizability of these findings to
other populations was suggested.

Morris Graham is a Professor of Psycho-
logy at Brigham Young University—Hawaii
Campus. His presentation was a report of
a cross-cultural study of semantic develop-
ment. According to Graham, among ten
cultural groups examined, two (Papago and
native Hawaiian} displayed significantly
slower developnient-than the others in terms
of the measures employed in hls investiga-
tion.

In the cu]minatmg session of the sympo-
sium the four participating experts inter-
acted with each other and the audience in a
joint effort at clarification and synthesis of
vital issues in intercultural education.
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Culturgrams People-—onentdBnengs 1
Help You Understand Your World Neighbors

by Debble Coon

Have you searched in vain for people-
oriented briefings on cultures you are
studying or working with? If so, Culrur-

grams may be worth investigating. A Cultur-

gram is people-focussed, briefly describing
greetings, visiting, eating, etiquette, gestures,
and other valuable information which will
help you understand your world neighbors.

These four-page culture capsules are
published by the Language Research Center
at Brigham Young University. Covering
almost seventy cultures, these and other
materials have been popular in elementary
through university classrooms around the
country and in many parts of the world.

Uses have ranged from orientation of
international students to teachers and host
families to aids for curriculum development
in the classroom. A program officer from
the Institute of International Education
wrote, “1 am very impressed with the work
of the Center and the practical nature of the
materials you produce.” An elementary
school teacher in Tennessee said, “l was
very pleased with the quantity and superb
quality of the Culturgram contents. Your
publication has helped me when books
have failed.” From Redondo Beach, Calif-
ornia, a gentleman wrote, “‘I recently read
some of your exceéllent Culturgrams in a
local library. 1 am a teacher of English
to foreign students and would very much
like to order for my school a complete set
of the Culturgrams.” From the Marylhurst
Education Center comes, “After a lengthy
search for materials, BYU’s are clearly the
most universally useful and meaningfui
to the intercultural situation.”

The BYU Language Research Center
develops and makes available learning
materials to help promote better com-
munication and understanding between
Americans and ﬂther pemple thmughuut the
world. |
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As a special service to you, send a legal-
sized, self-addressed stamped ($.28) en-
velope for one complimentary Culturgram
of your choice, a complete publications
list with prices, and an intercultural com-
municator resources brochure. Write BYU/
LRC, 246 B-34, Provo, Utah 84602, or call
(801) 378-2651.

Culturgrams are currently available for
the following cultures:

Israel (Palestinian Arab)

Argentina Ttaly
Australia Japan
Austria Korea
Belgium (Flemish) Lebanon
Belgium (French) Luxembourg
Bolivia - Malaysia
Brazil. Mexico
Bulgaria Netherlands
Canada (Eastern) New Zealand
Canada (French) Nicaragua
Canada (Western) Norway
Chile Okinawa
China Panama
Colombia Paraguay
Costa Rica Peru
Denmark Philippines
Ecuador Potand

El Salvador Portugal
England Puerto Rico
Fiji Samoa
Finland Scotland
France Singapore
Germany South Africa
Greece Spain
Guatemala Sweden
Honduras Switzerland
Hong Kong Tahiti =~
[celand Republic of China
India Thailand -
Indonesia Tonga

Iran Uruguay
Republic of Ireland USSR
Ireland (Northern) Venezuela
Israel (Jewish) Wales
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Culture and Education:

Problems at the Interface

by Roland G. Tharp

A paper delivered at the Symposium on
Culture, Thought and Learning held at
BYU--Hawaii Campus (see related story on
page 32). Adapted from “Culture and Ed-
ucation” by C. Jordan and R. G. Tharp in
Marsella, A. J., Tharp, R. G., and Ciborow-
ski, T. 1979. Perspectives in cross-cultural
psychology. New York: Academic Press.

From the perspective of cross-cultural
psychology, “education” is a vast domain.
The term can refer to early infant social-
ization, to belly-dancing classes, and to the
modern university. It occurs at the mother’s
breast, in {ishing boats, and at the cobbler’s
last, in eighth-grade discussion groups and
graduate seminars. Beginning with birth
and ending with death, e¢ducation—in some
torm—seems always with us.

THE VARIETIES OF EDUCATION

Even in the context of the most formal
“school,” other aspects of education are
always present and interacting. Indeed,
these little-noticed aspects are often the
small stones which send the great wheel
of formal education lurching from the road.

. A commonly-used system of classitication
distinguishes among types of education
according to their social organization (e.g.,
Scribner & Cole, 1973).- The types so
distinguished are (a) informal education,
(b) non-institutional formal education, and
(¢) institutional formal education.

- Informal education designates the every-
day process by which children (and to a
lesser extent, adults) learn to participate
increasingly in their culture, without any
particular place, time, personnel, or activ-
ity being set aside expressly for the purpose
of teaching. A child imitating with a small
broom an adult who is sweeping the floor, or
one person watching another repair a car,
thus storing up information about cars and
their workings, would be examples.

Non-institutional formal education is a
process of cultural transmission in which
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personnel in designated circumstances which
are expressly designed to transmit a partic-
ular body of cultural information. However,
this last is usually fairly limited in scope and
the occasions of transmission occupy limited
time periods. Examples would be the
instruction of adolescents that precedes
initiation rituals in many traditional soci-
eties, or the pre-Confirmation classes run
by some churches in our own.

Institutional formal education shows the
characteristics mentioned above, but has the
added attributes of being carried out by
professional teachers operating in a graded,
hierarchical system which exists continually
over a long period of time, taking place in
relatively permanent sites, and being respon-
sible for the transmission of a broad spec-
trum of information.

[t is this last type of education in which
we are most interested, but within the
context of formal institutional education,
non-institutional and informal education can
also take place. An example of the former
situation would be the training of a choir
group or a football squad; of the latter,
the information transmission that takes
place among peers when they are brought
together in a formal education setting. If
we take these secondary characteristics of
formal education institutions into account
and also keep in mind that participants in
institutional formal education are, at other
times, being educated in non-institutional
and informal “modes,” it becomes evident
that institutional formal education does
not exist in a vacuum and that when there
are important differences between the con-
tent or processes of one mode and another,
or between different aspects of the same
mode, there is potential conflict.

Most issues currently of interest in the
cross-cultural study of education occur at
the interface of institutional formal educa-
tion and other educational modes/character-
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istics. For example, the minority student
in a multi-cultural society often {inds
different goals in the formal institutional
school than in his informal home-culture
education. Indeed, such conflicts may be
found between different aspects of the
school: the goals and methods of mathe-
matics class are not the same as the educa-
tion of the playground. We will devote a
major portion of this paper to examining
stich areas of conflict, and the last section
will illustrate methods of resolving these
contlicts in a multi-cultural society. But
betore undertaking that task, it is necessary
to clarify the nature of the school itself.

THE TRANS-NATIONAL CULTURE OF
THE SCHOOL AND THE EFFECTS OF
EDUCATION

This section concentrates on formal
institutional education as it has developed
in technological, literate societies. Formal
institutional education can be distinguished
from other kinds of education in several
ways, some of which have already been
mentioned. To these can be added that
formal educational institutions of literate,
technological societies—or “‘schools™ as we
will refer to them from this point on-
tend to undertake the foliowing functions:
(a) They attempt to teach broad-based,
generalizable skills, such as reading, writing,
and mathematics. (b) They bear explicit
responsibility for the transmission of some
cultural information, such as the history of
the society, scientific knowledge, com-
munity standards, and the nature of civic
responsibilities. In a multi-cultural society,
the cultural information usually pertains
to the majority or dominant culture which
operates the school. (¢) Schools also bear,
in a less explicit way, the burden of trans-
mitting a large freight of cultural norms
which, again, in a multi-cultural society,
usuafly represent those of the public or
dominant culture. This latter transmission
is not often a formally imposed obligation,
but it is feit as an implicit responsibility
by instructors.

Schooling is so similar from country to
country that it is best seen as a culture unto
itself, a trans-national culture, the culture
of the school. These similarities are present
in schools’ architecture, their social organiza-
tion, their goals, their responsibilities, and,

- most especially, their personnel’s adaptation

to the institution. It is when the trans-
national culture of the school conflicts with
the recipient culture that we see the crucial
current issues in culture and education.

However, the concept of a frans-national
culture of the school has not yet been clear-
ly enough formulated to allow detailed
study. It is as yet no more than an hypo-
thesis; but it is often taken as an assumption.
The general inquiry into the effects of
education, internationally, seems to pre-
suppose that education in Ghana is like
education in Mexico, and also like that
in London. The logic of this assumpfion
would be strengthened if it were found that
education everywhere has the same effects
on the student. That inquiry is unfortunate-
ly beset with methodologica! and concep-
tual problems.

The study of the cross-cultural effects
of education has an odd history. Because
in Western countries, age and amount of
education are so highly correlated, develop-
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Roland Tharp, professor of psycho-
logy at the University of Hawaii and a
consultant to the Kamehameha Early
Education Program, has done exten-
sive research on teaching strategies and
cross-cultural psychology.
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ing intellectual capacities cannot be clearly
attributed to environmental effects (educa-
tion) or to maturation. To disentangle these
effects, developmental and cognitive psy-
chologists have compared the schooled
versus unschooled members of many exotic
cultures, in an effort to see whether the
typical course of cognitive development
of Western children is in fact maturational
and universal, or whether it is a result of
Western education; formal and informal.
As a result of this enterprise, the cross-
cultural educational psychologist finds a
detritus of data in which schooled versus
unschooled children of many g¢ultures are
compared~Liberians, Guatemalans, Soviets,
Native Americans and so forth—-and in order
to make general statements, must assume
that *“school™ in the African bush is in
some important way equivalent to the
“school” of the Yucatecan Mayan. Even
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in those exceptional studies whose purpose
is to determine school effects in a particular
population (for example, Cole, Sharp, &
Lave, 1976), ethnographic descriptions of
the schools are rarely included. In our own
view, however, here is a modal tendency of
schools trans-nationally, and the concept

should guide research toward its clarification.

For example, many researchers have
emphasized that learning in the school is
characteristically ‘“‘decontextualized;” that
is, compared to traditional societies’ teach-
ing, school removes skill learning from those
situations to which the skill is to be applied.
Thus one does not learn to count beads or
bags, one learns to count; rather than
memorizing a list of trail markers, one
learns to memorize lists. The assumption
of psychologists and educators has been that
this ““‘context-free” learning produces gen-
erally applicable skills, ones which can then
transfer to many contexts., Cole and Scrib-
ner and their associates have been the
group most vigorously pursuing these issues,
and while once sanguine for the identifica-
tion of these transferable operations (Scrib-
ner & Cole, 1973), they lucidly presented
the measurement pitfalls in cross-cultural
comparison (Cole & Scribner, 1974): and

then somewhat gloomily speculated that

perhaps schooled-skills were applicable after
all only to school situations (Cole, Sharp, &
Lave, 1976). In the recent works of Lave
(1977a; 1977b), there may be data encoutr-
aging to a more intermediate position; that
is,- learned skills, wherever learned, will
transfer to situations which are  similar
enough to the context of original learning.

‘This position accords well with logic,
and. with the known laws of stimulus gener-
alization. It also forces us to a somewhat
mote sophisticated view of schools; they are
not to be seen as “demntextuahzed 7 but
rather as being a specific context. 1f transfer
i to be predicted, we must have a precise
description of schools, and a precise des-
cription’ of to-be-transfered-to situations--
in short, a taxonomy of situations, which
will allow predictions of transfer according
to principles of generalization.

In spite of the difficulties just discussed,
we will proceed on the fentative assumption
that, whatever may prove to be the details

~ the apprupriate' cultural

of the school-context, the general outlines
are similar enough from country to country
that a trans-national culture of the school
1s a usetul working concept. We will now ex-
amine problems which arise when fhe
school is so different from the culture
of some of its children that the two cﬂnﬂlct
significantly .

| PROBLEMS IN
CROSS-CULTURAL EDUCATION

Cross-cultural issues in education are of
more than theoretical interest. Passions of
citizens and vexations of educators are pre-
sent whenever the schools of a dominant
culture undertake the education of the
children of a minority, whether in the
United States, Nigeria, Australia, Mexico,
or Guatemala.

Conflicts at the interface of schools and
the populations that they serve may arise
over what is to be transmitted (content),
over the efficacy of transmission, or both.
“What is to be transmitted” can be charac-
terized as general skills such as reading and
writing, cuitural information like geography
or history, or cultural norms, “working
hard” or “honesty,” for example. The kinds
of problems that arise tend to differ accord-
ing to the goal of transmission.

Goals in the areas of general skills, more
often than goals in the other areas, tend to

~ be explicit and to be shared by dispensing

and client populations. That is to say,
even minority group parents frequently
favor these goals. They want their children
to learn reading and arithmetic and, often,
mastery of the dominant language or dialect.
Conflicts and problems in this area tend
to be, not over the nature of the goals,
but over their implementation. Difficulties
arise when schools fail to transmit effective-
ly the general skills which they claim to
teach; that is when students “fail to learn.”

The second area, that of cultural inform-
ation, is one in which the goals are usually
explicit, but may well not be shared by

client and dispensing populations. Problems

may arise either because of failure to trans-
mit effectively, or from disagreements about
information to
transmit. - Examples of the latter would
be the current conflicts in some areas of

- the United States between Black community
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members and schools ovér the variety of
history to be taught, or the resistance of
Old Order Amish parents to their children
learning conventional geography, due to the
supposed ill effects of such learning on
important cultural norms (Hostetler &
Huntington, 1971). .

The third area, that of cultural norms,
involves goals which are often neither
explicit nor shared, such as competition
vs. cooperation, group vs. individual achieve-
ment, expressiveness vs. reticence, etc.
Difficulties which arise in this area tend to
be rather subtle ones because, due to the
implicit nature of the goals involved, client
and dispensing populations may not clearly
understand what is at issue. Again, however,
the kinds of conflicts that arise can be seen
as two-fold: (1) Difficulties arising over
failure to’ transmit cultural norms effect-
ively, and/or (2) disparities in the cultural
norms which are held by the client and
dispensing populations.

MINORITY ACADEMIC
UNDERACHIEVEMENT

While issues in all three of these areas can
overlap, and ‘difficulties in one area can
contribute to problems in the others, we will
limit our focus here to problems arising from
failure to transmit general skills valued by
both recipient and dispensing populations.
In other words, we will examine the problem
of minority academic underachievement.

There are two basic models that have
been used in considering minority under-
achievement. One is the deficiency modei,
which can take many forms, from hypo-
theses that certain ethnic or social groups
are genetically inferior (e.g., Jensen, 1969)
to' cultural deprivation models, which see
individual capacities as equal, but posit that
some cultural or social groups do not pro-
vide their children with certain essential
soclalization experiences.” Deficiency models
have been called into serious question
(e.g., Keddie, 1973) and are not much in
favor in the social science community
today. However, they are still very much
alive in the classroom, and their assumptions
are often taken for granted by members of
the education community and its controliing
bureaucracy. They are also held by some
minority group -people, both parents and

children. And, in their more benevolent
forms, they -still appear not infrequently
in literature on minority underachivement.

The second model, and the one with
which we will operate, is that of cultural
difference. It takes the general position that
minority underachievement results from
some lack of congruence between the as-
sumptions, norms, values, and behaviors
of school personnel on the one hand; and,
on the other, the assumptions, norms,

values, and behaviors of minority student

populations.
Different varieties of the cultural-differ-
ence model can be distinguished by the

specific lack of congruence posited as the
cause of the problems between school

~and child. On this basis, most of the major

hypotheses can be viewed as falling into
one of six categories; these are: (a) cultural
understandings and misunderstandings; (b)
motivation; (¢} - cognition; (d) language;
() social organization; and (f) socio-
political issues.

Cultural Understandings
and Misunderstandings

Explanations for minority school faifure
which fall under this heading attribute
the problem to misunderstandings between
pupils and teachers arising from different
culturally-based assumptions, or to mis-
understandings on the part of educators
about the nature of culture and cultural
differences (e.g., the wuse of deficiency
models as the bases for designing school
programs}. For example, Valentine (1971}
suggests that schools cause minority group
failure because they assume that cultural dif-
ferences interfere with education and there-
fore attempt to wipe out such differences;
Rosenfeld (1971) places part of the responsi-
bility for slum school failure on teachers

- who “‘give up” on their pupils as unteach-

able, partly because they do not understand
their students’ culturally different social
organization and motivation; and Wax
and Wax (1971) attribute the inappropriacy
of many educational programs designed for
minority children to the use of a “vacuum”
or cultural deficiency model for minority
cultures. "

In the Hawaiian case, previous research
has demonstrated that simply educating



Winter 1981 | ' 39

educators about cultural = differences is
not by itself effective in remedying un-
‘derachievement (MacDonald & Gallimore,
1971).

Motivation
Motivational explanations are those whi-

ch attribute academic underachievement

on the part of minority students to their
faiture to perform the necessary learning
activities in school. Although a deficiency
model may attribute such nonperformance
to individual or cultural weaknesses, in the
cultural difference framework it is post-
ulated to occur because the conventional
school environment does not contain the
proper cues to effectively elicit such be-
haviors from minority children (e.g., Mc-
Dermott, 1974). Some workers suggest
that the school environment is so inimical
to minority children that they may actively
rebel and refuse to do what is asked of them
by the school, in a show of hostility toward
teachers or the system (e.g., Rosenfeld,
-1971), or in a perhaps not-altogether-
unconscious attempt to preserve their own
cultural indetity and dignity (e.g., Howard,
- 1973). The Kamehameha Early Education
~ Program (KEEP), as discussed in this con-
 ference by Jordan, has trained teachers to
~shape the classroom environment in ways
that are conducive to a willing engagment
with school tasks on the part of Hawaiian
children, although that outcome proved
to be a necessary but not sufficient con-
dition for effective learning.

Cognition

Explanatimns having to do with cultﬁrally-

derived differences in cognition are increas-
ingly popular among psychologists, but
encounter problems of the difficulty of
measuring cognition and differences in
cognitive operations across cultures or
even across situations. There is the matter
of task specificity of cognitive operations,
already discussed. There is the difficulty
of measuring cognitive characteristics. As a
further complexity, one can view the prob-
fems of minority students as due to differ-
ences in organization of cognitive operations
(e.g., Cole & Scribner, 1974); that is, pupils
may fail to learn because their cognitive
operations, though adequate, are organized
in systems which do not mesh well with the

well-developed?

‘interaction.

way the school presents information,

A further tension exists in issues of
cognitive training: Will the performance of
the pupil be improved by formal cognitive
training as Ann Brown (in press) and others
have suggested? Or is if necessary, instead,
to only engage or elicit, by changes of con-
text, the appropriate cognitive processes,
which are assumed to already be present and
Furthermore, would the
teaching behaviors generated by those
two hypotheses be, in fact, any differefit?

In my opinion, effective innovations
in the cognitive area are difficult to separate

‘conceptually from innovations generated by

sociolinguistic hypotheses, to which we
now turn.

L.anguage Issues

Two kinds of explanations can be in-
cluded in this category. One is that of
actual code interference. That is, failure
to learn may occur because material is pre-
sented in a school, or “standard” code
(i.e., language or dialect), which is unfamiliar
to the student. He may not understand
the code well enough to absorb the content,
while his teacher may not understand
the student’s first language or dialect well
enough to recognize and be able to mobil-
ize his real academic potential; or there may
be interference between specific features
of the two codes which produce learning
difficulties, especially in reading. The
recent bi-cultural, bi-lingual impetus in
education (e.g., Torres-Trueba, 1976) has
grown partially out of these concerns.

The other variety of explanation involv-
ing language is sociolinguistic. Even if
teacher and pupil share the same language
code (and to a greater degree, if each is
not at ease in the other’s code), it may
well be that the ways in which they use
that code, the particular social circum-
stances of speech and the paralinguistic
acts surrounding it, are sufficiently dif-
terent that effective communication is
hampered. = Sociolinguistic explanations
emphasize social circumstances of speech
acts and the ways that language is used in
‘These vary wildly from one
cultural group to another. Laura Lein
(1975}, for example, points out how differ-



40 - TESL Reporter

ences in sociolinguistic rules result in mutual
misinterpretations- by teachers and Black
American immigrant children; and Boggs
(1972) has reported similar phenomena for
Hawaiian children and their teachers. Court-
ney Cazden (1977), among others, has
emphasized the great difficulty of even
evajuating the linguistic repertoire of min-
ority children, because of misfits between
the sociolinguistic parameters of school
and conventional testing situations, on the
one hand, and those of the settings in which
such children will produce the full range of
language performance, on the other.

The failure of schools to fully engage
the cognitive and linguistic capacities of
mineority children is a source of conster-
nation to educators as well as social scien-
tists: and sociolinguistic analyses are more
and more looked to for solutions.

Social Organization of the Classroom
and of the Teaching Process

- Even within the trans-national school
culture, there are a variety of classroom
social organizations possible, ranging from
that symbolized by the traditional self-
contained ranks and files of desks, through
smail-group formats, to individual tutorial
systems, and to the radical “free-school”
minimum-organization style. Social organ-
izations willy-nilly. emphasize different inter-
action styles-competition or cooperation,
individualization or group-hnking, personal
or impersonal teacher relationships, formal-
ity or informality -of teaching style, peer-
peer or student-teacher relationships--which
in turn, implicate cultural norms. Incongru-
encies between preferred types of social
interactions, and even social norm conflicts,
can result from classroom social organiza-
tion which is alien to the child’s culture.

Although this kind of hypothesis is not
common among educators, or even recipient-
‘culture parents, it is of interest and concern
to the cross-cultural social scientist, and a
number of workers have placed major re-
sponsibility for cross-cultural educational
problems on misfits in this area. Frederick
Erikson (1977), for example has argued that
social interactional “styles” of being a stu-
dent and being a teacher need to be matched
with each other for satisfactory educational
achievement. = Rosen (1977), although he

the attribution of educational

sees social interaction issues in the classroom

as ultimately stemming from the social class

divisions of society as a whole (a “political”
explanation), advocates change of the social
organization within a classroom and school
as at least a partial solution. Cazden and
John (1971), among others, cite “disconti-
nuities” between instructional methods and
American Indian children’s customary learn-
ing interaction styles and suggest the instruc-
tional processes could be better adapted to
that style.

Socio-political Issues

In this last category of explanation is
problems
in cross-cultural circumstances to the struc-
ture of the larger society and the relation-
ship of minority or subordinate groups to
the dominant group which controls the edu-
cational institutions. Eleanor Leacock
(1971), for example, has given some support
to this position as an outcome of a com-
parative study of Black and White low-and
middle-income schools, while Thomas and
Wahrhaftig, in the same volume (1971)
come to a similar conclusion from work
with Cherokee Indian and folk Anglo-
Saxon populations.

Proponents of political explanations
often see solutions to cross-cuitural educa-
tional problems as resulting only from
changes in the larger society, or at least
necessitating a drastic reorganization of the
total schoot system. While they may con-
cede that the immediate problems that
mirrority and subordinate group children
experience in school can be due to factors
included in any of the other five categories,
solutions to these problems cannot be
reached, these theorists feel, by changes
which are confined to the classroom alone.
Only by alterations in the larger socio-politi-
cal frame can effective and ldstmg eduLd
tional change be produced.

Researchers in cross-cultural education
must recognize the reality of socio-political
issues. However, educational research and
political action are separate spheres of
activity with different ways of proceeding.
and the researcher must most often attack

- classroom issues directly, in the hope that

making the trans-national culture of the
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~school operate more effectively for mi-
nority students will go to the root issue
of political discontent. In my view, social
scientists, humanists and educators have
quite enough to manage in solving the prac-
tical problems of making education truly
responsive to the differences among cul-
tures. -
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Positions as English instructors will be available in 1981 at the Centro Colombo- Amerluanu N

in Cali, Colombia, South America.

The Centro Colombo-Americano is a binational center offering regular courses throughout

the year for people interested in learning English as a foreign language.
| Facilities include a language laboratory, cafeteria,

students are currently enrolled in classes.

~More than 3,000

library, theatre, and an exposition room, Frequent cultural events are sponsored by the

Center.

Further information, as well as an application form, can be obtained by sending a letter |
and resume to J.S. Jacobson, Administrative Director, Centro Colombo- Americano, Apartadﬂ

Aereo 4525, Cali, Colombia,

The cul-
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conversational context. All new material is reviewed in ex-
ercises which follow each presentation. Numerous pictures
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The next SIETAR annual mnferenue will be held March 11 to 15, 1981, at the Sheraton
Landmark, Vancouver, B.C., Canada. The theme of the conference is “Understdndmg People
and Ideas: Approaches to Effective Intercultural Interaction.” The conference offers an op-
portunity to explore each of the themes and sub-themes through wnrkshops mundtdbies
case studies, concurrent sessions, special-interest groups, and a new concept, “poster sessions.’
Films that are integrated with the various topics will be shown in the evenings. This year,
for the first time, each activity will include participants from Africa, Asia, Canada, Europe,
Latin America, and the USA. The key events of the conference will be the four round-
tables in c¢reative multi-ethnic interaction, management of cultural differences, culttral
services to migrating peoples, and cultural dimensions of the North-South dialogue. For regis-
tration forms and more information, write to: SIETAR, Georgetown University. Washington,
D.C. 20057, USA. | |

The fifteenth. annual convention of TESOL (Teachers of English to Speakers of other
Languages) will be held March 3-8, 1981 in Detroit Michigan. For registration forms write
to the TESOL Central Oftice, 202 D.C. Transxt Building, Geurgetuwn University, Washington,
D.C. 20057.

The Association of British Columbia Teachers of Engia‘h as an Additional Language
(TEAL) in conjunction with its fifteenth annual convention, is hosting the national meeting
of TESL Canada. TEAL "81 —TESL Canada will be held at the Hotel Vancouver on March 12,
13, and 14, 1981. Thomas Scovel (Pittsburgh). Bernie Mohan (Vancouver), and two as-yet-
unnamed British educators will be plenary speakers. They and the fifty or more workshop
presenters will be addressing the concerns that arise in almost all classrooms at all levejs of
education where there are ESL students. For further information contact Earl D. Wyman,
Chatrman, TESL '81 — TESL Canada, 2684 Eagleridge Drive, Port Coquitiam. B.C. V3E 1 A6.

On April 1, 1982 (April Fool’s Day), the Western Humor and lrony Membership (WHIM)
will hold its first annual conference af Arizona State Universily. The conference theme will
be “The Language of Humor and the Humor of Language.” Proposals for papers conforming
to the general theme of the conference from such fields as psychology, anthropology, socio-
logy. education, literature, linguistics, bilingualism, etc.. are encouraged. Send your one page
abstract to Don L.F. Nllsen WHIM Conference, English Department, Arizona State Umvers:ty._

Tempe, AZ 85281 by ¥u1y4 1981,
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