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Abstract

This study examines literacy learning in th¡ee students within the context oftheir school, a

bilinguaVbicultural educational program for deaf students, and their homes. A bilingual model has

been applied to educating deaf studcnts who are learning American Sign Language (ASL) as their

first language, and English as a second language in written form. Although the theory ofusing a

child's understanding ofone language to learn another makes intuitive sense, the implementation

of this theory, particularly with deaf students, is a complex and confüsing process. part of this

confusion is due to the fact that bilingual education with deaf students differs from spoken

language bilingual programs in several ways, including language modality (signed and written),

only one language having a written form, and students arriving at school with varying levels of

exposure to an accessible language. The purpose ofthis study was to reduce the gap between

theory and practice, and provide descriptions ofthe teaching and learning strategies used by

teachers, parents, and students within a bilingual/bicultural learning environment for deafstudents.

The frndings suggest that successful strategies, such as using ASL as the language of

instruction, balancing direct and indirect teaching, making translation conceptual rather than

literal, and using multi-modal (print, signs, words, pictures) information, contribute to literacy

learning. Findings further indicate that some inconsistencies in applying a bilingual approach with

deaf students continue to exist which limit its effective implementation. The limitations reflect

that the shift from a deficit model to a cultural view of deaf students is not yet complete. The

feasibility and implications ofa transition to a cultural perspective ofdeafeducation are also

discussed.
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Chapter One: The Gap Between Theory and Practice

The locus of tliis resear-ch is the liter"acy acquisition process of Deaf children who acquire

American Sign Language as a first language and written English as a second language. Although

liferacy is commonly interpreted as meaning the ability to read and write textual material, in this

research ìt will be defined more broadly to include the contexl and culture in which reading and

writing occur. A view ofliteracy that goes beyond the basic tasks oftextual decoding and

encoding outlines the strong connection between language leaming, the individual, and the

community. It also emphasizes the relationship between language and the individuat's thinking

and identity. This broad framework emphasizes the importance of literacy acquisition for all

individuals including deafpeople, and the problems that can occur when literacy in this broad

sense is impaired

There are good historical reasons for the literacy impairment of deaf children. Prior to the

1970's, thc education ofdeafchildren in canada occurred through almost exclusively oral

methods. This approach primarily emphasized the use of amplification (hearing aids) to develop

speaking and listening skills. The educational focus was to remediate the deficits ofdeafchildren

to help them become more like hearing people. Frequently this emphasis on speech skills took

I Tlroughout this document, which describes an educational program that views deaf
children and their language from a cultural rather than the usual disability perspective, conventions
are applied in labeling deaf children that tend to differ from standard Canadian usage. Following
the convention proposed by woodward (1972) I use the \owercase deaf when referring to the
audiological condition ofnot hearing, and the upper-case Deaf when referring to deaf children
and adults who share a language - American Sign Language (ASL) - and a culture. This is similar
to the Canadian convention to câpitalize the names oflinguistic minority groups, such as Filipino,
Cree, or Ojibway. In additior¡ deafis also used inclusively to refer to all children with hearing
losses including those vvho may eventually b ecome Deaf cllldren or adults.
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precedence over facilitating non-oral language development and teaching deafpeople to become

literate.

Simultaneous communication - speaking and signing at the same time - was introduced

and flourished in the 1970's. This method of communication used signs from American Sign

Language (ASL), but presented them in the word order of spoken English. Some signs wcrc

invented to more directly match English words, and fiequently grammatical markers and word

endings were added to signs to reflect English grammatical structures. The purpose of using this

method of communication in the classroom was to expose deaf children to a visual model of

English and thereby facilitate their development of spoken and written English. In theory, the

notion of altering a language to morc accurately reflect the written code should facilitate the

acquisition of the written form. However, the use of simultaneous communication, or sign

supported speech, has two major flaws. Firstly, the appropriateness of altering language for

instruction is questionable. Programs teaching French to English-speaking children or adults, do

not facilitate this instruction by first introducing French words in English word-order or French

words with English grammatical endings. It is appropriate to draw comparisons between the two

languages, but not to alter existing grammatical rules and structures (Genesee, 1994). Secondly,

it must be questioned whether English, as a spoken language, can accurately be represented in

manual form. It was effectively documented that many of the grammatical structures of English

werc not included in teachers'use ofEnglish-based signing (Johnson, Liddell, & Erting, 1989).

For these reasons, during the 1980's educators and researchers began to realize that simultaneous

communication was not having the desired effect on the educational outcome ofdeaf students.
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The overall reading level ofhigh school graduates had not increased beyond the previous level of

grade four.

One group ofdeafchildren, however, consistently scored higher on tests ofEnglish

reading skills than their deaf peers with hearing parents: those with Deaf parents. These children,

it seemed, became fully immersed in American Sign Language (ASL), and treated it as their first

language. written English was thercfore learned as if it were a second language, and these Deaf

children became essentially bilingual (Hoffmeister & Wilbur, 1980). These observations

established the premise that deaf children should leam ASL as a first language and English should

be introduced as a second language, and that deaf education should be a form ofbilingual

education. The how, when and who of implementing ASl-English bilingualism, however,

continue to be debated and delineated.

Deaf children may access text similar to children who are leaming English as a second

language, although the processes are not parallel. Hearing children leaming English as a second

language frequently learn to speak English before or whìle they leam to read it, whereas deaf

children learn English through rcading it. The advocates for teaching Engtish as a second

language to deaf children emphasize the importance offirst establishing a language base in a

natural and accessible language. In guiding a deaf child's entry into text, respecting her primary

language to enable her to establish a productive relationship to the written medium is very

important (List, 1990). This implies that ASL and English should be recognized as separare and

distinct languages, but valued equally. Each language has its unique grammatical features, but

neither is better or worse than the other, The similarities in the meanings Engtish and ASL
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express need to be made erplicit. Reading and writing are deeply rootcd in the relationship that a

person establishes to language and to social communication in general (Vygotsky, 197g). Ifthe

deaf child's only experience with written words is linking them to spoken words which she cannot

hear, or meaningless articulatory movements, her interest will .ffane. She will not be motivated to

leam more about these written s).rnbols. Linking written script to signs which have meaning for

the child allows literacy skills to emerge from prior knowledge and experience.

Overall, there is agreement that early exposure to ASL allows deaf children to establish an

effective way to communicate and intcract with the world around them (paul & euigley, l9g7)

Disagreements arise in how this knowledge should be applied to guide them into reading and

writing English. Hearing people have the advantage that the correspondence between the written

pieces and the retrievable speech patterns follow the same linguistic structure. Additional

translation steps are needed for the deaflearner. The exact nature ofthese steps and how to

facilitate their development have yet to be defined. In this study, I attempt to contribute to this

task. I examine how studcnts' knowlcdge ofASL influences their acquisition ofEnglish literacy

within a bilingual,/bicultural educational setting. I identi$r teaching activities and strategies which

contribute to literacy development.

The theories ofbilingual and biliterate education can be applied to programs educating

deaf students. As a result sevcral schools and programs for deaf children in Canada have adopted

a bilingual/bicultural philosophy (Isrealite, Ewoldt & HofiÌneister, 1992). However, a gap

remains between the theoretical aspects ofthis philosophy and the practical aspects of its

implementation. Teachers continue to question ifthey can use their students' knowledge ofASL
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to develop and promote the English literacy skills of these deaf children. we know that deaf

children who grow up in an ASL environment learn ASL in ways analogous to hearing children

learning their spoken language (Meier, 1991; pettito & Mârenrette, l99l). what we do not know

is how deaf children learn English nor how they learn to rcad and write it. There is now growing

evidence from case studies to support bilingually-focussed, alternative conceptions and

pedagogies as successful in the language and literacy education ofdeafchildren, and the evidence

deserv'es further exploration. That is the goal ofthis research, to further explore the strategies

that deafchildren are presented with and use in acquiring English literacy.
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Chapter Two: Understanding Bilingual Deaf Education

An understanding ofbilingual education with deafstudents builds upon the general siudy

of bilingualism. This chapter, therefore, includes a discussion of current literature in the area of

spoken language bilingualism, followed by applications of the information to bilingual programs

for deaf children using the languages of ASL and English. Studies which relate theory and

practice and emphasizc the use ofASL to facilitate acquisition of English literacy are also

highlighted

Bilingualism

For most ofthe history ofthe study of language development, bilingualism was considered

a disadvantage to children cognitively, intellecfually, and educationally (Rcynolds, 1991). This

attitude began to change, however, as a result ofa landmark study by peal and Lambert (1962).

Using standardized assessment of French-English bilingual children in Quebec, these researchers

suggested that bilingual children, in comparison with unilingual children, demonstrated increased

mental flexibility, superiority in concept formation, and a more diversified set of mental abilities.

These conclusions were supported by vygotsky's sociocultural learning theory, which emphasized

the significance of language as the primary mediator in leaming about the world (Vygotsþ.,

1978) Vygotsky suggested that through bilingualism the child could view phenomena under

more general categories, to see each language as a particular system among many, and ultimately

to gain an awarcness ollinguistic operations.

Since the work ofPeal and Lambert, other research studies have tended to emphasize the

benefits ofbilingualism and bilingual education programs (Reynolds, l99l). Research on
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bilingualism expanded from describing the cognitive benefits to describing the psycholinguistic

cffects, such as the relationship between the two languages and their mental representations. In

general, the psycholinguistic research suggested that bilingual people display both indepcndent

and interdependent functioning between languages. It therefore also suggested that their

underlying cognitive systems are structurally separate and yet interconnected (paivio, l99l ).

The paradox ofbilingual functioning as both independent and interdependent is resolved

by considering mental representation models in which each language is stored separately but

linked with a common conceptual core. This is proposed by the bilingual dual coding model,

which assumes direct connections between the two languages, and a nonverbal imagery system

functioning as a shared conceptual system for the two languages (paivio, 1991) The three

systems (two verbal systems and one imagery system) can function independently, but are also

connected. corrcspondences among the three systems can be one-to-one or one-to-many,

depending on the language acquisition history (the two languages learned simultaneously or

consecutivcly) and conceptual/experiential background of the bilingual individual.

The assumption that two separate language systems are linked to a coûrmon conceptual

core plays a significant role in bitingual educational programs, because it suggests a common

underþing proficiency (cummins, 1984) lt also implies that experience with either language can

promote the proficiency underlying both languages. To understand the transfer of skills across

languages, however, an examination ofthe relationship between language proficiency and

academic achievement is needed.

Frequently, educators and researche¡s have erroneously assumed that the language
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proficiency required for ESL students in everyday communication is similar to that required for

perfbrming an English cognitive/academic task. Research, however, suggests a distinction

between the two. Immigrant students require, on the average, five to seven years to approach

grade norms in English academic skills, although they demonstrate peer-appropriate

conversational skills in English within about two years of their arrival (cummins, l9g4). The

primary reason for the lag is context. conversational skills reflect a surface fluency ofthe

language's more formal aspects, such as pronunciation, basic vocabulary and grammar, and are

supported by contextual cues and information. Academic language proficiency requires an

understanding ofthe language's deeper structures, such as semantics and pragmatics (rules of

language use), within decontcxtualized situations. In the context-rcduced interactions of many

academic tasks, it is necessary to focus on the linguistic forms themselves for meaning rather than

on the speaker's intentions.

Understanding this difference provides a framework for instruction and assessment in

bilingual educational programs, and explains the academic difficulties which conversationally

fluent ESL students may encounter in the classroom. lt also gives clues about the nature ofthe

relationship between language proficiency and academic achievement, and about the nâture ofthe

common proficiency underlying bilingual language development. In particular, it suggests that the

common proficiency eústs not at the surface levels (pronunciation, grammar, vocabulary) ofthe

frrst and second languages, but at the deeper conceptual levels (cummins, 19g4) The common

proficiency facilitates the transfer of cognitive/academic or literacy-related skills across languages.

The skills would include conceptual knowledge, subject matter knowledge, higher-order thinking
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skills, reading strategies, and writing composirion skills. In a French-English bilingual program,

for example, French instruction developing first language reading skills is not just developing

skills in French, but also a deeper proficiency related to the development of written literacy and

general academic skills. Presumably similar benefits might happen in an ASl-English bilingual

program. This possibility will be explored in this research while at the same time taking account

ofthe differences between oral bilinguatism (e.g., French-English) and Deaf bilingualism (ASL-

English).

Bilingualism and Deaf Children

Although bilingual education programs had been accepted as beneficial for hearing

children for several decades, the idea ofdeafeducation as a form ofbilingual education is recent

(Strong, 1988) The movement to teach English to deaf students as a second language came out

of the research documenting natural sign languages ofthe Deafas languages (Baker & Battison,

1980; Johnson, Liddell, & Erting, 1989). As this research became widely known, Deaf people in

Canada and the United States identified themselves as a linguistic minority rather than a disabled

group. Gradually the shift to cultural afüliation has influenced deaf education by shifting its focus

Íìom special education to bilingual education.

Bilingual Deaf Education (BDE) differs ÍÌom other bilingual programs in significant ways.

The first difference is in language modality. proponents ofBDE advocate that students,first

language be a natural visual-spatial language, such as ASL (Davies, 1991; Johnson, et al, 19g9).

Such a language, they argue, functions and is represented mentally in ways analogous to spoken

languages.
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Linguistic analysis of ASL shows that it is a complex, structured language with distinct

grammar, and that it exhibits the fundamental properties that linguists have posited for all

languages (Klima and Bellugi, 1979). The properties are manifested in distinctive structural

characteristics of simultaneitl¡ and the use of space. Simultaneity means that features, such as

movement and facial expression, are produced at the same time as the root sign and thereby add

to, or alter, its meaning. In this way several morphemes are expressed at once. points in space

are used to refer to people, things, and places that are not present. The linguistic structures of

ASL are adapted to maximize visual proccssing, visual memory and manual dexterity. ASL uses

simultaneity and the use ofspace to convey similar concepts that depend on a scquential

transmission ofsounds in spoken language. For example, ASL is uniquely adapted to capítalize

on the processing differences between deafand hearing individuals by using space and motion

where spoken language uses time for the same purpose.

Studies examining the linguistic features of ASL show that ASL functions in the same way

as spoken languages. It allows people to request, command, argue and persuade as well as to

express feelings, tell jokes, and create poetry. Further evidence that ASL is a bona fide language

exists in the study of its acquisition by children, both Deaf and hearing, with Deaf parents. In

these children language acquisition parallels that ofchildren leaming spoken languages; children

ofDeafparents, for example, also cxperience periods ofover- and under-generalization ofASL

rules, just like children learning English (Meier, i99l).

Although ASL does not result in a difference in function or development, the question ofa

difference in mental representation remains, particularly since ASL uses visual and spatial skills
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rather than auditory ones. This issue was addressed by Bellugi, poizner, and Klima (19g9) by

studying the cognitive and language skills ofDeafpeople suffering left and right-sided brain

lesions. They found that the left cerebral hemisphere in these persons was specialized for signed

language, in the same way that thc left cerebral hemisphere ofhearing people is specialized for

spoken language. The researchers argued, further, that the left hemisphere appears to be innately

predisposed for language, as well as independent of language modality. Neurologically, therefore,

ASL may function very much as a "verbal" language. Although its surface structures are

significantly different from spoken languages, ASL at a deeper level is related to the same

conceptual core or coûlmon undcrlying proficiencies.

The difference in modality between spoken and written English may also influence deaf

children's acquisition ofEnglish literacy. Although hearing children leam to read by forming

sound-symbol associations, learning to read without forming such associations is necessary, and

hopefully possible, for deaf children. In other words, being a sl,rnbol without being mediated by

the sound system should be possible for a visually represented pattern. This is the case for

mathematical "sentences". The symbols can be verbalized through the sound system; however,

this frequently inhibits, rather than helps, the processing ofthe "sentences',. The written symbols

appear to map directly to mental concepts without being mediated by speech.

Further insight into learning to read can be gained by considering orthographies that are

syllable-based and therefore less dependent on phonetic associations. In the case ofJapanese, for

example, Hatano (1986) states that an experienced reader ofJapanese uses several different

internal codes for a word. Japanese orthography has two distinct written systems, one linked wjth
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pronunciation (called kana) and the other linked with meaning (kanji). Meaning is achieved by the

Japanese reader directly through the kanji symbols, but can also be mediated through the kana

s).'rnbols and the phonetic code. The Japanese experience suggests that similar processes might

occur in Deafreaders reaching meaning from written language. At times they might access

meaning directly by the written s),rnbol (word) or at other times through the sign code.

Another significant feature ofBDE is that the first language, ASL, does not have a written

form. Some have argued that this feature will reduce transfer of proficiency from ASL to English

(Mayer & wells, 1996; Ritter-Brinton, 1996). The argument assumes, however, that literacy

consists only ofthe reading and writing components oflanguage. A broader definition of literacy,

one that includes the context of language use, changes the predictions somewhat. When literacy

is defined broadly, it is clear that it requires a range ofabilities, spanning Íìom formal,

decontextualized language to more conversational language. Literacy becomes the ability to use

appropriate language forms depending on the social context. Schley (1992) studied the ability of

Deaf children to modiS their ASL use in contextualized and decontextualized language situations

and found that the children did produce different types of language appropriate to the situations.

Their literacy-related and metalinguistic skills were part of the deeper structures of ASL and

knowledge ofthem transferred across languages in bilingual children. By expanding thc definition

ofliteracy, in this way, bilingual proficiency and lìteracy would be expected to develop even

where one language does not have a written form.

BDE differs from both bilingual education in heritage languages and bilingual education in

second language immersion programs, in that the family language background ofdeafchildren is
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not consistent. Among children born deaf, less than 10 percent come from families with even one

Deafparent o¡ older Deaf relative (N{eadow, 1972; Trybus & Jensema, 197g). When such

relatives do exist, deafchildren can acquire ASL and in this way develop relatively normal socio-

emotional family interactions. Bilingual programming for this minority of deaf children would

follow the typical approach ofbuilding on the "heritagc" language, here ASL, and ofintroducing

English as a second language.

For the other 90 percent ofdeafchildren, however, the situation is quite different. Here

the deafchild is the first deafperson in the family. For the child's parents, encountering deafness

in the child is generally unexpected and traumatic. The parents and siblings ofdeafchitdren

seldom have the ASL communication skills required to provide these children immediate access to

the acquisition ofa natural language, a circumstance that limits access to the family,s cultural

knowledge and resources. The children tend to enter kindergarten without a sophisticated

competence in any language, signed or spoken (Johnson, et al., l9g9) Bilingual programming for

these children, therefore, requires that they first develop proficiency in ASL, before facilitating

acquisition of English as a second language.

The strategy of learning ASL first is supported by research with hearing bilingual children

who have not established a clear first language before entering school. The Carpinteria Spanish-

language preschool program, for example, initially consisted ofa bilingual preschool in which

both English and Spanish were used concurrently, but which put strong emphasis on English skills

fo¡ children with a spanish language background (cummins, 1984) Kindergarren teachers

reported, however, that child¡en Íìom these programs often talked with a mixed version of
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English and spanish ("Spanglish"). As a result, the experimental program introduced a spanish-

only preschool with the goal of developing the children's school-readiness skills and

simultaneously building their first-language skills. At the conclusion ofthe program, despite

exclusively Spanish language programming, the children did bctter than other Spanish-speaking

children on both Spanish and English assessments. Program developers attributed success to the

use of meaningful language (i.e., Spanish), integrated into daily activities, factors which

encouraged high levels of conceptual and linguistic skills in both languages. The reinforcement of

the children's identity and involvement ofparents in the program was also considered to

contribute to the positive outcome. Cummins concludes:

"The frndings clearly suggest that for minorify students who are academically at risk,

strong promotion offirst language conceptual skills may be more effective than either a

halÊhearted bilingual approach or a monolingual English 'immersion' approach." (p. 149)

what cummins did not consider, of course, is whether the firstJanguage emphasis might

also prove helpful for bilingualism across modalities, such as experienced by deaf children. As

described later, the current research explores this possibility.

Strate_eics for Literacy Instruction with Bilingual Children

The differences described above between BDE and other forms ofbilingual education

frequently creatc confusion and inconsistency in the implementation ofprograms for deaf

students. In spite of differences, however, there are also aspects of orally based bilingual

education which can be applied to bilingual education with deafstudents. Some ofthese are
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described in this section, they are drawn from the general literature on literacy instruction with

bilingual children, but many are supported in the research regarding bilingual instruction with deaf

children.

Motivation and self-concept. Developing students' motivation and self-concept is

important to any teaching, but it is particularly important with bilingual students who may not feel

that their skills and knowledge are recognized because they cannot easily express what they know

verbally. A sense of self-worth is encouraged by accepting the student's most familiar language

as equal to any other language. Having Êaith that second language leamers will learn and

maintaining high expectations for them is also important.

LìT.eracy in two languages (also called biliteracy), often occurs in a context ofunequal

power relations, with one or the other literacy becoming marginalized (Homberger, l9g9). This

is also true for biliteracy programs with deaf children, with English dominating ASL. Factors that

contribute to the marginalization of ASL include limited and recent linguistic awareness of ASL,

att;tudes that deafness is disability, and the lack ofa written form for ASL. Furthermore, because

ofthe past denigration ofASL and Deaf culture, overemphasizing the value ofASL for deaf

children is often necessary. In the long term, however, ASL and English should be recognized as

separate and distinct languages, but valued equally. Emphasizing the value of ASL can be

accomplished, for example, by inviting storytelling by members of the Deaf community (Israelite,

et al., 1992), and by teachers constructing, expanding, and modifying stories in ASL. These

strategies can motivate students to create their own stories, and to take pride in their stories,

language, and Deaf culture. such pride can enable them to feel more confident and ready to leam
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English.

Language development Teachers must have a thorough understanding of language

development, so that they can monitor and sequence the linguistic "load" they place on the

students. A key principle is that language learning is maximized by incorporating language

development in the academic curriculum explicitly and systematically (Genesee, 1991).

The value of awareness ofthe linguistic load on deaf students is illustrated in a study by

Mozzer-Mathcr (i990). The investigator sought to improve deaf students, writing by combining

writing process and translation techniques. The students used transcribed English glosses (words)

oftheir signed versions of stories to help them prepare written texts. Even though the students'

first drafts in English deviated in many respects from conventional standard English, however, did

not mean that they were unaware ofthe conventions. Instead, it reflected their dífficulty in paying

attention to these concems while juggling concerns about content during the creation ofa first

d¡aft. Second drafts, written with the assistance ofglosses to remind them ofcontent, were

substantially more grammatical than the {irst drafts. The reduction ofthe linguistic constraints,

with regard to vocabula¡y, enhanccd the volume, slmtactic complexity, and correctness of the

subjects' writing.

Basic knowled-qe of child's first lanzuage. Basic knowledge of a child's first language is

also nccessary, in order to be aware ofpoints oflinguistic interlerence or conflict between the two

languages. The knowledge helps teachers to identify errors that are systemic in nature and can be

eliminated by emphasizing the distinction between languages rules. The strategy is especially

important for teachers ofdeafchild¡en. clues to understanding deafstudents, linguistic
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processing may lie in their use ofspace, facial expression, or body shifting, evcn though these

features are not part ofwritten language expression and therefore can easily be overlooked. Deaf

children must link new meanings in print with their existing knowledge of language, which is

necessarily visual rather than auditory.

An understanding offingerspelling and the rules for sign production, for example, can

help in understanding deafchildren's invented spelling (Schleper, 1994). The strategy of

handshape borrowing, or writing the word based on the handshape ofthe sign, may result in

spellingsnoteasilyunderStood'Forexample,achildmayspell''in'.Startingwith

starting with an "F", based on the handshapes used in producing the signs for these words.

substitutions ofletters may also occur based on how closely they resemble each other on the

hands, not whether they sound alike.

A case study of a Deaf child by Wilcox (1994) provides another example. Wilcox

documented how the child used phonology of ASL to solve the problems she faced in leaming to

read. The child created a tkee-way link between the visual phonetics of signed language,

fingerspelling, and English orthography. The ASL handshape represented the meaning of the

word, and the fingerspelling hclped to link this meaning with the printed representation. lt

appeared that this Deaf child bypassed the phonological system and used a system she could

understand. She did so by matching her existing linguistic knowledge ol ASL constructs to print,

even when her knowledge of ASL was limited, or when it conflicted with rules of English. For

example, the child learned that the "-ing" ending in English represented the present progressive

tense. she was also aware of the fendency for verb tense to be indicated at the beginning of
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sentences in ASL. This resulted in her producing sentences which combined elements of the two

languages "incorrectly", such as, "-ING I\{E EAT ME.,' A teacher without knowledge of ASL

grammar might have labelled these productions as language disordered rather than recognizing

them as systematic problem solving.

Speak then read. Another general strategy in educating bilingual children is to teach them

the spoken form ofa language before introducing reading in the language. This practice has been

questioned, however, in light of studies where "write first" instructional approaches have been

more effective for developing literacy in some learners (Mercado, 1991, wald, l9g7). The belief

that language develops sequentially from listening to speaking, to reading, and finally to writing

therefore does not seem to occur for ail students. All language processes may instead develop

simultaneously, and practices such as those ofdelalng instruction in reading and writing until

there is oral mastery ofwhat is to be read in English as a second language are ofquestionable

value, serving to limit the learning opportunities rather than enhancing them. The shift away from

requiring sequential mastery ofliteracy skills is promising for deaf students since many deaf

children learn English through reading and writing.

Most models of secondJanguage acquisition emphasize the importance of an internalized

phonemic system in oral literacy acquisition processes (Rosner, l9g6). But analogies exist for

deafchildren, who seem to develop an internal representation oftheir visual language (Brooks,

1978). The process of developing reading skills in deafchildren must therefore link these intemal

structures to the grammatical features of written English. Ruiz (1995), in a case study of her Deaf

daughter's literacy acquisition, found that the daughter did not need an orally-based, internalized
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phonemic system, nor the phonemic alvareness activities or direct phonics instruction which many

researche¡s and teachers consider indispensable.

Allow translation. Bilingual children should be allowed to translate to their first language

(ASL) *'hen reading in their second language (English), and the translations should nor be

considered errors. This is a useful rcading strategy lor making print meaningful.

One method for using ASL to teach English involves making comparisons and translations

between the two languages explicit (Neuroth-Gmbrone & Logiodice, 1992). The students

initially express story content in ASL, and the expressions are videotaped. The production of

English writing then becomes a process of transcribing these videotapes. The relationship of

spoken to written language needs to be taught and translation from one language (sign tanguage)

to another (written English) can be systematic (Erting, 1992). rt appears that more attention

should be directed to the non-manual components ofASL (movement, facial grammar, body

shifting), as these convey vital grammatical information that needs to be linked explicitly to the

corresponding gammatical features of English (Marshak, 1993).

Emphasize comprehension. In teaching second language learners, tcachers should try to

make information meaningful and comprehensible (Hudelson, 1994) The core of literacy is the

construction of meaning, whether the text is the student's own or one written by others. The

construction of meaning is central whether literacy is occurrìng in a first or second language.

Studies have documented this principle with deaf students by showing, for example, that

deaf students use semantic clues to make sense of difficult grammatical structures (yurkowski &

Ewoldt, 1986). when they process these sentences, the deafreaders appear to consider.,what
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makes sense" rather than analysing the grammatical relationships between words. Unfortunately,

instructional practices with dcaf children commonly emphasize the grammatical structures that

focus on the deaf students' weaknesses (syntax) and ignore their strengths (semantics). In

response to deafstudents' difficulties with syntax, many educators simplify text to facilitate

reading skills. Yet this response may inhibit language growth rather than promote it (Ewoldt,

1984, 1987). Without exposure to a variety of syntactic patterns, deaf children cannot use their

most effective strategies (semantics) for mastering the subtleties of ryntax. The emphasis on

semantic processes, however, must be developed systematically through exposure to appropriate

background information, real life experiences, and the use of syntactically simpler reading

materials.

Use the children's first langua=ee to determine comprehension. Written text in the child's

second language can be discussed in the child's first language to ensure comprehension ofthe

textual information and to develop vocabulary knowledge in contexl (Swaffar, lggg). For deaf

students, this means that instructional conversations can take place in ASL about written English

and should also occur in written English about ASL (Erting, 1992). Formal instruction related to

higher-order thinking and literary forms have been helpful with deaf students, whose problems

occur not only at lexical and sentential levels but also at broader levels ofcontext (Kretschmer,

1989), such as knowledge ofgenres, coherence, and author's voice and reader's perspective.

Intervention with deaf students should therefore include making texlual structures and

connections more explicit, and stimulating reflection by providing appropriate inferential

questions. Teachers should use the students' native language in teaching these broader literacy
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skills that are necessary for the development of full reading comprehension (paul and euigley,

1987)

Incorporation ofculture. Teaching bilingual students also requires having an

understanding oftheir cultural values (Ching, 1976). Incorporating the visually-oriented features

ofDeaf culture is essential in ieaching deaf children Strategies can be as simple as flashing the

lights to get attention and using a variety ofvisual aids when prcsenting lessons, or as complex as

developing visual poetry. Besides visual strategies, ASL discourse patterns also influence the

most effective method of presenting information. ASL fìequently uses a ',diamond" discourse

strategy, where the main point is presented initially, followed by expansion and background

information, and closing with a restatement of the main point (Small & philip, 1992). This

contrasts with the more typical English discourse strategy ofbeginning with general information

and concluding with thc specific point.

Deaf communities operate collectively as opposed to the more individualistic standard

common in canadian culture (Philip, 1987). In the classroom this principle means agreeing as a

group on the rules and expectations for behaviour, rather than the teacher telling the students

what the rules are. It also means deciding by consensus, where possible, rather than by majority

rule. A belief in collectivism also fosters peer teaching. students are encouraged to work as a

group so that concepts are understood by all, and tasks are completed by everyone. Although

collaboration like this may be good teaching practices with any children, interactional activities

have been especially beneficial for second language learning (Genesee, 1991).

use of native language/cultural role models. An essential element of BDE is having
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teachers who are true role models for Deaf culture. ln practice such teachers need to be Deaf

themselves, as well as fluent signers ofASL and skilled readers of written English. Several

studies have emphasized how Deafparents and teachers naturally elicit more interaction with deaf

children because they are so much more visually attuned than are hearing people (Erting, 19gg;

Mather, 1989; Padden & Ramsey, 1996).

The study by Mather (1989), for example, compared a Deafand a hearing educator's

presentation of a story to deaf children. The Deaf teacher's fluency in ASL allowed her to modi$

her register to meet the diverse language needs of all the students in the group, and to enter into

truly meaningful conversation with them. l\{any of the strategies she used, such as asking "wh"

questions rather than "yes/no" questions, were not unique to Deafteachers, but were good

teaching practices in general. They apparently proved more difficult, however, for the hearing

educator, whose limited ASL skills and stronger auditory orientation may have caused her to rely

on more struqtured activities that controlled the language interaction.

similarly, hearing parents reading with their deafchildren were found to be more

structured in approach and to create fewer links between the book and personal experiences than

parents reading with their hearing children (paul and euigley, 1987) The differences presumably

limit the development ofpre-reading skills in deafchildren, and are presumably linked to

difficulties with meaningful conversations as well. To understand how hearing parents can best

facilitate the literacy skills oftheir deafchildren, rherefore, leaming from Deaf families is

necessary (Erting, 1992), where more natural interaction occurs.
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Research Ouestions

The more the leaming contexts allow students to draw on the three continua ofbilirerate

development, that is, both oral and written, both receptive and productive, both frrst and

second language skills, the greater the chances for their biliterate development

(Hornberger, 1990, p.3).

This quotation summarizes the current trends in literacy instruction with bilingual students.

The traditional progression from listening to speaking, to reading, and frnally writing, is no longer

considered the only path to litcracy. The newer, multiple approach bodes well for deaf children,

who do not have access to all the steps along the traditional path. Literacy in their first language,

ASL, gives the initial tools of experience, meaningful concepts, and deeper linguistic awareness

that facilitate later leaming of written English.

The newer approach to BDE, however, has only emerged recently, and has barely begun

to benefit deaf children. A paradigm shift from a medical or disability perspcctive to a cultural

perspective ofdeafchildren was necessary to tink the ficlds ofESL teaching and deaf education.

Educators of deaf children can now take advantage ofESL techniques because research is

focussed on similarities, albeit in a different mode, rather than differences. sevcral strategies

which have been effective in bilingual educational programs with hearing children have also been

successfully applied to teaching deal students. These include encouraging motivation, developing

students' selÊconcepts, understanding language development, knowing the students' first

language, allowing translation, emphasizing comprehension and using the students, first language

to do so, incorporating cultural values and the presence of native language role models.
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Because deafchildren have onlyjust begun to experience the newer approaches to BDE,

this study explores and describes the effects ofthese approaches in a setting whcre they are in fact

being implemented. This involved sysiematic data collection within a bilingual and bicultural

educational program for deafchildren to determine the impact ofthe school, classroom and home

environments, as well as the teaching strategies implemented by teachers, parents and peers. It is

important, but difficult, to distinguish between teaching and leaming strategies. Therefore,

leaming processes were not assessed directly, but rather inferred ÍÌom the effectiveness of

teaching strategies. Both learning and teaching were studied within the contexts of school and

home. More specifically, I set out to accomplish the following objectives:

1 To describe the activities and instructional methods that several teachers in a

bilingual educational progam for deafchildren use to develop students' literacy

4.

skills.

To describe the natural strategies used by Deafstudents, whose first language is

ASL, to acquire literacy in English.

To describe the interaction between Deaf children and their parents in an activity

which links the two languages of ASL and English.

To explore the impact the instructional methods within a bilingual cducational

setting have on Deafstudents' litcracy development.

These four objectives were implemented within a case study dcsign, which focussed on

three Deaf students and included their parents and teachers. The case study format, together with
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a qualitative approach, ensured that the descriptions ofteaching and leaming strategies were

detailed and contextualized. The next chapter provides funher information regarding research

methodology.
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Chapter Three: The Framework for Discovery

The methodology for conducting research is outlined in five areas; the methodological

approach, the research site, identifying the participants, data collection, and data analysis.

Methodological Approach

In this study I used qualitative research methods that emphasize description, induction,

grounded theory, and the study ofpeople's understanding (Bogdan & Biklen, 1992). This

approach is naturalistic in that observations are centred on the typical activities in the everyday

lives of people. In many ways qualitative research focuses on how people produce meaning

through social interaction and how they use this understanding to guide and shape their lives and

the lives of others (Denzin, 1989) My approach was holistic in that I did not view people and

their actions out ofcontext, but rather within the systems of family, school, community, and

society. I did not predetermine what to look for, but rather t¡ied to see the whole picture and

make meaning out of what I was given.

An important aspect of qualitative research is gaining access to the community, group, or

individuals r'"'hich are the subject ofstudy. In this case, this represents the stafl students and

parents at the Manitoba School fol. the Deaf (MSD)2. In order to set a positive tone and ensure

the observations represented natural interactions, I was open about what I was doing and had full

permission to be there. I built trust by making it clear that I would not use what I was finding to

demean or otherwise hurt people.

2 The actual name ofthe school is used here in agreement with school administration.
Although this limits confidentiality, it was felt that since there is only one residential school for
deaf students in the province, its identity would be difficult to hide.
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Rapport is an important element ofthe relationship bctween researcher and pariicipanf..

Rapport has been defined as the degree to which people can understand one another's

perspectives (Denzin, 1978). As a former staffmember of MSD, and an educator of deaf children

for many years, I share many experiences and perspectives with the teacher participants in the

study. Rapport was easily established through a shared understanding ofthe frustrations and

challenges in achieving the common goal of increased English literacy with deaf students. During

observations, the teachers asked me ifI knew ofa better definition or way to feach particular

grammatical structures or vocabulary items they were struggling to explain to the students. Also,

the teachers frequently chose to spend recess time, their coffee break, talking to me about

classroom activities or student behaviours. These actions confirmed that I had established a good

rapport with the teacher participants.

During the classroom observations I did not actively participate in the teaching activities.

One reason for this was becausc I was operating a videocamera, but I also wanted to keep the

interactions between students and teachers as typical and natural as possible. During the first day

that I was videotaping in a classroom, one student turned to me and asked me, "YOU

HEARING?" (meaning, "Are you a hearing person?"). I responded by nodding. I generally

reÍìained from interacting with the students, but I realized that when I introduced myselfto them,

I hadn't indicated whether I was Deaf or hearing. This is an important cultural behaviour and I

should have known better, so I felt it was the student's right to know, which is why I responded

to him at this time.

The key to gaining access is trust. Approaching the community wifh a goal of
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understanding rather than judging is essential in building trust (Higgins, 1980). As a hearing

person study'ing deaf education, I had established key contacts within the Deaf community of

winnipeg and within the staffof MSD prior to my work with this study. These relationships

facilitated my gaining access. It is possible to alter and manipulate certain behaviours to increase

rapport and trust. Nevertheless, some barriers may remain simply because of whom and what I

represent to the participants. As members ofa cultural minority and disabled group, Deafpeople

have historically been oppressed by members ofthe hearing and speaking majority. This suggests

that a hearing researcher, representing the oppressive majority culture, may obtain quite different

information than a Deafresearcher. Schein (1968) in a study ofthe Deaf community in

washington, D.c. found this to be the case. Deaf interviewers were superior to their hearing

counterparts in obtaining information, having lower refusal rates and leaving a positive

impression.

A qualitative approach to research, where participants are actively involved in guiding the

study, can also minimize the affects ofa power imbalance bet\rr'een the hearing researcher and

Deaf participants. In many ways, whether intentional or not, research in the field ofdeaf

education has contributed to the oppression ofDeafpeople. Research from the majority hearing

standard has emphasized what deaf children lack rather than the abilities they do have (Erting,

1992); has supported educationally mainstreaming deaf children to maintain the role and

dependency ofhearing experts (Johnson, et al., 19g9); has promoted a psychology ofdeafness to

emphasize abnormality further (Lane, 1992); and has developed teaching methods and

communication systems \¡/ithout Deafpeople's involvement indicating that hearing educators
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know what is best for deafchildren (Paul and Quigley, 1987). The aim olresearch with Deaf

people, as with other communities that have been marginalised, must be liberation (ward & Flynn,

1994; Wight Felsþ, 1994) Therefore, this requires a relationship between researcher and

participants which is truly interdependent. This means that hearing researchers should share thc

same value base with Deaf participants and work in partnership with them to identifu research

questions, draft proposals, establish research design, and interpret research findings. This is the

model I have followed in this study. The initial research questions arose fiom formal discussions

within workshop settings, as well as informal conversations, with Deaf educators and members of

the Deaf community. Throughout the research process, information was discussed and clarified

with participants, both hearing and Deaf. A particular emphasis was made to involvc Deaf

consultants in the administration and analysis ofthe assessment ofthe students' ASL skills. This

was to avoid any influence ofa non-native signer, such as myself on the overall results ofthe

testing.

Research Site

In the current study, the primary research site as a whole became the subject ofdescription

and study. The site included an environment where deaf children were presumably viewed as

culturally different not disabled. The focus ofresearch encompassed the school milieu, the

classroom environment, as well as the students and teachers. Fieldwork was conducted at the

Manitoba School for the Dea{ in winnipeg, I\{anitoba. The Manitoba school for the Deaf (l\{SD)

was selected as the research site because the school adopted a bilingual/bicultural approach to

educating its students six years ago. A commitment has been made to developing bilingualism
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and cross-cultural awareness among staffand students. It was expected that an environment

which values the role of ASL in facilitating English literacy would provide insight into the

implementation of teaching strategies.

As part of the general study of the instructional methods and strategies implemented on

the site, three elementary classrooms were targeted for data collection. These included the grade

four, grade five, and grade six classrooms The teachers were selected according to the criteria of

years ofexperience, bilingual proficiency, cultural (hearing or Deaf) status, and willingness to

participate in the study. All three teachers had a minimum of 5 years teaching experience with

Deaf students to ensure that they were comfortable in the classroom and to reduce the possibility

that observations would cause them anxiety. A high level of proficiency in both ASL and English

was required to indicate a commitment to the bilinguaVbicultural philosophy and to ensure that

teaching strategies were not limited due to a lack of skills. It was hoped that at least one ofthe

three teachers selected would be a Deafperson, and one would be a hearing person so that

possible differences in their approaches could be observed. However, at the time of the study

thcre were no Deaf teachers in any of the elementary classrooms (K - grade ó) at MSD. The final

criterion, that of the teachers' willingness to participate, was important to establish rapport, and

to ensure the completion and success ofthe project.

Particinants

The primary participants in this study were th.ce elementary students at MSD. Although

the decision to include "three" primary participants was fairly arbitrary, it was considered a

manageable number within an in-depth case-study design, The selection criteria for the th¡ee
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students included cultural (Ðeafor hearing) status ofparents, agelgrade level, and language

proficiency. It was important to include both students with hearing parents and students with

Deafparents to determine if any differences in interactions could be observed. It was particularly

important to include Deafparents, as it happened that no Deafteachers were included in the

classroom observations. For this reason, two ofthe students had Deafparents and one student

had hearing parents. Although all three students were beyond an emerging or initial literacy level,

there was still a range ofreading and writing skills between the thrce students, aged 9, 10, and 11

years. It was important to reflect a range ofliteracy levels to determine ifthis influenced the

learning or teaching strategies implemented. All three students used ASL as their first and

primary language, and were learning English as a second language in written form. This criterion

was established so that the influence ofASL skills in facilitating English literacy could be

explored.

Although some individual language assessments were conducted, the students \ryere

observed primarily in their classrooms and at home. As a result ofthese observations other

students and siblings also indirectly participated in the research. The parents ofthe three

elementary students were also participants in the research. As previously indicated, two sets of

parents were Deaf, and one set was hearing.

students and rheir Families. The student selected from the grade four classroom, was

Zoe3. zoe was a nine year old girl, fi'om a Deaffamily. Both her-parents and her fourteen year

old sister were Deaf, and she had numerous Deaf aunts, uncles, and cousins. Her father, Joe, was

3 For the purpose of confidentiality, all participants have been giver pseudonyms - these
are not their real names.
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a teacher at a preschool program for deafchildren. He receivcd his training through an innovative

2 1/2 year, competency-based training program for Deaf adults, approximately ten years ago. As

a teacher, parent of Deaf children, and an active member ofthe Deaf community, Joe was very

aware ofthe issues and concems in the field of dcaf educatio n. zoe's mother, Joanne, was a child

care worker at a bilingual,/bicultural daycare ccntre, using ASL and English, for deafand hearing

children. Zoe's family lived in a small, well-kept bungalow close to the city centre Both Joe and

Joanne were active members of the winnipeg Deaf community, and as former co-workers, well-

known to me. They were relaxed during our interactions and openly shared their ìdeas and

opinions.

Zoe's language skills in both ASL and English were assessed through formal and informal

measures (these are discussed in more detail under the "Assessments" section). The findings

indicated that she had advanced ASL skills. she was able to understa¡d narratives, and

comprehend grammatical structures, including classifiers, time markers, and map markers. In

expressing herself in ASL, Zoe effectively used a variety ofclassifiers, modified the meaning of

signs with facial expression and movement, clearly identified spatial references and used a variety

of complex sentences. The formal testing related to written English placed Zoe,s skills at

approximately a grade two level. A sample of her writing revealed no problems with story

structure and sequence, and some difficulties with grammatical markers, particularly verb tense

and prepositions. Her written sentence structures were primarily simple (subject - verb - object

word order), but she did accurately use some conjunctions and embedding ofclauses. Zoe

expressed a positive attìtude towards reading and writing, indicating that she participated in these
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acfivities for recreation and enjoyed sharing her o\&'n stories or reading books with others. Please

refer to Appendix A for a complete profile ofZoe's assessment results.

The other two primary participants were both selected from the grade six classroom. It

was felt by school personnel that none ofthe students in the grade five classroom fit the criteria

for a suitable participant (onc that was using ASL as a first and primary language and learning

Englìsh as a second language in written form).

Nancy was one ofthe students selected from the grade six classroom. She was ten years

old and was the second child of hearing parents. Her twelve year old brother was hearing, and

she had no other siblings. Her mother, Amy, was a teacher at MSD, and was very fluent in ASL.

She became involved in the field ofdeafeducation because ofher experiences with her Deaf

daughter. Her father, N{ike, was an avionics engineer, and he admitted that he was not fluent in

ASL so his communication with Nancy *'as limited. Mike expressed a genuine concern and

reluctance to be involved in the study ifvideotaping was required, As it had been difficult to find

three suitable student participants, I decided that rather than exclude Nancy from the study I

would conduct the parent interv'iew with Amy and Mike by simply taking notes. Amy was willing

to be videotaped interacting with Nancy for the home observations. Nancy's family lived in a

large suburban home very close to MSD. Both Amy and Mike welcomed me warmly into their

home and appeared to speak openly and honestly about the issues we discussed.

Nancy's language skills in both ASL and English were assessed. The results indicated that

she was developing effective skills in ASL. she understood narratives and comprehended

grammatical structures including classifiers and time markers, but she consistently reversed the
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perspective when comprehending map markers. Nancy was able to use a variety of classifiers and

expressed herself in ASL with both simple and complex sentence structures. The results ofthe

formal tcsts of written English, placed Nancy's performance in this area at a grade level of 2.5. A

sample of Nancy's writing indicated a good sense of story structure. she tended to omit

inflections ffom her verbs, and used primarily simple sentences following a subject-verb-object

word order. She correctly used quotation marks to embed one clause within another. Nancy

demonstrated a positive attitude towards reading and indicated that she frequently reads for

recreation. Her attitude towards writing was that it was difficult for her; there were many rules to

leam and she still made many mistakes. For a full profrle of Nancy's language assessment results

please refer to Appendix A.

The second student selected from the grade six classroom was Sue. Sue was eleven years

old and her parents were both Deaf she had a thirteen year old, hearing brother, but no other

siblings. Sue livcd in the school residence during the week and travelled home to her family evcry

weekend. They lived in a small community approximately 70 kilometres outside of winnipeg. I

typically planned my visits with Sue's family for Fridays, so that I could drive her home at the

same time. Although Sue's parents were Deaf, I had not met them prior to this study as they

were not actively involved in the winnipeg Deaf community. Her mother, polly, attended MSD

herself as a child and cunently worked in a poultry processing plant. Her father, Kurt, was born

in Paraguay but his family moved to canada when he was five years old so that he could attend

school here. He indicated that there were no schools for deaf children in Paraguay at that time.

Kurt graduated from MSD and was cur¡ently working for a window manufacturing company
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where he has been employed for 18 ycars. Sue's family lived in a basement apartment ofa house

rlith an entrance through a family room on the first floor which appeared to be a converted

garage. Kurt and Polly wcre both quite reserved and scemed particularly shy on camera. I think

their responses were honest and open, but they did not elaborate much on the issues. At times

this also reflected some unfamiliarity with the issues and concepts related to deaf education that

we were discussing.

Sue's language skills in ASL and English werc assessed. Results ofthese assessments

indicated that she was functioning at an age-appropriate level in terms ofher ASL development.

She was able to understand narratives, and comprehend grammatical structures inciuding time

markers and map markers. Sue had some difficulty with classifiers, both in comprehension and

cxprcssion. Classifiers function similar to pronouns in English, they are more general signs which

replace other more specific referents. The formal testing of written English indicated that Sue

was functioning at approximately a grade four level in this area. She demonstrated good

comprehension ofvocabulary items and used a variety of complex sentences in her written

sample. She had some difficulty with verb tense inflections and articles, but accurately used

possessive markers and prepositions. Sue demonstrated a positive attitude towards reading and

writing. she fìcquently read for recreation and enjoyed sharing her own stories with othcrs A

full profile ofthe language assessment results for Sue can be found in Appendix A.

Teachers. The three classroom teachers were also key participants, as the majority of

research observations occurred in their classrooms during activities fhat they developed and lcd.

The most important criterion for selecting the teachers vr'as their experience in a bilingual
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approach to teaching deaf students as it was their interpretation and methods of facilitating

English literacy which were the focus of observations. As previously mentioned, all three of the

teachers were hearing, but had developed fluency in ASL.

The grade four teacher was Marlene. she was in her early fifÌies, single, and had been

teaching at the school for over 20 years. Marlene had very strong views about teaching children

and specifically what deaf children needed in order to learn most effectively. She belicved that

students should be treated as ìndividuals and that it was the teacher's responsibility to determine

where each student was at and where they were going, and to provide them with what they

needed to get there. She had strong expectations that her students would leam and, in her words.

she "demanded that they learn." This was reflected in the atmosphere ofher classroom; she was

very strict in terms ofstudent behaviour and she did not accept students not leaming to her

standard. Many of Marlene's classroom activities were individualized and she allotted amplc time

to complete them so that students could work at their own pace and at their own level.

The grade five teacher was Doug, who had been teaching at MSD for l5 years. Doug

'was in his mid forties, married to a teacher of the deaf who also worked at MSD, with no

children. He was in good physical condition, and an outdoor enthusiast, as was evident by his

bicycle in the corner ofthe classroom. Doug was very well-spoken and his concise and confident

comments indicated that he had previously considered many ofthe issues we discussed. Doug

indicated that making students feel comfortable and giving them consistency and structure were

the most important aspects of effective teaching. His classroom reflected these beliefs through the

1vaûn, encouraging relationships he developed with his students, the tidy and organized
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environment, and the systematic presentation of worksheets and lcssons.

Paula was the grade six teacher and she had been teaching at MSD for five years. She was

in her early thirties, married and had a preschool-aged child. paula easìly and openly discussed

fhe issues ofteaching deafchildren. She considered the role ofa teacher to be a facilitator of

learning; one who creates an environment where students can be involved in the learning process

and construct their own knowledge. Paula ÍÌequently encouraged the students to work

independently. she tended to organize the curriculum around a variety of special projects, likc

writing a newspaper, planning a stafflunch, or preparing a skit for the christmas concert. paula

openly shared her own pcrsonal experiences and took advantage ofteachable moments to

incorporate information even if it was not directly relevant to the topic at hand.

Data Collection

The current research involved in-depth interviews, formal and informal assessment

measures, and participant observations within classrooms and homes. The time frame in which

these data collection activities were completed was from September 1997 to May 199g.

Interviews. I began my study by interviewing the three classroom teachers and the parents

of the three primary participants. Interviews were informal in nature and, particularly with Deaf

participants, followed the style ofASL discourse. This requires a conversational, rather than a

questioning approach, where personal sharing serves to affirm the participant (preston, 1994).

This also follows qualitative research conventions (Bogdan & Biklen, 1992). euestions wcre

open-cnded and allowed for responses that involved lengthy, detailed explanations. The process

was similar to stor¡elling. lnterviews were conducted in the participant's first language (either
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ASL or English), and were videotaped or audio taped and transcribed. It was necessary to

videotape interviews with Deaf participants as taking written notes is impossible when

communication is in a visual-gestural modality (Higgins, 1980)

Intewiews with the teachers were conducted at the school, and interviews with parents

were conducted at home. l tried to arrange for both parents to be present during the interview,

and successfully achieved this with Nancy's parents, Amy and Mike. Due to unexpected work

schedules both Zoe's and sue's mothers were not home when I arrived for the scheduled

interviews. I proceeded to conduct the initial interviews with Joe, Zods father, and Kurt, Sue,s

father

Each interview was approximately 30 to 45 minutes in length, with the exception of the

initial interview with Marlene, the grade four teacher, which had to be exlended over two sessions

and was 90 minutes in total. Questions probed the participants' beliefs about deaf children,s

ability to read/write English, teaching and/or parenting philosophies and strategies, and attitudes

towards ASL/Deaf culture. Table 1 provides a list ofthe topics and questions which guided the

interviews. Some re-phrasing or additional questioning was necessary to clari& and elaborate

participants' responses.

The teachers were interviewed again at the conclusion of data collection. The purpose of

the second interview was to clari$' and discuss strategies and behaviours noted during the

observation phase to ensure that the researcher's interpretation ofthese events was accurate. The

questions asked in the second interview were specific to each teache¡ and focussed on matcrials

presented and goals for classroom activities.
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TABLE 1: INTER\TEW TOPICS AND QUESTIONS

Assessments. Individual assessments ofeach ofthe students were conducted during the

study. These assessments consisted ofboth formal and informal measures ofthe chitdren's ASL

and English proficiency. I decided to include the individual assessments to gain a better

understanding ofthe students' language skills in comparison to thc overall picture ofliteracy

learning activities within their classrooms and homes. The Test of ASL and English Literaoy

(Prinz &. strong, 1996) was used to formally assess ASL skills tkough a set of six subtests, as

well as assess proficiency in written English, tkough a separate set of four subtests. This test was

selected because it provides the most extensive assessment ofASL skills available, and although it

has not been standardized, it was piloted in a bilinguavbicultural education program for deaf

TOPIC SAMPLE OUESTIONS

Beliefs about
Learning and

Literacy

1 How do you think children learn best?
2. Is it hard for deaf children to learn to read and write English?
3. Can deafchildren learn to read and write English as well as hearing
children?
4. Is it hard for hcaring people to learn ASL?
5 Can hearing people learn ASL as well as Deafpeople?

Parenting/
Teaching
Philosophy

I
2

What is the role of a teacher in helping children learn?
What is the role of parents in helpilg childr-en learn?

Bilingual/
Bicultural
Proglam

1. In general, what is the relationship between Deafand hearing people?
2. What rvould you describe as the key (essential) elements ofa
bilingual/lricultural plogram for deaf children?
3 . Hou' do you incorporate ASL and Deaf culture in your classroom/home?
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students.

ASL production was evaluated with the Classifier Production Test and a Sigt Narrative.

In the Classifier Productiott Zesl the student watched a five-minute cartoon movie. The movie

was then presented again in ten segments, and the student was required to sign in ASL the actions

from each segment in turn. This procedure minimized the effects of memory. Responses were

videotaped. These responses were then scored for the presence of different size , shape, and

movement markers known as classifiers. The Sign Narrative was elicited by showing the student

a children's story book that had no text, and then asking them to sign the story in ASL. Stories

were videotaped, and later scored, using a checklist ofASL grammatical and narrative structures.

ASL comprehension was assessed with ^5'øry Comprehensiort,Ihe Classifier

comprehension Tesr, the '[ime a.Iorker Test, and the lvlap lvfarket" Test. story cotnprehensiott

involved watching a videotaped story told in ASL by a Deaf native ASL signer. Ten questions

about the events in the story were interlaced tkoughout the videotape. Students signed rcsponses

to the questions as they appeared and their responscs were videotapcd In this way, memory

requirements were reduced to a minimum. ln fhe Classifier Comprehension lksl the students

were shown pictures ofobjects with a variety offeatures. They watched a native ASL signcr

describe each object in five ways. using an answer sheet that contained printed video freeze

frames ofeach description, students were required to mark the one that provided the best ASL

description of the picture. ln The Tine Marker 7þsr students were shown, on video, six

representations ofspecific times or periods oftime. Using an answer sheet containing calendars,

the students were required to find the corresponding dates. Similarty, in the Map lvlarker Test,
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students were shown, on video, eight descriptions ofthe way objects are located in a given

environment, such as vehicles at a crossroads, or furniture in a bedroom. For each description,

students selected the conect representation from a selection ofphotographs in an answer booklet.

The English literacy subtests assessed students' skills in the areas ofvocabulary, syntax,

and written narrative. English vocabulary comprehension was tested using a modifrcation of the

Peabod)¡ Picture Vocabulary Test (PPVT). The test was presentcd in written rather than verbal

form. Students were required to read a word and then select from a set offour the picture that

best matched the word's meaning. Productive English vocabulary was assessed with the

AnÍonynts and synr-rr¡røs subtest ofthe woodcock-Johnson psycho-cducational rest Battery -

Revised (WJ-R). Written stimulus words were presented and the students were to write another

word that either meant the same or opposite to the stimulus word. English slntax skills were

assessed using lhe Sefltet¡ce llritirtg subtest of the Test of Written Language (TowL). This test

involves a " claze" task where the students fiIl in the missing words to demonstrate their

knowledge of grammatical structures when completing sentences. A written narrative was

elicited from a children's story book without texl (the same stimulus used in the ASL Nanatit e

subtest).

In addition to formal measures, each student was also interviewed regarding their attitude

toward and understanding ofASL and English, and their own evaluation oftheir skills in these

languages. These interviews were based on Reading and Writing Inventories developed by

Campbell-Hill and Ruptic (1994). Please see Appendix B for copies ofthe inventories used for

f hese self-evaluation interviews.
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The assessment sessions were videotaped for the purpose of reviewing and veriffing tcst

scores, but were not transcribed. This process included watching the videotapes with the Deaf

consultant following the assessments and making sure that the students' responses were

interpreted and recorded correctly on the Íest forms. The assessment ofstudents contributed to

the overall description oftheir functioning in the area ofASL and English literacy.

Observations. Observations in each ofthe three classrooms were conducted

approximately once a week over a period ofnine weeks during the months ofoctober and

November 1997. The nine week time frame was determined by the constraints of the school year,

i.e., allowing teachers and students to establish routines in September and avoiding disruptions to

routines in December due to special activities and holiday preparation. observations ofthe

students interacting with their parents at home occurred three times for each houschold, at the

beginning, middle and end points of data collection. More frequent observations within the

classrooms than within the students' homes were scheduled as it was anticipated that a g¡eater

variety of activities directed at developing English literacy would occur in the school sctting. The

focus ofeach observation, regardless ofthe setting, was a "literacy activity,'.

classroom observations. A total of 17 classroom observations were conducted; six in

Marlene's classroom, five in Doug's classroom, and six in Paula's classroom. These observations

occurred during language arts instruction, which included both reading a¡d writing activities.

Each observation began at 9.00 am and was approximately two hours in length, including a 15

minute break during recess time. The key focus ofthe classroom observations was directed at

how teachers, students and the activities they participated in, linLed ASL and written English to
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make it meaningful.

Home Observations. Atotal ofeight home observations were conducted; three at Zoe's

home, three at sue's home, and two at Nancy's home. The literacy activities in the home setting

were quite varied among the participants and their families. It was intended that the parents

would be observed interacting vvith their child at home during a typical story reading activity with

either the parent reading to the child, or the child reading to the parent. However, this type of

book reading activity was only appropriate for Zoe, as both Nancy and sue were independent

readers and their parents indicated that they no longer read with their children. Alternative

activities vv'ith Nancy and her mother included baking cookies and playing a computer game. As

previously indicated, Nancy was observed interacting only with hcr mother, Amy, as her father did

not feel comfortable being videotaped. Observations of Sue interacting with her parents included

story re-telling, cooking, and discussion ofher week at school. None ofthe participants' siblings

werc involved in the home observalions.

Zoe was observed reading to her father in the first visit, reading to her mother during the

second visit, and playing a word game with both her mothcr and father during the third and final

observation.

Sue's home observations included a discussion about a book with her father during the

first visit, re-telling the novel she was reading to both her mother and father during the second

visit, and baking brownies and playing a board game with her mother during the third visit.

Nancy's home observations involved baking cookies with her mother during the first visit,

and playing a computer game with her mother during the second visit.
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Videotaping Procedures. All observations were videotaped. Classroom observations

were videotaped using two cameras; one mobile camera operated by the researcher to focus on

specific interactions, and the other a statiûnary camera allowing a wide-angle view ofthe entire

classroom. Although some adjustment to having a camera present was necessary, in general,

teachers and students indicated they were comfortable being videotaped, as this is common

practice in a bilinguaVbicultural classroom with deaf children. All participants 'were aware of the

videotaping component ofthe study prior to consenting to be involved. please sec Appendix c

for more specific information regarding the procedure for obtaining consent from participants.

Videotapes ofthe observations wcre not transcribed in their entirety, but were used to

make detailed field notes. A lramework of notes describing the environment, activities, and

interaction of participants was written immediately following each observation. As particular

emphasis *'as placed on dcscribing the context, manner, and use ofthe two languages, ASL and

English, these initial notes were elaborated by referring back to the videotape. This allowed for

more detailed transcriptions of specific interactions.

Transcription of Videotapes. When data arc collected in ASL, translation is a linguistic

and artistic challenge. Researchers have responded to this challenge in several different ways

depending on the purpose of the study. where the primary concem is grammatical structures and

linguistic features, exact replication in the transcription and translation process is required. Data

collection involves videotaping participants and painstakingly reviewing these tapes to record

each movement of hands, body, facial features, and eye gaze. conventions for coding ASL in

*ritten form have been developed, such as using English glosses (words) for content signs, and
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subtext and supertext markings to show direction ofsigns and facial grammar (Battìson, 197g;

Cokely & Baker, 1980; Stokoe, Casterline & Croneberg, 1976). These details are necessary

when the goal is to describe and understand the intricacies ofASL as a language.

Ðelineation oflinguistic features is not the goal ofthe present rescarch; therefore, the

guidelines for translation followed in the present study are less rigid than in linguistic studies. In

several instances, a literal translation ofASL, using English glosses for signs and maintaining ASL

word-order, is presented. These literal translations are represented by *riting the English words

in upper case letters. For example, "Iv{E GO STORE", or "DEAF CHILDREN CAN,T READ

WIIY? CONNECTION SPEECH NOT SIGN'. This method of translation was used in rhe

current study when it was important to compare expression in ASL with expression in English.

The form ofthese direct transcriptions were recorded in a similar way to the above examples.

English word glosses of the ASL signs were written in upper case letters and words which were

fingerspelling were written also in upper case letters but with a hyphen between each letter. All

other grammatical features, such as facial expression or spatial referencing, if relevant, were

described in brackets following the statement.

There¿re several problems with usíng a literal translation of ASL which is why it was not

used extensively throughout this study. The first problem is that although this type of translation

maintains the original form of what was signed, it can give a false impression of ASL as

ungrammatical and disjointed. secondly, the meaning of such "quotations" may also not be clear

to readers without any kno*'ledge of ASL. For example, in the literal translation, .,MINE

THINK-PICTURE ALL STAFF BI-8I", would not clearþ be understood as meaning, .,I have a
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vision of all staffmembers being bilingual and bicultural."

Another option for translation is to usc conceptual equivalents of what was signed in ASL

in written English. This is similar to translation between other spoken languages. A third option,

which has been adopted by some researchers, is to use a frgurative writing style to convey the

distinct visual and metaphoric richness of ASL (Preston, 1994; Foster, 1989). This requires

artistic skill and a thorough knowledge ofASL to distinguish the grammatical features of facial

expression and body movement Íïom dramatic flair and emphasis. The current study employs this

third option in terms ofvideotape transcription. Attitudes and experiences go beyond linguistic

tsrms. An understanding ofthe cultural context in which language occurs is needed for

meaningful interaction. This is partìcularþ relevant in a study which is evaluating the signifrcance

of culture in the language learning experiences of children. An example of this "cultural

translation" is demonstrated through translating the sign "INSTITUTION". The word

"institution" in English generally has negative connotations related to big, impersonal, and de-

humanizing centres; but in ASL this refers to the residential school which many Deaf people value

very deeply because it provided them with language and a community. The difference in

perspectives and meanings would need to be reflected in an accurate translation, replacing words

like "institution" with words like "school family" or "school community". This method of

translation is sensitive to the socio-cultural and socio-political realities of Deaf communities and

the beliefs they hold. It allows for a deeper understanding ofDeafpeople's intentions; ho*'ever, it

also leaves Deaf people wlnerable to exploitation by researchers who are not fully versed in Deaf

culture or have not gained the trust ofthe Deaf community. This again emphasizes the need to
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\t'ork in partnership with a Deafconsultant and the Deaf participants to ensure and verifu

translation and interpretation.

Data Analysis

The methodological process oftriangulation (Denzin, 1978) was used in this study to

achieve confirmatory data. This refers to using multiple methods of data collection in analysing

the same empirical event, such as, interviews, observations, and assessments. Having more than

one sourcc to check and confirm information, ensures that interpretations will be more accurate

and representative.

The process ofintegrating data collected by various methods was an essential aspect of

data analysis and interpreting the research frndings. A consistency between the words

(interviews) and actions (observations) ofparticipants was determined before conclusions

regarding their beliefs or values were drawn. Previous studies conducted with hearing teachers of

deaf children demonstrate the importance of this principle. Many hearing teachers talk about

valuing the visual skills ofdeafchildren and their need to communicate and learn in American

Sign Language (ASL); however, observations oftheir inferaction with deaf children in the

classroom sho\tv' that they continue to emphasize sound-based, and English-based strategies to

learning (Erting, 1988; LaBue, 1995) Although there may be many different reasons for the

inconsistency between beliefs and behaviour, the first goal of research is to uncover them. It was

also important fo combine interviews with other methods of data collection tc) validate what was

not expressed in words. People do not always tell researchers what they really think or know.

To further ensure that participants' words and actions were interpreted and translated
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accurately, member checks were incorporated into the data analysis procedure. This involvcd

rcviewing sections of the videotapes, which were conf.rsing to the researcher, with the

participants so that they could explain and clarift what they perceived to be happening.

Throughout the process ofdata analysis, the information gained Íìom participants was

considered from both personal and social perspectives. An individual's attitudes reflect a

combination ofher own attitudes and those ofhcr social group (Denzin, 1989; Foster, lggg). An

understanding of Deaf cultural values allowed me to place what Deaf people said and did within

that context. Data analysis also helped to account for apparent conflicts or variations in

behaviour which were explained by variations in settings, or a sequence of changes within the

individual

Analysing the data involved carefully reviewing all fìeld notes, including transcriptions of

the three parent interviews and six teacher interviews, notes for all seventeen classroom

observations and eight home observations, and the three assessment reports. Through this

process five key themes began to emerge. Initìally, I marked sections of the hard copies of field

notes which supported each of the five major working themes. This information was then

transferred to computer, A1l field notes were previously stored in a word processing program, so

sections were blocked and moved into separate files according to the five themes.

The initial process of categorizing data was very general because ofthe volume of

information to be sorted. There were 6i 1 pages ofprose text data collected from the interviews

and observations. once the data had been organized into five general themes, a more refined

process of categorizing the i¡formation could begin. A similar process of beginning u'ith a printed
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hard copy and then moving to the computer to categorize information was followed. Within each

ofthe major themes, several sub-themes emerged. Also, throughout this process many sections of

field notes were moved between major themes or sub-themes to ensu¡e that they were categorizcd

in a meaningful way. When evidence from the field notes suggested a particulâr pattern of

behaviour or beliefs, field notes w'ere reviewed to sea¡ch for evidence that would contradict or

negate the finding. Relationships between themes and sub-themes we¡e also noted and explored.

This organizing and structuring ofthe data facilitated interpretation ofthe information collected.

The process of analysing the data was not static. The research frndings were continually

assessed against my conceptual fÌamework. In this way mcthods and concepts were constantly

interacting with observations and theory. The discovery, or search, v,/as active and ínteractir,'e.

The process began with broadly defined working concepts, and gradually progressed to the final

result of clearly defined and operational conclusions.
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Chapter Four: Making Connections Beyond Words and Signs

Five major themes emerged tkough the examination of all the data, which included field

notes ofclassroom and home observations, transcripts of interviews u'ith teachers and parents,

reports ofstudent asscssments, and various documents regarding the school's curiculum and

policies. The first theme, "Teaching Strategies", outlines the methods, materials, and technologies

used by the teachers and parents to promote the literacy skills oftheir students and children. The

theme leads into, and incorporates the second, called "Translation", which points to translation

skills emphasized by the teachers. The third theme is "Learning strategies", which describes how

the students applied their knowledge ofone language (ASL) to help develop their skills in the

other (English). The final two themes refer to the overail context ofteaching deafstudents within

a bilingual and bicultural environment. The fourth is the "Maintenance of a Deficit Model,', and

concerns teachers' continued tendency to see deaf students as lacking skills rather than possessing

spccial resources. The fifth is "Pedagogy and Bilingual/Bicultural Philosophy", and refers to the

difficulties in distinguishing between teaching that is helpful to deaf students and generally good

teaching and parenting practices.

Each theme is discussed separately, although there are areas ofoverlap between them.

The themes are also divided into sub-themes which support and contribute to the development of

the concepts within each major theme. Tabie 2 prol'ides a general listing ofthe themes and sub-

themes in the order in which thev are discussed.
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TABLE 2: OUTLINE CF TI{EN{ES AND SUB-TIIEMES

Teachin_e Strateqies

One objective ofthis research was to describe the activities and instructional methods used

by teachers in a bilingual/bicultural program for deafstudents. The focus was on implementation

of teaching strategies; on putting into practice a theory ofusing one language to assist the

TIIEPIES SUB-THEÙIES

Teaching Strategies 1. Direct and Indirect Teaching
2. Strategies f'or Teaching Reading and

Writing
3. Teaching Specific Language

Structures
4. Other Strategies. Use ofConcrete

Materials, Use of Technology

Translation L Explicit Teaching ofTranslation Skills
2. Tlanslation Activities
3 Direction of Translation
4. Defining J\lultiple Ì\leanings
5. Teachers Llsing a Seconcl Langr-rage

Lealnir.rg Strategies 'l . Interlel ence Between ASL and
English

Z. Asking for Help
3. Defining Words and Creating Meaning
4. The Role ofParents

l\4aintenance of a Deficit Model 1. Inconsistent Attention to Culture
2. LanguageDeprivation
3. AdditionalDisabilities
4. Class Groupings
5 Hearing Modeì of Learning

Pedagogy and Biiingualtsicultural Philosophy L Definition of a Bilingual/Bicultural
Philosophy

2. Conmurication
-3. Teaching and Parenting Practices
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development of a second language. The rcsulting observations shed light on th¡ee aspects of

teaching strategies: 1) using direct and indirect teaching methods for developing language skills,

2) strategies for teaching reading and writing, and 3) tcaching specific language structures, such

as spelling, vocabulary, sentcnce forms, and discourse patterns. There was considerable overlap

among these three categories ofteaching strategies. For example, direct methods r¡,'ere used to

teach specific language structures, or reading was taught through an emphasis on translation

skills. The categories reflect an arbitrary organizational framework which I have imposed to

make the amount of data more manageable, rather than methods of instruction which occurred

separately.

Direct and Indirect Methods of Teaching

All three teachers emphasized and used direct teaching of English grammatical structures.

As Marlene said, "You can't just expose them to it and because they have a first language they'll

pick that up. You have to teach it." This was supported by Doug, ,,English really is avery

predictable kind of a language ifyou have some basic building blocks for these kids to utilize. So

those kind of sentence patterns and grammar rules need to be explicitly taught." This necd was

also expressed by Joe, Zoe's father. "Iftheyjust point to it and explain it briefly that's not

enough. For example, my daughter when she is writing something, like for example, 'I want Dad

to come see bedroom' Then I can explain to her, you need to put ,my, bedroom, not just

'bedroom'. So she has the concept connected to English and knows what the rules are.,'

The following are examples of what direct or explìcit teaching looked like in the

classrooms. In the first example, Doug taught the iuegular past tense rule in an interaction with
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his student, Dylan:

Dylan responds with the sign "TAKE".4
"TAKE FINISH"Doug signs back and then explains, ..Not T-A-K-E-D but T_O_

O-K". Doug fingerspells these words to emphasize the irregular pasr tense construction.
He then continues with the example of the word "cook". He writes it on the board and
asks Dylan, "How do you write COOK FINISH?"

Dylan indicares, "Add 'ed'."
"Right." Doug adds "ed" to the word',cook,' on the board. ..N{ost normal words,

yes, for past you add 'ed', but some words are different." Doug explicitly states the
irregular past tense verb rule.

Doug also taught the difference between singular and plural copula verbs to his whole

class:

"Okay, now look at this sentence. The 'who' is .the boy,. Does that mean one or
two?" Doug is pointing to the words on the overhead as he says this.

"One." several students respond.
"So do we use 'is' or 'are' when there is one person?,,Doug asks and refers to the

list of"be verbs" on the board.
"Is!" Steve calls out and also spells "I-S". '.We have to change it to.is,.',

"Right!" Doug says, as he erases the "are" and writes in.,is,,. ...The 
boy is big',

now it is a good sentence. Remember the rule about one person and two people.,'

At trmes, the direct teaching was not related to a specific grammatical structure, but to

sentence construction. when students were working on independent writing tasks, Doug did not

tell them the words to write, but he continually reminded them ofthe pattern - "first 'who' or

'what', then 'what they are doing"'. Paula made the following analogy between verbs and sign

posts. "A street sign tells you where you are. The verb does the same thing. what is before the

aThe transcription technique I am using throughout this document is to capitalize words
which represent English glosses of ASL signs. Hyphenated capital letters represent ASL
fingerspelled words. This method was first described by Cokely & Baker (1980)
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verb is the 'subject', and what comes after the verb is the 'object'. The same way that a sign

helps you to find your friend's house, the verb hclps you to find parts ofthe sentence."

Marlene taught her students about "be verbs":

"Do you know what a 'be verb' is?" lMarlene sees what they know. There are a
variety of guesses using some form of the word "be", tike,,been,', or..bet,,.

"No, it's not qr'ith the word 'be', it means a verb that is not an action word. Okay,
so you have verbs with actions, like, 'jump', or ,run'. But ,be verbs' are .am', ,is,, 

and
'are'."

Paula gave the following response to a student who wrote..Diana was died,,.

"You don't need the 'was'. You can just say .Diana died,.,' She writes this under
the first sentence. "or you can use '*'as' and use the word 'dead'. you need to use the
word'dead'. That is an adjective - describing - not the action of .dying,.,, paula then
changes the sentence on the board to read "Diana was dead',.

Teachers frequently drew charts on the board with the headings of ..past,', ..present',, 
and

"future" to i ustrate and compare the different verb tenses. Here is an example ofhow paula

used this technique:

She then goes on to write three headings ..present',, .,future',, 
and ,,past,, beside the

sentence "I write the letter".
"If you were going to write this letter in the future then you need to say.will

write'." She writes this under the heading "future". "lfyou had finished \¡/riting thc letter,
then you say'l wrote'."

Another strategy that was associated with direct teaching of grammatical structures, was

to use a comparison of how the concept was marked in English and in ASL This essentially was

a tlpe oftranslation activity Doug related the possessive marker in ASL to the use ofpossessive

pronouns in English with the following explanation, .,All those words, .H-E-R-S', .H_l_S', .I_T_
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S', mean it belongs to them. You sign it the same way, but use a different word if it's a gìrl, boy,

or thing."

Marlene compared the two languages and their use of verb tense markers in the following

way:

"ASL verbs do not have endings like in English." Marlene explains, "In ASL you
use time at the beginning ofthe sentence to show if it is happening now, in the past, or will
happen in the futurc. For example, you start the sentence with 'YESTERDAY ME GO
STORE', and you know it is past. But in English you must add to the verb, even ifthe
sentence starts with 'yesterday'. Each verb is marked when you write."

In one class, Marlene even made the purpose ofreading explicit to her students.

"When you read it must make sense. It's notjust that you know each word. I
don't think you really know what you are reading. You can't pretend like you read and
know what it is all about, if you don't understand. If you don't understand, then there is
no point in reading." Marlene signs this as "FOR-FOR READ". She is quite emphatic in
expressing this with the students.

"It's the same idea ifyou are signing and someone doesn't understand. Should
you just keep signing?" Marlene asks them, drawing an analogy with ASL.

The students shake their heads.
"Okay, so I know fhat reading is different than signing ASL, but both need to

make sense. You sign to communicate and understand the story, and it's the same for
reading. You need to understand the story in the book."

At times, some ofthe explicit explanations given by the teachers seemed very detailed and

complicated. lt made me question whether these direct teaching interactions were really

meaningful to the students. Doug made a comment about this idea to his class, "I know that the

rules are complicated and a lot to remember. It's okay tô make mistakes. when you get used to

them and study them, it gets easier and you understand better."

The teachers appeared to have an expectation that the grammar rules would need to be
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explained and presented repeatedly to the students before they would learn them. In one lesson,

Paula was referring to a structure she had taught during the last lesson but the students did not

¡emember it at all. It was necessary for her to repeat the same information. In another example,

Paula was asking the students what the word "subject', meant:

"Math, science, social studies, and so on.,' Jeremy responds.
"Yes, that's right. Those are called subjects,,' paula says, ..but I mean part ofa

sentence. What is the subject ofa sentence?"
Both Sue and Jeremy look at each other and shrug.

I was surprised that the students did not retain this information, as I had observed paula

discuss the parts of sentences - subject, verb, object, and so forth - numerous times. These were

also terms the other teachers used, so I would expect that they had been exposed to them

throughout their education. This raises the question of how much direct teaching of grammar

rules is really retained by the students, and if not very much, is there a more effective way to teach

these concepts?

Naturalistic or indirect teaching activities were also incorporated into the classrooms. All

three teachers presented written novels in ASL to their students as a way ofexposing them to

literature beyond what they could read on their own. This allowed for learning about character

and plot development, facilitating prediction skills, and enhancing the ability to re-tell and

summarjze stories. The teachers tended to let the students re-tell the story, but they added some

guiding questions to elicit some ofthe details. The teachers used the students' summaries

following the reading to make sure they understood what was read.

In Marlene's classroom, the novel reading also provided content for writing activities-
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The students were required to re-.'/"'rite what Marlene had read to them. I noticed that the

students were provided with lots of time for writing - usually 30 to 40 minutes daily. This

eliminated the leeling of being rushed or that a certain amount must be completed. There was

simply an expectation that all the students should be writing as best they can during that time. As

Marlene put it, "I really enjoy seeing the confidence develop in terms ofwriting - accuracy is not

the point."

An indirect teaching strategy that Paula used was to pick up on the studcnts' interests and

incorporate these into her classes. She seemed to enjoy these little tangents and saw them as an

important part ofthe educational process. An example ofthis occurred when one of the pictures

on her bulletin board was smeared and no one knew how it happened. The students all thought

that maybe there was a ghost in the classroom. Paula developed this theme for several weeks

before Halloween, by leaving mysterious notes or clues around for the students to find. This also

aroused the interest ofstudents in other classrooms, and generated much discussion in the halts

and at recess time. This was an excellent activity to stimulate discussion and problem solving. It

also tapped into their natural curiosity about the topic of"ghosts".

Reading for pleasure was also encouraged by the teachers. Each student was provided

with a box ofpre-selected books, which were considered to be at the student's reading level, and

they could work their way tkough them whenever they had free time during the school day.

Marlene emphasized that these must be "books that they can read."

Although a variety ofindirect teaching strategies were observed in the classroom, the

interactions between students and their parents provided great insight in this area. Kurt, sue's
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father, recalled early book experiences with his daughter, "But when she was about four years old

I'd tell her stories in ASL and we'd look at the pictures and maybe even talk about some ofthe

'wo¡ds, and I'd explain what they'd mean."

Joe, Zoe's father, gave the following examples when asked about the role that English

played in their home:

Like, my inlaws, who are hearing, or my mother, who is hearing, if they write
notes back and forth, that's another good way ofpracticing. Not for a long time - two or
three minutes or five minutes - we'll write back and forth using English.

Well, I find that areal benefit comes from captioning on TV. For example, if we
are watching TV, then during the commercials I might ask the kids, ..What,s going on?
Do you know what's happening?" And we discuss that. What is really great is ifìt's a
rented movie where there are no qommercials, because then you can go back.

These kinds of activities could easily be adapted for use within the classroom.

Communicating by writing notes is essentially what goes on in journal writing between students

and teacher. I did not, however, observe this to be an activity in any ofthe three classrooms. I

also did not observe the use oftelevision or r,ideotapes with captioning as an instructional activity.

I know that several ofthe classes watched mol'ies ofthe novels they studied once the reading was

completed, but this was not applied in any other contexl.

The nature ofreading activities also differed between home and school. The emphasis was

on comprehension. Parents did not wait for their children to figure out what words meant, but

provided them with the information they needed to make the texl meaningful and to accomplish

the task. In other 
'u'ords, 

reading was a means to an end - the purpose was not simply to be

meaningful but to use and apply that meaning in some way.

This is illustrated in the following interaction between Nancy and her mother, Amy, as
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they were baking cookies:

"I don't understand." Nancy says after reading the rccipe.
"Well, what does it say?" Amy asks.
"C-O-M-B-I-... I don't understand!" Nancy says, trying to figure out the word.
"C-O-M-B-I-N-E means mix together." Amy explains.
"Okay, mix together D-R-Y I-N-G-R-E ..." Nancy spells the words she doesn't

know.
"Ì-N-G-R-E-D-I-E-N-T-S means things you put in.', Amy explains, ,,So, what are

the dry things?"
"Flour, soda, salt" Nancy tells hcr.
"Right, okay what do you do with them?" Amy asks.
Nancy reads and looks puzzled, she tries to fingerspell a word. Amy reads and

spells "F-I-R-S-T what does that mean?"
Nancy knows, and signs "FIRST".
Then Amy guides her to the next word and spells M-I-X. Nancy knows that one,

too.
Amy then explains the concept offirst mixing together the dry ingredients _ flour,

salt, and soda - and then adding it to the othcr mixture.

Similar behar,'iour was noted when Amy and Nancy were playing a computer game

together. Although it was an educational activity, Amy did not try to make Nancy frgure out the

words and language she did not understand. She let her work through the messages, but readily

explained, or even translated, an¡hing that Nancy was not clear about. This again emphasízed

comprehension and meaningful use of the reading and writing tasks within the fiamework of the

game.

Similar interactions were noted between sue and Zoe and their Deaf parents. when Zoe

was reading a book to Joe, on several occasions he seemed to know intuitively that Zoe was not

sure how to sign what she was reading. He responded by giving her the signs to express the

concept in ASL. The following interaction between Sue and Kurt emphasized how even when

sue gave the right answer, Kurt followed up with an explanation to ensure that the answer was
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meaningful to Sue. Again, the emphasis was on meaning and comprehension.

Sue then finds a picture ofthe person with the longest hair in the Guinness Book
of World Records.

"How many feet long?" asks Kurt.
"10 feet." Sue answers, after frnding the answer in the book.
"Right, 10 feet and how many inches?" Kurt continues.
"Three" Sue tells him. He nods.
"That would be from the wall almost to the window." Kurt points out the length in

the room to indicate to Sue how long ten feet would be.

The emphasis in the classrooms tended to be that reading for deaf children was always a

language leaming activity. Yet, the focus ofreading between parents and children was much

more on meaning.

Strate_eies for Teaching Reading and Writing

The teachers vicwed teaching reading as a form ofteaching English. For this reason, they

felt it necessary to present various grammatical structures in a consistent and controlled way.

This supported their use ofa reading program for deaf students titled Reading Milestones

(Quigley & King, 1982). Paula explained her use ofthe program this way:

It's not a reading program, it's morc of a language program. So ìt helps kids build some
ofthe reading skills they need in order to read trade books, because it has controlled
language. I use Reading Milestones intermittently with novel studies. So I don't use it as
my total reading program, it's only a component of it. It's kind of like if you don,t do one
avenue then you're missing pieces of it. so if I only did Reading Milestones they miss the
complexity of reading books, and if they only read Reading Milestones, I truly believe they
don't ever learn to read trade books. And ifthey are only reading trade books, sometimes
they miss some ofthe fundamental language parts of it, because they skip over that, that
the Reading Milestones provide.

This was supported by Doug, "The thing is that I have yet to run into anybody who can

give me an option that I can use with lower language level kids, that has the structure and the
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predictability and the consistency ofvocabulary that Reading Milestones has. I know that it's not

the greatest program in the world, but to expect these children to read other things, like trade

books, etc., at their level and comprehend them, and at the same time get a sense of structure, and

repetition ofvocabulary - I don't know of any'thing that's available."

Marlene also agreed, "And all those beginning English books that are so much fun for little

kids - have all this nonsense stuffin it and rhyming and silly words - is totally meaningless to the

deafkid. Just totally meaningless. You just couldn't find enough things in print that they could

read. You couldn't give them enough practice in reading something that they could read - to be

successful. So that's what the Reading Milestones provides - limited structures focusing on one

concept at a time."

In the Deaf community, a common criticism of the Reading Milestones program is that it

controls language and vocabulary so carefully that meaning, context, and overall story structure

are sacrificed. The language the students are exposed to is drilled and not natural, and as a result,

may not be very motivating or appealing. Marlene responded to this argument, "People say,

'Yes, but they need to learn for fun. ' Yes, they do, but they have to learn the language before

they can do it for fun." The feeling here is that language learning for deaf children is clearly not

fun - it is a lot of hard work. Would the same attitude be present in teachers who teach English as

a second language to other children, or is it specifically related to the fact that these children are

deafl I would think that precisely because deaf children have additional challenges in learning to

¡ead and write English that particular emphasis should be placed on making it "fun".

Reading instruction in the slassrooms took several forms. Frequently, the students'
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reading was closely monitored by the teacher. For example, Marlene established a pattern of

letting the students read one sentence ofthe story to themselves, and then one student would tell

what it meant. Some discussion would follow to make sure all the students in the group

understood. A similar pattern was noted in Paula's classroom; however, she tended to ask the

students to read longer passages, like a paragraph or entire page, beforc getting them to re-tell

what happened. They would also discuss any misinterpretations or specific words or phrases that

the students had trouble with.

Other types of reading practice observed in the classrooms included; 1) reading in pairs -

where students would take turns "reading" (translating the written English into ASL or a signed

form) either sentences or paragraphs from the same story to each other, 2) reading in pairs (as

above), but monitored by the teacher, 3) reading out loud to the teacher - for oral students this

meant using their voice, but with most students it was translating what they were reading into

ASL, and 4) reading silently and independently.

Thc teachers used a variety of methods to make written text meaningful. In one example,

Marlene presented a short paragraph in written form on the board. She then translated it and

presented it to the students in ASL form. To further explain the story she illustrated what was

happening by drawing pictures ofthe scene, characters and actions on the board. She continued

to reinforce the meaning and the students' understanding ofthe story by asking them

comprehension questions.

These kind of multi-modal (written, signed, illustrated) explanations were typical in all

th¡ee classrooms. The teachers did not appear to be frustrated with needing to explain the story
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again or elaborate on certain details. Multi-modal presentations also included using the movie

version ofa book. The teachers consistently studied the book first, either read by the students

themselves or as a read aloud novel, and then reinforced this with the movíe. Paula explained to

the students why she felt it *'as important for them to read the book first:

As you read you should have a picture in your head, you know, see what the characters
are doing and what is happening in the story. One problem with the movie is that while
we are reading, you see the movie instead ofthe picture that the book is describing. There
may be a conflict between the t\ry'o. Often the book and the movie are not exactly the
same. So it is best to make a new picture in your head.

The activity of"reading" books to the class occurred in all th¡ee classrooms. Although

this was primarily a translation activity, it allowed the teachers to present literature to the students

that they would not be able to read on their own. As Paula stated, "Because ifthey are always

struggling through the tex1, they don't get the bigger picture of what the story is all about, and

how the characters are developed and all the kind of complexities that pop up in the plot.

Because they are working so much on the language and how to read through the material. So it

gives them the broader framework ofwhat story actually is,"

In the read aloud activity the teachers were able to develop students' prediction skills, and

help them understand inferential information. They frequently paused during the reading and

questioned students about fhe characters' feelings, their own reactions, or simply to ensure that

they were comprehending the plot. Paula indicated why she felt it was important to stop and

explain often during the read aloud process, "That is what Deaf readers are said to do, so that's

why I do that." I observed this kind of contextualized reading when Joe was reading to Zoe. He

presented a very clear ASL version ofthe argument befween the two characters:
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"Those are my clothesl Take them ofl He's mad!" Joe emphasizes the point. He refcrs
to the book again and pror,'ides more of an explanation. "TWO-OF-THEM (referring to
the picture of the teacher and the principal in the book) TEACI{ER'MY CLOTFIES'.
PRINCIPAL 'MY CLOTHES'. NO (two-handed pointing towards each other)." This last
sign is using spatial referencing to indicate that the tvso characters are both saying "no" to
each other at the same time.

In a more literal translation, the nature ofthe interaction between the teacher and the principal

would not have been conveyed as accurately. In another example, Paula stopped to explain the

characters' comments in order to clarify information that the readers were expected to infer.

Paula was reading "Harriet the Spl' and the characters, Harriet and Sport, were inventing a town

and Harriet wanted one man to be a TV person and Sport wanted the other man to be a writer.

Paula stopped to tell the students that this indicated that Harriet's father was a TV person, and

Sport's father was a writer. In this way, Paula was making inferential information explicit.

I did nof obsewe the use ofany videotaped ASL materials in any ofthe classrooms.

Marlene talked about presenting the students with several different written versions ofthe same

fairr4ale, "Then when they really know the story \ryell they can appreciate the ASL version on

rideotape and start to use what they see." I found it interesting thaf she felt it was better to show

the ASL version after they studied the English versions. This is not generally the order suggested

in bilinguaVbicultural teaching (Mahshie, i995).

In Doug's and Marlene's classroom, but not in Paula's, students' exposure to texl was

almost exclusively through the Reading Milestones program books, the read aloud novel, and

some pre-selected trade books. Students in Paula's classroom, however, were also introduced to

magazines, newspapers, and other reference materials. This may again reflect the concern the

teachers expressed regarding the difficulty in finding materials that the students could read
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independently and successfi..rlly.

One ofthe strategies used for facilitating the students' writing skills was to reduce the

burden ofcontent, to free students to concentrate on the form. One way to do this was to have

students re-write a story they were familiar with, or that had been read to them. Both Doug and

Marlene used the read aloud novel in this way with their students. l\{arlene described another way

to reduce the burden of content, "So, I have some wordless books. He can't, he's not coming up

with a plot. So he picks out a wordless book and sits down and sees what is happening and

writes a story. And he's written with incrcasing output."

Doug adapted a similar method for use on the computer. He scanned the picturcs of a

story and entered them into the computer. The students then tlped their own sentences to

provide the text to accompany these pictures, thereby writing their own stories. These were then

easily printed and bound to produce professional-stylc books.

Marlene very much believed that students leam to write by writing. She provided the

students with daily periods of time for uninterrupted writing. "My basic thing is, can you write,

can you get stuff on paper, can you put the pen on the paper with any kind of confidence? And I

don't care what it is. Just put it on paper."

I observed a change in students' writing behaviours over the threc months ofobservations

in Marlene's class. Initially, students were continually raising their hands and asking Marlene for

the written words for their signs, but gradually they became much more independent writers. It

was at this point that Marlene also began to emphasize editing skills "Check ifyou have to add

any question marks, or periods at the end ofyour sentences." Marlene would explain when they
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were ready to hand in their work. "Check your spelling, your capital letters at the beginning of

sentcnces, and make sure it makes sense, and nothing is missing." It appeared that Marlene felt

they were ready for this.

The teachers geared their explicit teaching of written language structures to the errors

they observed in their students' writing. They tended to address these errors on an individual

basis with each student. In one situation, Marlene gave Zoe an extensive and complicated one-to-

one lesson on using progressive verb forms. At times I thought this lesson was beyond her

understanding, but Marlene obviously felt it was necessary and something that was coming up in

Zoe's writing. Doug also gave explicit feedback to his students about their writing, "Remember,

if you are writing exactly what somconc is saying you need quotation marks. So you write, 'Billy

said, quotation marks, no'."

Even the creative element of writing was explicitly explained by Marlene as a way of

teaching students where stories come from. "He sat down and thought about this story. He

imagined how it would happen. Then he started to write it. Then maybe changed what he

w¡ote." Marlene explains. "Okay? You have to come up with the ideas from your head."

The goal ofproviding students with explicit feedback appeared to be that eventually they

would be able to edit their own writing, identiry any errors and make the necessary corrections.

Paula explained this process to the students in the following way, "Every time you write

something, you must read it again and make sure it makes sense. I have to do that, too. If I

don't, I can miss many mistakes. So if you write it quickly or not carefully, just to get your ideas

down, that's fine. But then, you go back and read carefully and make su¡e it is clear and makcs
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sense.

Strategles for Teaching Lan

Although each ofthe teachers had their own routines during language arts instruction, the

same kinds oflessons were observed in each ofthe classes. For example, all th¡ee classrooms

used word lists for spelling and vocabulary practice, and a designated time for grammar lessons.

A school curriculum indicated the developmental sequence of grammar structures appropriate to

each grade, but the teachers used their own disc¡etion in following this guide. As Paula indicated,

"We have to put in an outline for the year. So I decide what language concepts I want to work

on with these kids. Now that changes through the year because I might find that they arc weak in

some area and I necd to do a unit on that." This approach was supported by Doug, "So, I really

don't get through the entire book in the course ofa given year, but I kind of hit on the kind of

places I think they need the most assistance with." Within these broad limits, I observed a variety

ofstrategies. The following are examples related to spelling, vocabulary, sentence structures and

discourse pattems.

Spelling. Spelling practice was a regular part of every school day in each of the three

classrooms. In Doug's class¡oom, all five students studied the same set of ten words weekly

which were selected from standardized lists based on frequency of word use. In Paula's

classroom, the three reading groups worked on separate spelling lists based on formal spelling

texTbooks. In Marlene's classroom, each student was given five words daily which were taken

from their Reading Milestoncs books or the read aloud novel.

Despite thc differences in terms ofprograms used and number and frequency ofwords
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presented, initial presentation of spelling words in all three classrooms involved pairing the written

words with a sign This was generally all that was needed to make the words meaningful for

students; occasionally, however, a more in depth defìnition was necessary. In several instanoes,

the words were not easily translated into ASL, and the teachers would use a combination of signs

or an ASL adaptation, which they would explain was not really appropriate usage. For example,

when Doug signed "DO FINISH NOT" for the written word "didn't" he indicated rhat this

signing is not ASL. Then he also said the word for the sake ofthe oral students.

The following observation ofDoug introducing a new spelling list to his class, was

representative of strategies used by all three teachers:

When the students have finished copying the new list of spelling words, Doug goes
through them, one at a time. First, he let's them try to "read" (sign or say) it. lf nobody
knows the word, he signs it for them. When he comes to the word "call", he indicates two
meanings - using your voice to call or calling someone on the phone. When they finish
going through the list as a group (with Doug primarily reading the words), he then makes
each student read the list by themselves to make sure they each know all the words on the
list. He permits them to use signs or spoken form or both.

Much of the focus with teaching spelling words was visual; however, the teachers did use

auditory and verbal strategies with the students that had skills in these areas. These included

saying the words out loud as well as signing them, encouraging students to sound out the word,

pointing to their mouths when they were producing the word, or giving the letter in error extra

emphasis when saying the word.

The teachers also used a variety of r,'isual strategies to assist the students with spelling.

These included giving the first letter ofthe word, indicating the number of letters, either by

holding up the equivalent number offingers or drawing a series ofdashes on the board, and
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directing the students' attention to where the word might be written in the classroom. The

following sample interaction between Doug and his student, Bill, illustrates the usc of several

strategies in succession in order to hetp him be successful.

As Doug is working with Bill, he indicates that he has forgotten the ..NAME,, for
"LIGHT". Doug gives him the forrowing series of cues to herp him spel the word: 1)
gives him the first letter, when this is not successful he 2) tells him to ask Ðylan, r'hen this
is not successful he 3) tells hím to look at his list or in the story, when this is not
successful he 4) shows on his fingers how many letters are in the word, and evcntually
(with some help), Bill spells the word. Doug points out the pattern of "ght" and how
often words end *'ith that group of letters. He gives the example of "nighr,. This is a
way of identilying visual patterns in spelling and the kind ofletters that òft"n go together.

Doug described a computer program he developed to support his spelling lists, ,.what it

does is it uses context clues as well as a cloze passage for them to figure out whcre those words

are to be inserted. Then there is also a program that prints up worksheets that use context and

definition, as well asjust a general word search, so it's reìnforced that way, too.,,

ln many ways, there \r'as overlap between spelring and vocabulary development. r\{any

students may have understood the concept and knew the sign for it, but needed to link the written

word to the concept as well. other students were learning the conccpt, the sign, and the writren

word together. As a result, teachers oÍÌen varied their expectations ofstudents v"'ithin a single

lesson. Some were expected to read the lists only (associate the words with signs), some werc

erpected to read and define the words, some were expected to read and spell the words, and

some were expected to use the words in a written sentcnce.

Spelling practice was naturally incorporated into a variety of activities in each ofthe

classrooms. Tcachers would frequently ask students to spell words as they were writing them on
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the board, even when the focus ofthe lesson w.as not spelling. For example, Doug was discussing

the use ofcapítal letters with his class and in the categories of"days ofthe week" and "months of

the year", Doug encouraged the students to try spelling all the days and months as he wrote them

on thc board

Fingerspelling was used during spclling practice, but expressive use by the students was

emphasized over their receptive reading of fingerspelled words. In other words, when the

teachers gave the students a sign to spell, the students werc expected to respond by fingerspelling

thc word; however, when the students gave the teachers a sign for which they wanted the written

word, the teachers tended to write it on the board rather than fingerspell it. This may be because

the teachers wanted to provide a more permanent model that the students could copy. The

exception to this was when the classes were working in the computer room and a board to write

on was not available. In this situation I noticed thc teachers fingerspelling to the students more

frequently. I also noticed that even when the teachers needed to repeat the fingerspelled words

several times for the students to catch them, they maintained a normal fingerspelling speed. On

one occasion I noticed Doug separate the word "insult" into two syllables to assist a student in

understanding the fingerspelled version. Fi¡st he spelled "I-lrf', and then "S-U-L-T". Doug

continued to give the student the entire final syllable, not one letter at a time, even when he

needed to have this repeatcd three times. Maintaining the speed of fingerspelling makes it more

natural and facilitates comprchcnsion.

One difference between Paula and Marlene that I noticed with regard to fingerspelling

involved the names of characters in the read aloud novels. I noticed that Marlene fingerspelled all
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the names in the story and expected the students to do the same, whereas paula had students

make up name signs for the characters. Paula indicated that when she is interpreting the story it is

too long to always spell the names each time. Marlenc saw this fingerspelling of the names as

good practice in spelling lor the students.

vocabulary. The strategies that the teachers used when teaching vocabulary involved

highlighting phonetic, semantic, morphological, syntactic, and contexlual clues. The strategies

were often adapted to fit the visual mode of written English and signed ASL.

When Steve did not know the word "person", Doug gave him a clue by starting to makc

the sign (he made the handshape "P" with both his hands, but did not include the motion for the

sign). This helped Steve remember and sign "PERSOI|'. This kind ofa clue is a visual parallel to

the phonetic clue of providing the first letter or initial sound ofa word.

Morphological clues involve using an uninflected form ofthe word to help the student

understand the inflectcd form. For example, when Dylan did not know what the word ..made"

was, Doug asked him if he knew what the word "make"was (writing it on the board). Dylan did

know this word and signed'MAKE". Then Doug explained that this was the past tense and

signed "MAKE FINISFf'.

when Bill could not read the word "light", Doug used a semantic clue, or expanded on the

meaning of the v"'ord, to help him. He indicated that it is something you need when you are

reading. This helped Bill to get the sign "LIGHT". In another situation, a student was reading a

story about birds and did not know the word "legs". Doug used a semantic clue by telling the

student, "You have two" and also "Birds have two." N{arlene expanded onthe semantics ofthe
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word "pig" by providing the students with several other related -words and their meanings. she

erplained that "hog" also means pig and it is a male pig. There are other words for female pig -

"sow", and baby pig - "piglet". l\{arlene wrote these words onthe board.

An example ofusing semantic clues occurred quite spontaneously when Paula referred to

another literacy source to help explain the meaning ofthe word "lairest,'. The students were

discussing the sentence "The fairest days ofthe year" ÍÌom the novel ,.charlotte,s web,'. paula

asked the students what "fairest" meant. This was their respûnse.

"FAIR" Jason signs the ASL word that means ,,equal,, or..fair',.
"No, this is a different meaning. It's spelled the same, but it has a different

meaning." Paula explains. "You know the story of,sleeping Beauty'?"
Both Jeremy and Sue nod.
"Okay, do you remember the pari when the eueen says to her mirror, .lV{ir¡or,

Mirror on the wall, who's the F-A-I-R-E-S-T of them all,?"
Sue nods and signs, "Beautiful, beautiful!',
"Right!" Paula confirms. .,It means the most beautiful days of the year.,'

This example suggested both that Paula was able to make a connection between literary sources,

and that students proved able to understand the association in a meaningful way.

N{arlene used syntactic information to clari$ the verb and noun forms ofwords. "'Invent,

and 'imagine' are verbs." l\farlene explained. "This means the action, what you do. lfyou are

talking about what Fern has, not what she is doing, then you use the noun - ,imagination'. you

say, 'children have a good imagination'." The need fo emphasize the grammafical use ofwords

was also expressed by Joe, Zoe's father. He stated, "And ifI say 'in your bedroom,, it doesn't

mean like the sign'in', but it means going'into' your bedroom. so undcrstanding the different

usage ofwords and signs and how they relate is important.,'
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The teachers also encouraged the students to go back to the story and use conte$ to help

them determine the meanings of wo¡ds they did not know or recognize. Paula emphasized the

importance of contexl when she told her students, "I don't know how to explain some ofthese

words without knowing the sentence. You need to put down the page number when you pick the

vocabulary, so we can see how it is used. It is easier to understand ifwe read the sentence."

A typical classroom activity involved discussing several vocabulary items selected from a

reading passage or story, by either the teacher or the students themselves, writing definitions of

these terms, and then reading them within the context ofthe story. This was done both as a pre-

reading as r.rell as a follow-up activity.

The teaching ofvocabulary or concepts was often incorporated into other teaching. As

students had questions about what they were reading or words and signs they did not recognize,

the teachers would take these opportunities to explain what the words meant. An example

occurred in Paula's classroom when an announcement from the office came over the television

screen. It was an announcement for the senior high students to sign up for an ASL test to obtain

a course credit. Thc students did not understand what it was about, and had particular difficulty

with the word "credit". Paula took the timeto explain the announcement in great detail. She

spelled the word "C-R-E-D-I-T-S" and used the ASL sign "POINTS", when she was providing

this explanation,

A¡other example came from an announcement over the television, but this time it rvas a

student in Marlene's class. The announcement explained that they would be testing the fire alarm

system throughout the day and that teachers and students should ignore it. Joe asked Marlene
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about the sign "SYSTEM'that she used when she was explaining the announcement. "It means

all the lights throughout the whole school." Marlene said. "You know how each classroom has

flashing lights for the fire alarm. Okay, they are all connected together in the building and that is a

system."

l\{arlene signed "O Canada" with her class every morning. This was not an English-based

version, but an accurate ASL translation which included the formal sign "TFIEE". One ofthe

students asked her about it. "It means'this land hcre'. It does not mean'sky' or'day'. It means

we value our country, here, around us." Marlene explained as sbe gestured with a flat hand at the

area around her. (A1l these signs "THEE", "DAY', and "SKY" are made with a similar

handshape, but the movement and direction ofthe palm are different.)

Sentence Structures. Strategies for teaching sentence structures were generally part of

teaching writing skills. A typical pattem was observed in how teachers facilitated students writing

sentences. The general sequence tended to be as follows. first the students asked ifwhat they

were trying to write was the right idea, then the teacher confirmed it or helped them expand on

the idea, and finally the teacher helped them to construct the sentence. The teachers did this by

asking questions about what students needed to include, such as, "Who tells?", "Ran where?", or

"Give what?" When the students answered these questions, the teacher said, "Write that downl"

This was demonstrafed in the following interaction:

"It's a big tree, right? So, he can't r¡"'hat?" Doug asks.
"He's stuckl" Sylvia replies.
"Why is he stuck?" Doug persists, "What does he want to do?"
"Climb the tree." Sylvia answers.
"Yes! Write that!"Doug successfirlly gets her to the firll sentence.
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In a similar eramplc, Marlene asked the student to first tell her in ASL what happened,

and then she helped him to focus on the print:

Marlene asks "\\¡hat did BFG do?"
Joe answers "Go".
She continues, "How did he go? Fly?"
Joe responds, "No, walk"
Marlene answers, "Walk, right. Okay, write that down " Marlene follows this

process to get Joe to write "BFG walk". She continues like this for each sentence.

Discourse. Discourse strategies are important to implementing the bilingual and bicultural

philosophy because they support students' learning of pragmatics - ofhow, why, and when

language is used in ASL or English. Yet the only classroom where I noticed any attention to

discourse strategies was in Paula's class at the grade six level. These students were indcpendent

readers and were expected to write a variety oflonger pieces, including newspaper articles, book

reports, and short stories. Paula drew the students' attention to the organization and discourse

structure Þ'ithin the books that they were reading. For example, when she introduccd a ncw

chapter in the novel they were reading Paula explained how the first three paragraphs all explain

different things about the meeting. "The first paragraph explains who is there; the second

paragraph explains what they discuss; and the third paragraph explains what they decide. You see

how the author uses three paragraphs to explain that event?"

Paula also helped to provide organizational frameworks for the students' writing. "Before

you write I want a clear set up. Don't just start writing. You need to say 'who came', 'what did

he bring', and 'who was watching'." At this point Paula went to the board and drew three large

boxes. "The first part is the introduction." Paula said and *'rote "Introduction" in the first box.
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"You need to say who came, when, what did they bring." Then she wrote "What Happened" in

the second box and said, "In the second part you explain what happcned."

Paula helped Jeremy and Sue create a large "story mountain" which depicted the events of

"Charlotte's Web". The initial events were described rising up one side of the mountain to the

climax ("Zukermann will kill Wilbui') at the peak and then the resolving events down the other

side. This graphic display helped to make the overall structure ofthe novel more explicit.

Paula also demonstrated and encouraged the students to practice a variety of different

types of writing. In one activity, she showed them, on the board, how to use point form to

summarize the information they were learning about the story. She specifically told them how to

use dashes for each point and short phrases, and told them not to use full sentences. When they

were preparing the skit for the Christmas concert, Paula explicitly emphasized how to set up the

writing to differentiate between "scene" and "dialogue". She explained this as "describing the

action or setting" vs. "what the people will say". When Nancy was reading her part in the script

from what Paula had written on the TV screen, she included the word "Grandma" at the

beginning. "Don't say that," Paula told her, pointing to the word "Grandma". "That shows you

who is talking."

Another activity which reflected the value Paula saw in teaching overall discourse pattems

and structures, was her consistent use ofthe "Question ofthe Week". She explained the purpose

of this activity to the students in the following way, "We do the question of the week because it is

important for you to learn how to approach people, and then communicate clearly. It is important

for you to listen and make sure you understand them. Ifyou don't understand them, ask them,
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and then put down the information."

In addition to the strategies already discussed, the teachers used several teaching strategies

which appeared to be unrelated to language arts in particular. Th¡ee were noticeable in particular:

i) the use ofconcrete materials (objects, pictures, or personal experiences), 2) the use of

technology, and 3) the use oftranslation between ASL and English. This last teaching strategy,

translation, will be discussed separately later, as it requires more extensive analysis.

In each ofthe three class¡ooms, there were occasions where the teacher brought in actual

physical objects to help make the lesson and the written text more meaningful for the students.

Doug asked his students about the things that the character in their story had put in his sack. As

the students made suggestions, Doug brought out a sack full of items and either shook his head,

or pulled out the object that the student named. Similarly, *'hen Marlene's class was reading

about "Schools oflong Ago", she brought a variety of old school supplies, such as a bell, a slatc,

a fountain pen and an ink bottle. The use of actual objects was very helpful in Pauta's class when

the students were trying to solve a *'ritten problem about how sugar cubes could be placed in

coffee and then removed later. Paula used the objects, including sugar cubes, a spoon, and a jar

ofcoffee powder to demonstrate and explain how the sugar cubes could be put in the coffee cup

with the dry coffee powder, and then retrieved later without being dissolved. She then allowed

the students to interact with the objects - look at them, touch them, and try it themselves.

Another concrete strategy- that was incorporated into all th¡ee classrooms and in a variety

of activities was the use of pictures, or more specifically, drawing. Frequently, when teachers
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were defining words or concepts for the students they would drar'"'a picture on the board. For

example, Doug explained the concepts of"river bank", "animal hide", and "treeing a raccoon" by

drawing pictures on the white board. Paula indicated to her students that they \'!'ere to write

down the words and what they mean, and then added, "If you want you can draw a picture to

shou' the meaning."

A third strategy which helped to make abstract information morc concrete was the

incorporation ofpersonal experiences. Marlene indicated that it was important to share personal

stories with the students. She refcrred to this as the "emotional hook'. I noticed that during the

classes when Marlene shared some personal stories, she used much more expressive signing than

hcr general classroom interaction. The students were very interested and attentive to these

stories. The students tended to remember and imitate this expression in their own versions of

what Marlene had told them. The use of personal experiences and emphatic expression was

helpful in making the information meaningful and memorable for the students. The teacher that

regularly discussed personal experiences was Paula. She frcquently talked about her family or her

life and this seemed to help the students open up and also relate to her more readily.

Other Strategies: Use of Technology

. Although the use ofconcrete materials, such as objects, is not unique to the education of

deaf students, the use oftechnology, and particularly computers, had some features unique to the

Manitoba School for the Deaf and to its use with deaf students in general.

As I indicated previously, each of the classrooms was equipped with a television monitor,

a video camera, ard at least one computer. The computer was also linked to the television
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monitor, so that what was on the computer screen could bc projected onto the television. ln this

way, Marlene was able to type a story onto the computer and project it onto the television screen

so that the entire class could read it tûgether This also allowed her to use the cursor fo identifli

specific words or refer the students to particular places ìn the text.

A similar procedurc was used by Paula by projecting transparencies ofthe actual pages of

thc book onto the whitc board with the overhead projector. Again, the purpose is to enable them

to read selected passages, or entire stories, as a group. I did notice that in paula's class the

students also followed along in their own books. with the large image in f¡ont of them, paula

could make sure they werc all looking at the same word, sentence, or page.

As well as using technology to help the class read together, the computer linked with the

television also helped the class write together. Paula used this when her class was writing a skit

for the Christmas concert This reflected a more natural writing process because all stages of

writing *'ere saved and then could easily bc edited or changed in future sessíons.

The classroom computer also provided a resource for information. Paula assigncd Nancy

and Maria to research "bonsai" and "Japan" in the computer encyclopedia to help them

understand what their next story would be about. students \r'ere also comfortable using the

thcsaurus or dictionary programs on the computers.

Another unique function of the television monitors in the classrooms was the link to the

school office in a "visual" public address system. I observed this on several occasions. Ifthe

class was using the television monitor for another purpose, such as reading or writing as described

above, the signal from the office would automatically override the image from the computer. The
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one problem with this system that I observed was when no one was attending to the television

screen, an announcement could be missed. This happened in Marlene's class where Zoe caught a

glimpse just as the announcement was ending. She let Marlene know that there was an

announcement on the television and Marlene contacted the office by phone to find out what it was

about. It would be better ifthere was some kind ofa visual sisnal to indicate that an

announcement was about to be sent out.

Data collected through classroom observations and interviews with teachers suggested

three general strategies for teaching literacy skills. These were, 1) direct and indirect teaching of

language, 2) specific strategies for teaching reading and writing, and 3) specific strategies for

teaching language structures, including spelling, vocabulary, and grammar. Other strategies, not

specific to literacy instruction were also noted. These included the use ofconcrete materials, such

as objects, pictures, and sharing ofpersonal cxperiences, and applying technology.

The use of concrete materials is not unique to teaching deaf students. Hands-on teaching

methods are fiequently used to transfer learning Íìom a sensorimotor level to a cognitive level.

The usc oftechnology, particularly computers, is also not unique to the teaching of deaf students.

Technology provided staffand students with an accessible communication link throughout the

school. It was also used to read and write cooperatively, and served as a source ofreference

materìal.

The teachers viewed the deaf students as learning English as a second language, and for

this reason emphasized the importance of teaching grammatical rules and structures explicitly.

Although some indirect teaching activities were incorporated into the classrooms, significant class
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time focussed on the systematic presentation and repetition of grammar rules. Teaching reading

and writing skills tended to involve multi-modal strategies. Information was initially signed

(presented in ASL), as well as illustrated and presented in written English form Thc goal was to

make print meaningful to the students in whatever way possible.

The observations ofparents and children at home and the interviews with parents provided

data to describe the nature ofparent-child interactions. The most significant observation ìvas that

parents employed indirect teaching strategies when reading with their children. The teachers

tended to view reading as a language leaming activity, whereas the parents viewed reading as

making prìnt meaningful.

Translation

Strictly speaking, translation between ASL and English is another teaching strategy and

therefore should be discussed in the previous section. It was used so much, however, by all three

teachers, that it deserves a fuller discussion in a separate section. Although some degree of

translation between the two languages is inherent to any bilingual program, the prominence of

translation for these particular teachers and their students quickly emerged as a major finding of

this research. The primary reason for its importance was stated by one ofthe teachers:

It's not likc a FrenchÆnglish bilingual program where you can teach French through
French. With deaf children you can't teach English through English, you have to teach it
through ASL. This makes the constant translation and switching between the two
languages an ongoing part of the school day.

Was the need for constant translation befween the two languages contrary to the principles
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ofbilingualism, or was it merely a necessary adaptation to the practicalities ofteaching deaf

students from a bilingual perspective? With these questions in mind, the observations relevant to

translation were organized into five major areas: 1) the explicit teaching oftranslation skills, 2)

the classroom activities involving translation, 3) the direction ofthe translation (written English

into ASL or ASL into wdften English), 4) the defrning of words and signs with multiple meanings,

and, 5) how translation is influenced by teaching in one's second language.

Explicit Teaching of Translation

"Because what you're basically doing, is teaching them translation. You're not teaching

them reading, you know." This point madc by Marlene indicates how she viewed the task of

translation as essential for deaf students to gain meaning from print. Although the point was not

stated as explicitly by the other teachers, their comments and actions did support the principle that

in order for print to be meaningful for deaf studenfs, it must be connectcd to signs. They

emphasized that translation skills were the key to successful reading and that it was their goal to

teach those skills to thcir students. As Paula indicated, "Some kids read the English and just sign

it back in ASL, no problem. Other students need to leam how to do that. If I can teach all

children how to do that, then they will be successful."

The emphasis that the teachers assigned to translating written English into ASL is related

to the difference between "decoding" and "comprehension" skills in reading. The following

comnent by Paula to one ofher students emphasized the point: "That [signed form] is still

English. I don't understand. I want you to read, not word for word, but change it to ASL."

Paula appeared to be motivated by knowledge that deaf students are able to map signs word-for-
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word onto the written text and appear to be "reading", but have no understanding ofthe material

¡ead. She and the other teachers used the translation process as a way to assess whether students

comprchendcd what they read.

The teachers recognized that decoding is still essential in the overall reading process. This

was particularly so for Marlene, "So you have to lcam to recognize something in English and

then you have to learn how to put it into ASL. Ifyou don't recognize the words that are in there,

you can't translate them."

The initial step in teaching translation skills explicitly was to ensure that students

understood that they were using distinct languages. "You have to be very specific - this is English

and it is not ASL, it is very different. And this is ASL and it is not English. You can'f write

down ASL." Such comments were made by the teachers directly to the students. Similar

comments regarding specific grammatical structures were also made. For example, "This is an

English word, it's 'the' and it means that we are talking about this person here, and in English you

have to say 'the'."

Once a basic understanding ofthe distinction between the two languages is established,

practice in translation is incorporated into reading activities. Paula explained, "Sometimes we'll

take English phrases and change them into ASL. Not read - take what it means, the actual

meaning ofthc sentence, and change it into ASL and how you would interpret that in ASL."

Marlene also emphasized this next step, "What does it say in English? What does it mean? Can

you take that and put it into ASL - you have to do that. You have to teach them that - this is

English, this is what it says in ASL. This is how it wo¡ks - back and forth."
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Translation Activities

An activity common to all three classrooms was the presentation of"read to" novels, an

activity that becomes a translation demonstration by the teacher. Doug and paula used a tape

recorder for this activity. As they listened to the spoken English reading ofthe book on tape, they

signed the story to their students in ASL. Marlene simply read a passage from thc book sitcntly,

and then signed it ro rhe class.

Spelling lists were also part of all thrce classrooms and involved translation. Signs were

associated with the written forms ofthe words so they could be "read" and prcsented to students

for tcsting purposes.

lVriting activities fiequcntly involved translation whcn the students would kno*'the sign

but not the word for what they wanted to write. They would present the ASL sign or sentence to

their teacher, who *'ould then give them the written English version. For example, one of

Marlene's students signed "EVERY YEAR CHANGE CHANGE CHANGE WILL,, Marlene

wrote "Fern will change every yeai'on the board for him to copy.

The teachers also used questions to elicit the information from the students in ASL, and

then gave them the English word for what they signed. For example, Marlene asked carl, "Bring

pig where?" He responded with "House". Then Marlene spelled the word..house,, for him to

write. Similarly, Doug {rrst asked Sylvia in ASL, "you want to say, .HOW 
USE

(INDEX)'?"looking at what she had written. Sytvia nodded. ,.Okay, rhen you need to write

'HOW D-O YOU USE THAT?"'Doug signed it and included the fingerspelled English word

("do") and used English word order.
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There were also times when the emphasis ofthe lesson was more related to content than

sentence structure, as when Paula stated, "I will do the writing for you, but you need to think of

the ideas." This also occurred when students were practicing vocabulary or appropriate word

usage. The students signed their sentences using the target word and Paula wrote them on the

board. The students were rcquired to think ofan appropriate context for using the word, but

Paula was really doing the grammar and sentence structure for them.

It is clear from the types ofclassroom activities that involve translation that the translation

process is developed and encouraged to flow in both directions. Students and teachers are

constantly moving from ASL into written English or from written English into ASL.

Direction of Translation

When I began the observations, I wondered if the teachers being hearing meant thcy

would mostly be translating into their first language - written English. Doug, for example, made

the foilowing comment. "I think periodically you point out that this is how it is in English, and this

is how you might sign it in ASL. But I find that I have a tendency to go the other way. Like this

is the ASL structure you gave me and this is how it is presented in English."

One-way translation, however, was not supported by the classroom observ'ations. ln

retrospect, Doug's comment may have been related to the diffrculty in distinguishing "reading"

from "translating" in a Deaf bilingual classroom. All activities that involve reading "aloud" were

seen as translation activities, including novel reading, speliing lists/tests, and reading

comprehension tasks. The translation process within these reading activities appeared to be

second nature to the teachers; perhaps therefore, they did not consciously consider it translation in
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the same way that they did when changing ASL into wntten English. This was evident in a

situation where Marlene had "read" (translated) a passags from a book to the students. The

students were then writing summaries about \¡ihat Marlene had read. Zoe wanted to know the

English version of the ASL expression "RED RISING FACE" (becoming flushed with rage).

Marlene struggled to think of the correct translation ofthis expression, and wrote several versions

on the board, including "purple with rage". This was the same ASL expression she had used

herselfwhilc "reading" the book, but she did not refer back to what was written in the book for a

translation.

ln addition, the fact that thc hearing teachers may not have considered themselves to be

ASL or Deaf cultural role models did not affect the direction oftranslations - there were many

examples ofthe teachers moving from discussing the English written forms, to also discussing the

signed forms. In a discussion about the word "every", paula explicitly told thc students not to

sign "E\¡ERY'when they mean "every week" because there is a more appropriate sign _

*WEEKLY" 
- to express this conccpt. The overriding purpose for moving between the two

languages, whatever the direction, was to make information, either printed or through the air,

meaningful and connected to the students' conceptual frame*'ork. The numerous examples of

clari$ing words or signs with multiple meanings illustrated this purpose most effectivcly.

Defining Multiple Meanings

All three teachers effectively used ASL signs to clarify English words with multiple

meanings. Doug explained two different meanings of "off'using different signs; he put one hand

on top ofthe other to sign physically "oNf' and "oFF", and with onc hand he touched all his
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fingertips together and then opened fhcm to indicate turning the lights on and off. Marlene used

the signs "coLrNTRY' and "FARIçf'to make the distinction for rhe two meanings of the English

word "country". Paula explained that the word "water" can be a noun and a verb and used two

different ASL signs to show this difference in meaning.

The meanings of English words which are altered when they appear in a phrase werc also

clarifìed through the use of conceptually accurate signs. Marlene translated the phrase "save me"

using the sign "RESCLIE Nt[E"and indicating that it did not mean saving up something (using the

sign "SAVE"), like money. Paula asked her class, "Do you know what 'at last' means? It

doesn't mean 'last'." She spelled the phrase "A-T L-A-S-T" in the first question, and then used

the ASL sign "LAST" to make the distinction. She then translated the phrase "at last,,with the

ASL sign "FINALLY'.

The teachers helped the students to avoid misunderstandings by anticipating words which

they might translate incorrectly. Prior to reading the sentence in a story which described "the dirt

floor", Marlene explained to the students that this did not mean "dirty floor", but that the floor

was made of dirt - there was no wood, or tile or anything - just mud. When a student used the

ASL sign "EARLY', meaning "early in the morning", as he was reading, Marlene immediately

stopped him. She explained that "earþ' meant "first" in that sentence - the first schools, a long

time ago.

The teachers explained multiple meanings to the students and indicated that these did not

always conespond between the two languages. Comments like, "There may be only one sign, for

example 'WONDERFIJL', but many different words that mean the same thing, like ,T-E-R-R-I-
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F-I-C' or'G-R-E-A-T'. Marlene used a very interesting graphic of drawing "steps" to represent

the rising intensity to explain a series of English words and their relationship to ASL signs. One

ofher students asked her the word for the sign "CALL" Marlene drew several "steps" on the

board. Then she wrote "calls", "yells", and "screams" on cach olthe steps fiom the bottom to the

top. She explained to the student that each is an increase in volume, and modified the sign

"CALL" to reflect this. In a similar example, Marlene wrote "hated, loathed, detested"in a

column on the board. She explained that there is only one ASL sign (using the sign "HATE '), but

you change your facial expression to show the mcaning ofthese words. She demonstrates this,

very effectively using expression. She again pointed to the word "hated" and signed "HATE",

then pointed to the word "loathed" and signed "MORE HATE", and then signed "HATE" with

expression to indicate loathing. She did this a third time, pointing to the word "detested" and

signed "HATE" even more emphatically.

A similar demonstration of multiple meanings was observed in the interaction between Joe

and Zoe, but in this situation a single English word was matched with different ASL signs.

"There are two signs for'nervous'." Joe explains, using the sign ofa bent "2"
handshape contacting the back ofthe hand for "NERVOUS". Then he asks, "What's the
other sign?"

Zoe shakes her head, she doesn't know.
Joe shows her the sign ofboth hands shaking.

Zoe and Joe then discussed the meaning ofthe word "upset". Joe presented Zoe with another

ASL version ofthe word, "Can you use the sign 'U-P-S-E-T'?" Joe asks her, using the

fingerspelled version ofthe sign. Zoe nods and adds, "Ifyou spell ìt, then you feel worse."

These types oftranslations, which take into account the features ofboth languages, are
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esscntial in effective bilingual teaching. From a bicultural perspective, however, the danger in

linking concepts to single words or signs is that students limit their understanding and expression

and are not able to bc creative or flexible and contexlualize their learning.

To some exlent this problem was overcome when the Deafstudents' parents made efforts

to make terms and expressions meaningful. Frequently they defined English words in a way that

Deaf children would understand. For example on one occasion the word "quiet" was being

discussed by Zoe and her parents, who were also Deaf. Zoe defined this word as keeping still,

lying down and not moving. Joe explained that inthe context of"a quiet town" it would mean

there were no people or traffic around, like at their cottage. These definitions presented the

perspective of"quiet" separate from the concept ofnoise, as it is perceived by Deafpeople. It

emphasized how everything can be made visual, even noise-related concepts and words. To Deaf

people quiet is not represented simply by noise, but by the activityJevel. I know this is an overlap

with a "hearing" definition, but it takes the insight of a Deaf family to help us think in those terms.

I also noticed that when there were multiple English words which corresponded with one

ASL sign, Joe and Joanne, Zoe's Deaf parents, tried to distinguish them in some way, usually by

the intensity of their meaning. For example, Joe asked Zoe the following question, "Which is

better 'P-R-E-T-T-Y' or 'BEAUTIFI-'I'I-'?" And Zoe responded with, "BEAUTIFIIL." In this

case, the comparison is conceptually accurate, but in other examples it was not as clear. Joe made

a distinction between two signs, indicating that "STIIPID" is worse and more embarrassing than

'DtlMB". I was not clear when he said this if he was referring to the use of the ASL signs, or if

he was meaning the English words. If he did mean the English words, I'm not sure if I would
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agree with this distinction. In another situation the ASL sign "SCARED" was discussed in terms

ofthe two English words, "scared" and "afraid". Joe and Joanne both indicated to Zoe that

"afraid" was a stronger emotion than "scared". Here there was no doubt that they were

discussing the meaning ofthe English words, not the signs, as both have the same sign. Again, I

am not sure I agree with this definition. I would say that the word "fear" is stronger than either

"afraid" or "scared", but the latter two are fairly equivalent to me. In these examples, the

perspective of Deaf people is helpful in understanding the need to make multiple meaning words

distinguishable in some way and to ensure that translations between the two languages are

conceptually accurate.

Translation was also used to help explain figurative language to the students. Paula

discussed the sentence "The days grow warm and soft" with her students. "Why 'grow' warm?

The day is not really "GROW'ing, right?" Paula asked using the ASL sign for the concept of

plant or vegetation growth. "What other word can you use for G-R-O-W?" One of her students

suggested the sign "BECOME", indicating that she had understood the concept. Paula continued

the discussion, "You can say 'HARD' winter, right?" Paula used the ASL sign which expresses

both the concept ofhard, as in "solid", and hard, as in "difficult". "So this is the opposite -

summer is 'SOFT', meaning easy and laid back." In this way, the conceptual translation of written

words facilitated the meaningful interpretation of print. Comparing the languages and pointing

out the impact of context on meaning taught students not to associate a printed word with only

one sign.
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Teachers Using A Second Language

The teachers indicated that developing fluency in ASL was an ongoing process for them

because it was not their first language. As Marlene commented, "l mean I have been working

here for over 20 years and I don't think in ASL, I think in English " This was reiterated by Paula,

"I'vc heard that many times, when a language is your own you stop the translation process. But

for me, I still find I'm translating things."

Some translations were influenced by the teachers' knowledge of English and were not

conceptually accurate in ASL. Paula was teaching a lesson about pronouns and when she was

referred to the objective pronoun "her" she used the ASL possessive sign "FIERS". lfthis is the

way she signs both "her" and "hers" then these concepts may bc confused by the students. Doug

explained "chips" of wood using the sign foT "POTATO CHIP" which is a derivative of the sign

"POTATO". Doug pointed out the similar spelling, but that "chips" in this story was referring to

pieces of wood. Conceptually the sign is related to the concept "potato"not the concept of "small

bits chopped off'as is the written word "chip". Marlene signed "SMART U-P" which is based

on the English expression "smarten up", but the "SMART" sign means "skilled" or "intelligent",

which does not convey the same meaning or intention.

There were also some inconsistencies among the three teachers and the signs they used.

Both Paula and Doug used the sign "REST" for recess, but Marlene used the sign "BREAK".

Paula indicated the "ed"or past tense ofverbs by signing "PAST", whereas Doug used the sign

'FINISFI'to indicate this. I think that consistency is important, but ifthese different signs refer

to the same concept then perhaps this kind ofvariation is normal. It may also be good in the
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sense that it teaches the concept that different symbols can reprcsent the same idea or meaning

Jusf as the teachers were leaming ASL as a second language and using it to teach the

students, the Deafparents were learning written English as a second language and also helping

their children learn reading and writing. There were also examples ofparents representing written

English in ways that were not conceptually accurate. When Zoe was reading with her mother, she

signed, "A-T FINISH". Joanne, her mother, interrupted and signed, "LAST". Really, both Zoe

and Joanne interpreted the text "At last" literally rather than conceptually. The conventional

translation of the English phrase is the ASL sign "FINALLY' (Stokoe, Casterlinc, & Croneberg,

i976). In the same situation, Zoe pointed to a word and then signed "PICTIIRE, zuGHT?"

Joanne confi¡med with a nod and also signed "PICTIIRE'. The word was "picture", but the

concept in this sentence was "MENTAL PICTURE" or "VISUALZE", as in "they can picture

Frosty's magic smile and feel his warmth." The overall meaning was lost.

In general, the teaching oftranslation and incorporation oftranslation activities appeared

to be essential for the teachers (and parents) in teaching Deaf students to read and write English.

The goal within all the activities was to make English print meaningful. The teachers and parents

sought to ensure that one-to-one mapping ofwords and signs did not result in limiting the

students' understanding. Although they did not always succeed, they also sought conceptually

accurate translations and encouraged students' active involvement in generating rules to compare

the two languages. The ultimate goal was to have the written English link directly to the

underlying concepts without being mediated through signs.
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Learning Strategies

Observ'ations showed a number ofways that students' responded to teachers' strategies as

they worked toward making sense ofthe curriculum. For convenience, I have grouped these into

four categorics. 1) transfer and interlcrence between ASL and English, 2) techniques for asking

for help, 3) ways ofdefining words or creating meaning, and 4) the role ofparents.

Transler and Interference Between ASL and English

One olthe ways that we can gain insight into the thinking patterns ofstudents is to

observe and analyze their errors. This can help determine v"'hich rules they are or are not applying

appropriately or in an overgeneralized manner.

Some ofthe students' errors in written English reflected an interference from their

knowledge of ASL. For example, one student was asked to write the word for the sign

"PARENTS" Shc began to spell the words "mother" and "father". It is important to explaín that

the ASL sign for "PARENTS" is a compound sign made up of the two signs for,,MOTFIER" and

"FATHER", so it made sense that the student thought of this sign as simply being the two words.

The influence of ASL was also noted in the word order of sentences. Typically, adjcctives

follow rather than precede nouns in ASL, and students maintained this order in their written

sentences. A word order error occurred when Nancy typed the following command while playing

a computer game with her mother - "through the fall water". Amy responded with, "In English it

is reversed. You say'through the waterfall'."

Reading miscues and spelling enors indicated that many ofthe Deafstudents were relying

on visual patterns and visual similarities between words to identiF¡ them and make them
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meaningful. For example, Nancy read a sentence and signed "CEREAL" for "creative". paula

responded with, "That word 'CEREAL' doesn't make sense in the sentence." She then told

Nancy the word was "CREATI\|E". Although these words are phonetically very distinct, fÌom a

visual perspective the error is more understandable.

Similar enors occurred when students were writing as well as reading. The followìng

interaction between Doug and his student, Sylvia, demonstrates this:

"No, that word is 'under'. How do you write'use'?" Doug asks. He holds up
three fingers on one hand, and makes the letter "U" with his other hand on the first finger,
and looks at her with raised eyebrows, indicating, "\'r'hat's the next lettcr?".

She does not respond, so he spells the other two letters - ,'S" and ,.E', - in
connection with the remaining two fingers.

This example also demonstrates how Doug used a visual strategy to help her with the

spelling of the word. Words that were visually similar, but had very different meanings were often

distinguished by associating them with the appropriate signs. Paula pointed out to Maria that she

had written "bought" not "brought", by using the conceptually and visually distinct signs of

"BU-F'and "BRING'

Students also used a strategy oftrying to identify parts ofwords to help them understand

the meaning ofthe word as a whole. In some situations, such as separating prefixes flom the root

word, this was helpful. In other situations it was misleading. For example, when Marlene's class

was discussing a book with a cha¡acter who's name was "Avery", one ofthe students signed this

as the letter "A" and then the sign "\IERY'. Marlene immediately interrupted him and explained

that it was one word, his name, and it did not mean "very".

I did not observe the students corecting themselves in terms of the interference from ASL
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very often. When Zoe was reading with her mother, she began a sentence with the sign ,,ONCE,,,

and then shook her head and signed, "SICK" (the slang for "that's wrong" or "that's stupid', and

corrected herself signing, 'ONE DAY CHILDREN BRING OLD S-I-L-K HAT"

On another occasion Nancy responded with the appropriate corrections when her mother

provided some indirect feedback. Nancy and Amy were playing the video game and Nancy typed

the command "over steam" into the computer when she wanted her character to cross the water.

"That means 'STEAM' from something hot - is that what you mean?" Amy asked her. Nancy

shook her head and self-corrected her spelling entering "over stream". The computer did not

respond to this command. "How will he go over?" Amy asked. "Walkl" Nancy responded.

"Okay, write that." Amy told her, and Nancy entered "walk over stream"

I noticed during the individual assessments with each student that none ofthem appeared

to feel comfortable with the self-evaluation tasks. I asked the teachers if they had experience with

evaluating themselves and their work. Paula said, "They don't have that ability to kind of self

evaluate themselves and think, well I want to become better at this or that." Doug and Marlene

also indicated that they had not done selÊevaluation tasks with their students. Paula admitted,

"I'm not sure that I do enough ofthat, that self evaluation. A few years ago Iwas interested in

doing portfolios with the kids, and them selecting pieces ofwork that they wanted to do. I found

it was too time consuming, so we kind of dropped it for a while. And the kids weren't able to self

evaluate like that "

I did obsewe an activìty in Marlene's classroom where two students were told

each the stories they had w¡itten and give each other feedback. The students seemed

to read

excited
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about the task, but did not appear to know what to do. They bothjust said they liked the other's

story - "It's good", but they didn't provide any crítical feedback or evaluation.

I wonder if developing selÊevaluation skills would be a helpful leaming strâtegy for them

in that they could be more aware of vhcn their knowledgc of ASL is influencing their written

English.

Techniques for Asking For Help

The most frequcntly used strategy by all thrce students was simply to ask for help when

fhey did not know something. Thcy asked parents, tcachers, and peers, depcnding on the

information necdcd and thc siluation.

During classroom observations pecrs often asked each othcr how to spell words or what

words meant. ln one instancc, Nancy asked Maria how to spell "boring" and knew it started v/ith

"b". Maria told her the remaining letters. In a similar situation in Doug's classroom, Jason asked

Steve, "How do you spell 'green'?" Stcve spelled it for him.

Questions about word meaning sometimes generated more discussion among peers.

sheldon asked Zoe, "Does it really mean a red face?" Zoe responded with, "Not red - purple. It

means 'mad'." Or the following interaction in Doug's class:

"What does 'H-E-A-T' mean?" Dylan asks Jason.
"HOT" Jason responds.
"No, I think it means 'COOK'." Dylan says, "Or boil."
"No, it means that it's hot." Jason insists.

Peers were very willing to help each other. Only once did I observe some hesitation. This

occured when Sheldon asked Zoe for help and her initial response was a rather exasperated "you
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know!" Sheldon responded with, "I forget, I forget fast!" Then Zoe helped him.

The students also appeared to feel comfortable asking their teachers for help, as this

behaviour occurred frequently in the classrooms. The students' questions also helped the teachers

to be aware of which concepts were diffcult for the students or which they hadn't yet explained

clearly enough. For example, when Paula was teaching a lesson about the prefrx ..re,', 
she

indicated that it can only be added to verbs. Nancy then asked, "can you add ,re, to all verbs?,,

This helped Paula to narro\rv'her explanation furthcr. In another situation, Nancy had a question

for Paula about the sentence - "'I like fìsh.' Ronnie shouted, 'Today I will go frshing."'Nancy

was not sure who was saying the last sentence. Paula was then able to tcach a lesson about using

separate lines to indicate dialogue between characters which was relevant and meaningful to the

students.

Marlene mentioned an important point about how asking questions was an important part

of building the students' confrdence in their writing skills. "sometimes it takes me awhile to

realize that they are not asking me for a specific word in English, but they just want to know if it's

okay for them to write it that way." This behaviour was also observed in Doug's classroom.

Sylvia asked Doug to confirm a sentence she was writing, "Is this right?" Doug read it and

signed, "The dog sees the raccoon. Yes, that's fine.',

Asking questions was something that Joe, Zoe's father, encouraged and role-modeled in

his home. "If they are reading something and they don't know what it means, they will ask me. I

might not know, so I refer them to the dictionary and then we discuss it. Sometimes we have to

put it on hold until I can ask a hearing friend o¡ co-worker to explain it to me. Then I come back



LiTeracy Development ìn DeaÍ Students
98

and explain it to the kids."

Definitions and Crcating Mcaning

The strategies for defining words employed by the studenfs included using fingerspelled

words, using context, and using a dictionary. These strategies were also modeled and supported

by teachers and parents.

Fingerspelled words were used when there was not an appropriate ASL sign to represent

the meaning. For example, when sue was retelling the story of "charlotte's web" to her parents,

she fingerspelled the word "R-U-N-T". "Runt, means small?" her father, Kurt, asked. ..Runt

means he is small, not the appropriate size. So, the father wants to kill him.,' Sue responded.

In the same situation, Sue was telling about the words appearing in the spider web. She

signed "SOME PIG' (using the sign for "PART" to mean "some"), and then she fingerspelled

these words as well. She may have provided both the signed and fingerspelled versions to clariS

the meaning of"some" and also to indicate that the letters were spelled in the web.

When reading a story with her father, Zoe specifically asked about spelling the word

"snowsuit", because she knew this was an appropriate strategy for words which did not have a

coresponding sign but required a description using several signs.

Another strategy which the students used to crcate meaning was to use context and

associations with their prior knowledge. Paula was defrning the word "indirect" with Sue and

Jeremy. "For example, I can give information directly to Sue or I can tell another person and that

person tells sue. The first way is dircct, and the second would be indirect information." Jeremy

immediately related this to his own experience and came up with the example of the Message
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Relay Service (the telephone operator system which allows voice calls and teletype calls to be

interfaced) as being indirect communication. Similarly, when paula was defining the word.,port,,

as "a place to enter - like a place to enter the country", Sue responded with, ..you mean like

'aipofi.'?"

During a group reading activity in Marlene's class, Marlene explained that the phrase,

"build a {ìre", does not mean "build" like building a house. Zoe waved her hand ìn the air. She

knew it meant to make a frre by putting sticks and paper there and then lighting it with a match.

This reflected her own experience with camping and building fires.

In some situations, prior knowledge was misleading. For example, when Nancy was

baking cookics with her mother, she asked about "baking soda" and used the sign for,.SODA

PoP". "It's the same word, but it doesn't mean pop." Amy explained. Also during an interaction

between Nancy and Amy when they were playing a computer game the follo'*'ing information was

presented on the screen, "Hugo hears the faint cries for help and rushes to their rescue". Nancy

asked Amy for clarification of the word "faint". "Does it mean to faint?" Nancy asked, using the

ASL sign "FAINT". "No, it means quiet, not loud, calling from far away,'Amy explained.

As well as using fingerspelling and context, the students were also observed to use a

dictionary to determine the meaning ofwords. This strategy, however, was only regularly used by

the students in Paula's classroom. During independent reading, the students kept lists ofwords

they did not understand, and then looked up the meanings in the dictionary. Again, I wonder if

this strategy requires a certain level ofreading competence and therefore, would not be as

effective with lower functioning students.
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The Role of Parents

During the interviews, parents were asked what they perceived thcir role fo be in helping

their children to leam. Mike, Nancy's father, said, "Well, I think mainly showing a good

example." Joe, Zoe's father, also agrced with this, adding an emphasis on culture, "I also think

I'm a role model, in that I am Deaf and they are Deaf and we're the same in that way. They can

look up to me as being the same as them. I know sign and I teach them that.,' Amy, Nancy,s

mother, saw her role as providing a positive and safe environment where leaming was accepted

and encouraged. She further indicated, "It is different for Nancy because she does not have

access to general society. So, as a parent I need to find or develop programs for her. This results

in me taking on different rolcs than just a parcnt - I am an interpreter, I have to make special

arrangements, or I have to set up new programs."

There did appear to be times when the fact that two ofthe parents, Amy and Joe, were

also teachers, influenced their roles as parents. whcn Zoe was reading with her mother, Joanne,

she tended to sign rhe story quite literally and follow the English ofthe text. shc also signed

without looking up from the page and did not make eye contact with Joanne. This seemed

different from how she read with her father who frequently interrupted her reading to ask

questions or re-phrase what she had read. Joanne may have been hesitant to interact or discuss

the story with Zoe because she was being observed and videotaped.

Amy's role as teacher also appeared to have an influence during the cooking activity with

Nancy. Amy frequently told Nancy to refer back to the recipe when she asked a question, rather

than giving her the answer. AIso, when Nancy gave incomplete answers, Amy prompted for more
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information. For example, Nancy often indicated incomplete measurements, and Amy followed

up with "1/2 wh aÍ?" or "'l14 what?" This type of interaction was in contrast with the interaction

between Sue and her mother, Polly, when they were cooking together. The focus was much less

on "teaching" Suc about reading rccipes. measurements. and cooking. and much more on getting

the job done. I also noticed a difference in how Amy cncouraged Nancy to do everything hersell,

including referring to the recipe when she did not know what to do, whereas, polly did many of

the cooking and reading tasks for sue. The difference in the impact on learning in these two

situations is more difficult to quantiô/; Sue and Polly were performing a functional houschold task

together, whereas Amy was, in many ways, providing Nancy with a lesson.

Another issue involving parental rolcs is that as Deaf students continue to develop their

litcracy skills they may begin to exceed the literacy levels oftheir Deafparents. There was

evidence ofthis trend observed during interactions with both Zoe and Sue and their parents. Sue

was talking to her parents and tried to fingerspell the word "miracle" a few times, but she was

incorrcct each time. Both of her parents did not seem to know what word shc was trying to spell,

as they did not help her out. Then to get the meaning across she signed ,.MAGIC THAT,', to

mean "it's like magic". Her parents seemed to understand this idea, but still did not know the

word she was looking for.

when Zoe was reading a book with Joanne, she struggled with the phrase "once upon a

time." Zoe asked Joanne, "What does 'U-P-O-N' mean?" - fingerspelling the word.,upon,'.

Joanne looked at the page and signed, "ONCE" and nodded. Zoe signed "ONCE TIME,,

skipping the "upon'. Then Joanne seemed to understand the concept and signed "ONCE pAST,
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PAST", meaning "a long time ago" which is the typícal translation for.,once upon a time,'.

Joe, Zoe's father, seemed well aware that the gap between his literacy skills and those of

his children, was nanowing. "I mean, I tell them I need to improve my written English, too. So

we do that as a family. I don't want her lzoel to depend on - and I don't want mc to depend on

- her older sister." Joanne, Zoe's mother, was also conscious of her limited English vocabulary.

After I had videotaped her rcading with Zoe, shc asked me about the word "gleam" and what it

meant, explaining that she thought maybe shc had told Zoe the wrong meaning. I was impressed

that it was not hard for her to admit this lack ofknowledge, and also fhat she provided Zoe with

the model that it is okay to ask other people what words mean when you do not know yourself.

A frequently suggested strategy for improving reading skills is simply to spend more timc

reading (Braun & Froese, 1977; Goodman, 1995; Harris & Sipay, 1980). Similarly, â strategy ro

improve writing would be to write. All three students, Zoe, Nancy, and Sue, indicated that they

enjoyed reading books outside of school. They were also observed reading "pleasure" books, not

books that they were studying in their reading class, at school. writing, on the other hand,

appeared to be linked to more functional activities for these students, rather than something they

would choose to do for enjoyment. The kinds ofwriting activities which reportedly occurred

outside ofschool included using the teletype device to communicate by telephone and writing

notes to converse with hearing füends or family members who did not know sign language.

The students effectively used strategies to create meaning by asking for help, relying on

context and prior knowledge, and referring to available resources, such as a dictionary or other

reference material. In ordcr to be more acfivc in their own learning, skills of self-evaluation need
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to be devcloped to facilitate their knowledge ofthe influence that ASL competence can have on

their development of English literacy.

N{aintenance of a Deficit Model

A bilingual and bicultural philosophy ofeducation implies viewing deafness as a difference

rafhcr than a deficit. In a system which has operated with a deficit model for ovcr a hundred

years, however, such a shifÌ will not be immediate or straightforward. How this shift can be

implemented thercfore became a major leading question ofthe research.

At the I\{anitoba School for the Deaf, the shift from a deficit to a difference model has

expressed itselfthrough choice of language, and spccifically through an emphasis on American

Sign Language. Teachers, both hearing and Deaf, developed fluency in ASL and adopted it as the

Ianguage of instruction in their classrooms. Although incorporating ASL is a significant change, it

appears that other aspects ofa deficit perspective remain and continue to influence thc teaching

and learning of deaf students. In particular, teachers paid attention to culture only inconsistently,

thought of students as deprived ofany language at all, viewed students as having disabilities in

addition to deafiress, focused on whole-group instruction, and used teaching strategies based on a

hearing model ol learning.

Inconsistent Attention to Culture

The teachers all indicated a general awareness that language and culture are related and

often cannot be separated. But they considered their focus to be language teaching rather than

cultural exposure. When I asked about incorporating Deaf culture into the classroom, all th¡ee
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teachers ìndicated that there was a Deaf Studies curriculum available but that they did not use it,

and all gave similar reasons as to why not. Doug said, "I do not do as much ofthat as I probably

should, just because I feel so many pressures of trying to get through the regular curriculum in

any given year." Paula's comment was, "sometimes that just falls by the wayside when you have

math and reading and all the other things that have to be taught." Marlene stated, "one ofthe

problems of doing stufflike that is developing a curriculum that can fit in \.vith thc Manitoba

curriculum that you're supposed to teach."

The teachers also indicated that although Deaf culture was not a formal part ofthe

curriculum, the students were exposed to aspects of it informally throughout the school day. As

Doug stated, "I feel that they are exposed to enough ofthat stuff around the school on a more

informal basis that I don't have to go into great detail in the classroom itself." N{arlene suggested

that cultural bchaviours were most effectively taught informally, "I find it doesn't really work if

you sit down and teach it like a course. You have to know enough about it, so that when

something happens, then you sit down and address what's happening, when it,s happening.

Because if you try and teach it, it's kind ollike, poof right over everybody,s head.,'

The visual access to information made available through technology and devices within the

school building also supported Deaf culture and a philosophy ofequal access. A1l the classrooms

were equipped with television monitors and cameras connected to the office and to each other,

which functioned like a visual public address system. Light switches were located outside the

classroom doors so they could be flashed instead ofa doorbell or knock. Each classroom had a

teletype device as well as a telephone, although there did not appear to be a visual indicator, such
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as a flashing light, when the phone was ringing.

The teachers effectively used visual attention bids, such as tapping shoulders or desks,

hand waving and eye gaze. The students also demonstrated these behaviours when interacting

with each other and the teachers. The teachers also demonstrated an awareness ofDeaf cultural

values. Doug explained the value of "consensus" in the following way:

But I think it's easy to forget that they do have certain cultural values that are different
than ours and certain things that they do differently than what w.e would do. The one that
comes to mind is like, consensus. You know, to ask a Deaf person to speak on behalf of
everybody else, they just won't do that. I mean they have to say, okay, I understand the
questions you're asking me, but I have to go and I have to (signing a random distribution
of"ASK") query everyöody else. Then when rve've come to an agreement, I'll come back
and give you that answer, but I can't tell you right now, what that answer is going to be.
That's just one thing that comes to rnind. So I think culfural differences are one ofthe
things that comes up.

This was supported by Paula's statcment, "You know, at times where I don't know,a sign

or I'm confused about the way a certain Deaf person would do something - asking a Deafperson

that information, valuing their opinion, and that sharing of information back and forth is important

as rvell."

Several comments by the teachers clearly supported the neccssity ofincorporating culture

within the leaming process in order to becomc fluent in a second language as adults. ln referring

fo hearing teachers learning ASL, Paula stated, "...because it's also not your first language.

You're not using it everyday. You're not using it in social situations or other situations where

you would get that fuIl exposure. " lr{arlene supported this, "I don't think people can really leam

it [ASL] unless they're immersed in it, and they're right in it - I'm talking about with Deaf adults."

Despite the understanding that without cultural exposure full language fluency cannot be
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obtained, and an awareness of Deaf cultural values, the teacher's incorporation of Deaf culture

within the classrooms was limited to specifìc behaviours - its visiblc features, such as language,

technological devices, and rulcs for interaction. N{ore reflective, cognitive aspects of culture,

such as values and world view, were rarely addressed, ifevcr. This was particularly evìdent when

the teachers were asked about whether or not they saw their students as being involved in the

Deaf community aÍìer graduation. I expected that in a bitingualibicultural program this would be

an ìmportant goal for all students. The teachers were not so definite. Doug statcd, ,.you know,

right now, the one kid I can think of out of those five, that it seems like it would be important,

automatically I think of Bill." Marlene indicated that it depended on where the students lived. ,.If

they live out in the country, and after they graduate they go home, because that's all they,ve got.

They're isolated, and never quite get out ofthat."

This comment, and others made by the teachers, suggest that although the school takes

some responsibility of exposing the students to cultural values, ultimately this must be fostered by

parents and the student's home life. As Marlene said about her students, "Like some olthem

know so much about it [Deaf community], and some ofthem don't know an]thing about it at all.

It depends, sometimes their parents just protect them from everything.',

Lansuase Deorivation

Another principle ofbilingual education, is to use the frrst language as a foundation for

building thc second. The assumption is that students in fact "have" (or spcak or sign) a first

language. This assumption was not universally shared by the teachcrs in this research. Marlene

stated it this way, "But everybody just totally ignores the fact that most deafkids come to school



Liferacy Developn?et1Í ilt Deaf SÍude ts
107

without a language. You get very few deafkids who arrive here who have a good solid language

base, in any language, whether they've been in an oral program or, you know, in a sign program.

And they arrive at school without having a good language base."

There was no disagreement that a language base in ASL facilitated students' development

of written English. Marlene indicated, "The kids who have ASL when they arrive at school, they

leam English much better than anybody else. Much better than anybody. Because they have a

language, and once you have a language then you can learn another one. ... you have to have this

intemalized idea of what language is and how it works. Then ifyou know how it works

instinctively in one language - you just know it - then you can apply it to something else." paula

also supported this comment, "Because some kids wilt be able to change American Sign Language

into Englìsh easier, because they have American Sign Language as their first language. They have

a big, a strong base oflanguage."

The teachers' concern was that most deafstudents did not arrive with a "strong base of

language" in ASL. In Marlene's words, "well, if they come to school and they have nothing,

where do you expect that extra is going to come from? And, um, well, people say they should

just be doing this, and they should .... but it doesn't happen likc that because it's not real. you

get one kid every three years that you can do that with, but the rest ofthe kids can't do that.',

Marlene went on to say that this puts unfair demands on students, "Ifa kid goes into a public

school and they don't have a spoken language, they don't learn to read and write. They can't!

So, the trouble is that they're trying to leam two languages."

The problem, as the teachers saw it, was not caused only by the lack oflanguage exposure
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prior to beginning school, but also by limited exposure to languagc outside ofschool throughout

their school years. Doug said, "And a lot of the kids that we have, who go homc on weekends,

they may have absolutely no stimulation whatsoever, as far as the further development ofthat

language." This was supported by Paula, "Some kids have no language at home, some have ASL

at home, and are rcading captioning, are using the TTY, and are using various forms of English in

other ways. And so they are using it in an ongoing basis, and that's the impofant thing.

\\hereas, some kids I've had in other years, they do nothing but watch rv and play Nintendo and

in those type ofinstances they are not getting language, in general, and they are not getting

English language as well."

The teachers believed that language deprivation in students' ,,first', language (ASL),

accounted for their diffrculties in learning written Engtish (their "second" language). The belief

was in effect a deficit model, andjustifred remedial, structured approaches to teaching language.

Paula indicated, "our kids are, need more specific skills. A lot ofthings are layered. So they do

verbs one year and then they need to do it again, and again, and again. Because itjust doesn't

sink in sometimes after onc year, or they get one piece of it but they miss another piece of it, so

then we have to do more and add a little bit to it each time." Doug suggested, ..They don,t get

that natural exposure to English because they don't get it until they can read. So you have to, I

fccl, you have to present it in a very structured fashion." Marlene's comment, ,.Well, you never

thought somebody would have to teach, 'This is reading, and ifyou read and you don't

understand, it's not reading'. You have to very clearly teach those things.',

several incidents in the classrooms suggested that, âlthough the teachers felt that the



Literacy l)evelopment h Ðea/ Sndents
109

students needed this kind of structure, they also realized that it also had the potential to restrict

their learning. In order to emphasize the importance ofreading comprehension with her students,

N{arlene wrote the following short, simple story on the board:

Mom and the dog walk on the street. The dog runs to a small girl. Mom chases the dog.
The girl goes into a store Mom gets the dog. The girl comes out. The small girl says,
"Thank you" to Mom.

she controlled for vocabulary and grammatical structures to keep it at an appropriate level for

them. I must admit that I found the story confusing and had to read it several times before I

understood the situation. The vocabulary and grammar were controlled and structured, but as a

result the language was not really natural. The story referred to the woman as "Mom" to make it

a word that they could read, but this confused the fact that it was not the girl's mother. The girl

in the story was running into the store because she was afraid ofthe dog, but none ofthe verbs

used in the text (and there are no adjectives except for "small") convey a feeling of fear or

anxiety.

In another situation, Paula indicated to her students that the only prefixes they needed to

learn this year were "re-" and "un-". Her intention was to control how much they needed to learn

in the lesson, but the approach also suggested an overly regular picture of English. Students \¡/ho

might want to use prefixes other than "re" and "un" would have trouble doing so. Similarly, when

one ofthe students knew the answer to a question because she had read ahead in the story, paula

chastises her for it saying, "You're not supposed to do that!,,

Additional Disabilities

with deafkids there's always - well, they are deafand then you gef past that and you find
something else. And you get past that and you find there's anofher layer, and there's
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always another layer down underneath that. You don't just get somebody that,s just
straight deaf and that's all that's wrong with them.

The presence ofadditional disabilities among the deaf students appeared to influence the

teachers to become more directive in their approach. Paula commented, "when you're involved

with a classroom that have multiple hanclicaps or leaming problems as well, you can't do that

[create an environment to facilitate leaming] because every step they need you by their side

helping them, guiding them every step along the way." Marlene said, "you have to expect that

they are going to learn. Demand that they do something.." This gives the impression that the

children do not learn spontaneously and must be made to learn.

Although statistics are not available, the number ofdeafstudents with additional

disabilities may be increasing at segregated schools for deaf children because these are the

students whose needs can often not be met in integrated settings. Also, the overall population of

segregated programs for deaf students continues to decljne. As a result, the classes at the

Manitoba School for the Deaf are small but include a wide variety of learning levels and needs.

This influences how students are grouped into classes and groupings within the classes, as well.

Class Grounings

A significant aspect ofan educational program based on a deficit model is small class size.

A difference model, if fully implemented, implies no need to use anlfhing other than "usual" or

"normal" teaching pracfices, including usual class sizes. Despite an official change to a

bilingualibicultural philosophy, however, MSD has maintained very low teacher-student ratios. In

the three classrooms I obsen'ed, two had five students each, and one had six students. The

classroom with six students also had a teaching assistant designated to work closely with one of
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Although the small classrooms allow for very individualized programming, they also limit

opportunities for learning, cooperating, and interacting with peers. The three primary activities I

observed in all three classrooms were similar; 1) the teacher addressing the entire group to present

a lesson, 2) students working independently on assignments with the teacher making the rounds to

hclp them individually, and 3) the teacher addressing one or two students, at the same level, to

present a lesson. The only exception to this was that occasionally students worked in pairs to

complete assignmcnts together. on one occasion in Paula's classroom, Jeremy and Sue were

working together and this resulted in more interaction between them. Jeremy would sign and tell

Sue what to write. Sue would write it down and then he would check what she had written. I

also observed some peer interaction and cooperation in complcting work during a worksheet

activity in Marlene's class. Although Marlene did not tell the students to work together on their

worksheets, she allowed them the occasional questions and interaction. This appeared to be vcry

beneficial and made me wonder why it was not regularly incorporated into classroom

programmíng.

Interactions between students to help each other spell words were encouraged in Doug's

classroom. In one situation, in a matter of minutes, Dylan who had to help Sylvia spell

"BECAME", was then helped by her in spelling "BL[/E". This kind of peer teaching did occur

frequently and reciprocally among all students in Doug's class.

In general, there was not much peer interaction, either for completing school tasks, or

even with regard to off-topìc chatting, in any ofthe three classrooms- In the few observ'ations of
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informal interaction among peers that did occur in the classroom, I noticed that the discussions

\4'ere very animated. This type of discourse, with a social focus, may aìso be benefrcial to include

more frequently in a lcarning cnvironment.

I also noticed how it was possible for different conversations to be going on in an ASL

classroom at the same time, and not really be distracting as long as they were not in the other

students' visual fields. Judging by these incidents, ASL lends itsclfto peer interaction and peer-

led discussion Yet these were not used very often by the teachers, at least during observations.

Gven the small size of classes, of course, w'hole-class activities became identical with small-group

activities - but with the teacher always participating.

In each classroom, students were separated into different levels and remained in the same

groups throughout the year. Paula discussed a concern she had regarding a student in the higher

level group looking down on those in the lower level group, "I don't know if it's part ofbeing

separated - becausc her and Jeremy are doing harder work, there's no question about it, the kids

see it, she sees it! she sees that she's been given extra work, she sees that she's been singled out

with Jeremy. How do you change that, I don't know? Because that's the dynamics ofthis

classroom. Maybe through the way this classroom is set up, she's developed that attitude. I

don't know."

Diversity of skills tended to be managed by individualizing the programming, *.ith the

teachers taking the responsibility to work with students at their own levels. Larger class size

might have allowed diversity to be managed in more complex ways, with students of various

levels sometimes also working together. Paula indicated that separation into more homogeneous
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groups was an important way to manage the variety of skilt lcvels among the students, "I think

that's the diversity in this class - huge diversity. Once they move upstairs [high school] there is no

question that this group will be split. In order to survive as a group they can't be taught as one

unit "

The maintenance of low teachcr-student ratios suppo.ts the defìcit modcl by limiting

opportunities for peer interaction and managing diversity through teacher-dirccted rather than

cooperative solutions. A¡other aspect ofthe deficit model which requires a shift when

implementing a bilingual/bicultural approach is to move from a hearing model oflearning and

consider alternative ways ofdeveloping literacy which are not speech- or sound-based.

The three teachers all expressed a beliefthat the reading process in deafchìldren is

different from the process in hearing children. Perhaps because they did not understand thc

difference, however, they continued to teach reading from a hearing perspective. Marlene said, "l

believe that ifthey do not have some kind ofinner voice *'hen they are reading that they will not

evcr get past that [grade four reading level]. Most ofthe research, things that I have read, íf you

don't have that inner voice, you don't get past it." Doug and paula were not so definite, but

expressed similar ideas. Doug wondered, "Do they have a little speaker in there that's reading

this as thcy go along, and then when they are going to think and then write it, is that speaker still

going, or how does that whole process work?"

Paula emphasized how learning to read without mediating through speech would seem

very difficult, "sometimes Im amazed at how well these kids actually do. To think of mysel! if I
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had to memorize every word and what it meant, never have heard that word bcfore but have to

memorize it and then attach it to a signed meaning. I think that would be very difücult." The

analogy of attaching a word to a signed meaning, compared to attaching the word to a previously

heard spoken form was not apparent when the teachers' focus was from a hearing perspective.

"N.{ost of the Deaf adults that I have met that have good reading and writing skills, really

good skills, also have extremely good lipreading skills, even though you never hear them speak."

This comment, made by Marlene, is partially supportcd in the research. Her assumption that the

development oflipreading skills facilitates reading and writing skills is based on a hearing model

oflearning. Yet the correlation ofthese skills docs not prove causality. Research has also found

that as deafstudents become more fluent readers, they begin to make more sense of lip

movements and the entire concept ofspeech is more meaningful because they have a greater

knowledgc olthe language (Mahshie, 1995). In thís way, the development of reading and writing

skills, or knowledge ofEnglish, facilitates the studcnt's lipreading and speech abilities.

The inconsistencies between a cultural model and a deficit model observed within the

classrooms, suggest a state oftransition in teachers' beliefs and practices. It is important to

examine at an indepth level the policies and principles ofa program to ensure that all the aspects

and remnants ofa system dominated by a deficit model for so many years have been addressed.

Systemic change is nceded, as well as change at the level ofeach individual involved in the

system. Positivc changes have occurrcd in language use and fluency, and the incorporation of

cultural behaviours. More emphasis needs to be placed on incorporating cultural values,

naturalistic teaching strategies, taking advantage ofdiversity, and alternative ways ofliteracy
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leaming which are not speech-based.

Pedagogv and BilinquaYBiculffi phy

There is limited information about how to implement a bilingual,õicultural approach to

educating deaf students, and conceptions ofthe approach may therefore vary. Because ofthe lack

of information, I felt it important to determine what the participants in this study thought the

approach consists of. In looking for clues about their beliefs, however, it proved difficult to

distinguish which elements of teaching (or parenting) were qualities of a bilingual/bicultural

approach, and which were simply good teaching (or parenting) practice in general. The ambiguity

existed in three areas. The first focuses on the definition of a bilingual,bicultural approach, the

sccond considers the role of communication, and the third examines the values reflected by the

observcd reaching and parenting practices.

Defi nition of Bilingual/Bicultural Apnroach

When participants were asked to explain the essential elements ofa bilingua/bicultural

program for deaf students, their responses were quite general. Doug stated, "wcll, Ithinkit's

very important that both groups respect the other's. Like, ifyou have hearing and Deafpeople

working together, that they both respect each othcr equally." Along the same lines, Joe said,

"Okay, to me bi/bi mcans equality (sign "EQUAL") Means that things are more equal......for

Deaf and hearing - they get the same kind ofaccess to that information. It means that the

environment has to be adjusted." Amy suggested, "well, basically it mcans including two cultures

and tt'o languages. The two cultures are hearing and Deal but there also seems to bc something
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in the middle - hearing people that know sign! lt's like the same culture with a slightly difierent

zccenr!"

I noticed a distinct, yet subtle, difference between how hearing participants and Deaf

participants defined the concept of a bilingual,/bicultural approach to educating deaf students.

Although both groups agreed and stated that the common goal was to develop fluency in both

languages and adjustment to both cultures, their actions indicated slightly different interpretations

ofthis goal. Hearing parents and teachers saw the implementation ofa bilingual/bicultural

approach as a means of improving deaf students' written English skills; whereas Deaf participants

saw it more as emphasizing ASL, providing access to infomation, and fostering their culture and

community.

This point was illustrated by Amy's coÍment, "The only time Nancy was not interested in

reading and writing was when she was in grade two, because her teacher did not think ìt was

important." Nancy's grade two teacher was Deaf. I do not believe this reflects that Amy does

not value Deafteachers, but rather that English learning is more important than ASL in the

classroom. Amy did not talk about how Nancy's ASL skills developed at this time and if that was

important for her overall education. The importance of ASL in education was emphasized by

Polly, Sue's mother, when she discussed Sue's experience of being mainstreamed in a hearing

school. "well, okay, first she had an interpreter that was very skilled. when that interprcter left

or was laid off then they got a new interpreter and she was not very skilled. That's when we

decided she should go to MSD - to the school for the deaf." Even though Kurt, Sue,s father, had

never heard ofthc term "bilingualöicultural", he was able to articulate the following goals for his
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daughter, "well, I want her to learn to read and write English, I want her to develop her math

skills, and I want her to sign well. And, I want her to havc Deaffriends, and interact with Deaf

kids." Although most ofthese goals are shared by all parents ofdeafchildren, the particular

emphasis on intcraction with Deaf ÍÌiends and building a connection to the Deaf community is

what distinguished the Deafparcnts perspectìve from that ofhearing parents and tcachers.

It is important to clarifiT that in the published literature, the bilinguaVbicultural approach

does encompass both ofthese definitions - it is a means both to acquiring better lìteracy in English

and to develop ASL skills and involvement in the Deaf community. But the hearing and the Dcaf

perspectives value alternative aspects ofthis common approach differently. This difference is

illustrated by Padden and Humphries (1990) with the example of the term "a little hard of

hearing". when "normally hearing" is central to your perspective of the world, then the term .,a

little hard ofhearing" refers to people *'ho are slightly offthat centre - they can hear almost

normally, but have a little difficulty at times. compare that to a person whose norm or centre is

"Deaf'. Their understanding ofthe term "a little ha¡d ofhearing" again refers to people slightly

offthat centre - in this case, primarily Deaf *'ith a little bit of hearing. This emphasizes how

culture contextualizes people's understanding ofthe world and different concepts.

It is also important to emphasize that one culture's interpretation is not better or worse, or

right or wrong compared to the other's. It simply reflects a different priority, or a different set of

values and norms. An understanding ofthcse cultural biascs is essential in the effective

implementation of a bilinguaÍbicultural approach with deaf students.
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Communication

ln general, a key element in implementing a bilingual/bicultural program is to establish a

coÍrmunication policy. Such a policy emphasizes the importance of keeping thc two languages

separate and recognizing and defining the various situations that make that task challenging;

examining equal access to informatíon within the context of frust; and determining whethcr

language use limits or enhances a program depending on the levels ofthe users' competence.

Each ofthese issues will be discussed within the f¡amcwork ofdata collected in this study.

The emphasis by participants in this study was to keep the languages, of English and ASL,

separate and distinct; however, classroom observations indicated that the individual needs ofthe

students sometimes took priority over strict implementation of the policy'þuidelines. As Doug

put it, "l think the one thing that we do for the students here is that if you can provide them with

the environment that they are the most comfortable in, if that happens to be strictly a signing

environment for some kids or if it happens to be a combination of a signing and an auditory

cnvironment for other kids, then I think that's what you have to provide."

Each ofthe classrooms had at least one student whose spoken English skills were more

advanced than their ASL skills. It was interesting to observe how the teachers maintained ASL as

a language of instruction, but also fried to meet the needs ofthese oral students. I noticed that

when the students addressed Doug in spoken English in one-to-one situations, he also responded

with speech; however, when he addressed the class as a whole, he consistently used ASL. He

would occasionally use his voice to call their names and get their attention ìn the larger group, but

would thcn follorv this with a signed message. Ifthe oral students spoke to Doug wìthin a class
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would then follow this with a signed message. If the oral students spoke to Doug within a class

discussion, he would respond in ASL as a way to encourage them to interact in this language. I

also observed him state this explicitly to one student who repeatedly spoke during a full class

discussion. Doug turned to the student and motioned "Shhh" with his finger to his lips, and then

signed to him, "Sign, okay?".

A situation which was particularly challenging for kceping the languages separatc

occurred when oral and signing students worked together and the teacher needed to explain

something to them, or even interpret information that they wanted to communicate to each other.

I noticed that when Paula was working with two students in her class, one Deaf and the other

oral, she used some voicing while she was signing. She did separate the two languagcs at times,

but it seemed there was some carryover from having to switch between the two so quickly and

rcpeatedly.

Language separation also seemed to be influenced by the teaching activity. During the

writing of the Christmas drama, I noÍiced that Paula was whispering and mouthíng words while

she was signing. This appeared to be influenced by the process ofdiscussing what they should

w.ite. The influence of an English-focused activity, such as writing, appeared to make it harder to

keep the languages separate. Another activity which influenced language use was when students

were working at the computer. It is not possible to attend to the computer screen and take in

visual language at the same time; however, it is possible to simultaneously attend to a computer

screen and take in linguistic information auditorily. I noticed that the teachers used more oral

communicatìon (spealing) with the oral students when they were sitting at a computer, as the
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students' visual attention was preoccupied with the screen.

Three ofthe five students in Doug's classroom *'cre able to communicate in spoken

English. It was interesting to note that although they frequently communicated with Doug

through speech, they very rarely interacted with each other in this way. They tended to sign to

each other. This may have been influenced by the fact that ASL was generally the language of

interaction among students, or simply because it was a more effective way for them to

communicate.

A behaviour exhibited by all three hearing teachers - one critical to the bilingual/bicultural

approach - was ignoring auditory information when it distracted from the visual focus of the task.

I noticed during numerous class discussions that Doug did not respond to the oral students as

they shouted out the answers, or called his namc, when it was not thcir turn. He kept a balance

between taking ideas from verbal and signing input. In a similar situation, Marlene initially did not

respond to the student who asked a question orally without raising his hand. The student

continued to talk to her and Marlene called his name loudly as a reprimand, but continued to sign

with the others as she did this

The ability to ignore this "auditory pu11", helped the hearing teachers to appreciate the

visual input that their deaf students were receiving. This quality ofbeing visually attuned is

generally beneficial in teaching deaf children (N.{ather, 1989). Thc behaviour was also reflected in

Paula's response to the telephone ringing in her classroom. Paula first told her class that the

phone was ringing, because there was no visual signal (flashing light), and then she answered it.

The fi]nction ofa communication policy for any bilingual program is also to ensure equal
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access to information for everyone involved. This is a particularly sensitive issue with Deaf

bilingual programs, because typically Deafpeople, students, teachers, and stafl have rated second

to hearing people with regard to informatior/communication access. A specific example, which

tends to trigger negative emotions in many Dealpeople, is the situation where hearing people are

talking to each other in their presence. There were, however, very few such incidents which

occurred during my observations. occasionally teachers spoke to people who came to the door,

or to another hearing teacher or teachìng assistant in the classroom, but generally all three hearing

teachers appeared to be comfortable signing with other hearing people even if they were both

using their second language.

There were a couple of times where I found myself in the awkward situation of talking to

another hearing person in the presence of deaf students. One ofmy interviews with Marlene was

aÛanged at a time when she and Doug teach art to both of their classes together. Marlene and I

sat at the side ofthe classroom and conversed, while Doug worked with the students. The

situation was rather awkward, and I felt bilingually and biculturally inappropriate because we

were talking in front ofthe students. They had no access to our conversation.

A similar situation arose when I was interviewing Nancy's parents, Amy and Mike, in their

home. We began our interview in spoken English and they continued to speak to me even when

Nancy was in the room. I felt extremely uncomfortable with this, but they did not appear to share

that feeling. I thought perhaps it was typical for Nancy to be excluded from conversation

between her parents and other adults as most ofthem would not know ASL. At a later home

visit, I observed Amy speaking to Nancy's hearing brother, Bob, in f¡ont of Nancy, which seemed
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to reflect typical household interaction.

Although this behaviour appcared to be a blatant violation ofa Deaf cultural rule, it

requires closer examination. The issue of trust is a key factor in understanding the behaviour.

The reason why talking in front ofDeafpeople is usually offensive is because it conveys the

message ofdisrespect and that Deafpeople arc not worth including in the conversation. Ifthe

relationship between the hearing and Deaf people is a trusting, foving one, such as that between

parents and child, perhaps the message conveyed by this behaviour is different and not so harsh.

This idea was cxpressed by Amy when she described an article she had read in a Deaf newsletter

about a young hearing woman who was interested in becoming a teacher ofthe deafand wanted

some advice about how to brcak into the Deaf commumty Amy explained, "Thc Deaf editor,s

response was that being involved with the Deaf community was not so much about learning a

language or the cultu¡al rules, but rather it was about friendship. She should start by making a

Íiiend and then herjourney would be a much easier road. So, I really agree with that advice. I

mean, there are cultural barricrs, but in a one-to-one situation all the rules change! It really starts

with a friendship."

Joe, Zoe's Deaffather, also emphasized the importance ofa hearing teacher's ,.attitude,'

with regard to her ability to build a relationship with deaf students and the Deaf community.

"What I find is the most important, is the key, is attitude. Yes, hearing teachers who have good

skills in ASL, then they have a good relationship. So, again, ìt really depends on attitude and

communication skills. Ifthey are not patient, and they don't kind ofget involved with the

students, then, no, it's not a good relationship."
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Joe also brought up the point of communication skills which emphasize the issue of

language competence within a bilingual program for deaf students. As Amy said, "so the concept

[bilingual/bicultural approach] is all related to language skills and language use." The issue of

language competence includes the language skills ofparents and teachers, as well as the students.

The comments made about hearing people's abilities to develop fluency in ASL w-ere

varied. Amy said, "If a hearing person learns ASL as their first language as a child, then ycs, I

think it can be the same [as a Deaf person]. But if they leam it as an adult, as a second language,

then I don't think thcy have the same level of skills as Deafpeople. It also depends on their

learning style - visual learners can sign more like Deaf people."

Joe suggested, "They can't get the in depth kind of knowledge and really learn the

conccpts. You know, how to include the awareness and understanding ofthe community and that

kind of thing. I mean, if they are completely immersed in it, yes, they,ll know. And the more

Deaf people thcy meet the easier it is."

Both Amy and Joe suggested that very intcnse exposure and involvement wìth Deaf

people is required to develop the kind offluency in ASL that most Deafpeople possess. Doug

and Marlene indicated that sometimes even this is not enough. Doug stated, "Some people can be

in that envíronment for years and years and still never be really smooth and fluent. It doesn't

mean that they can't read it, it just means that they'll have diffrculty expressing thcmselves,

because of, it might be frne motor skills that are hard for them or something." whereas Doug

refers to expressive skills being the problem for some hearing people, Marlene refers to the

development ofreceptive skills in her comment. "Lots ofpeople learn how to use the signs and
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makc the signs, but they have a much harder time figuring out what people arc saying - thcir

readiûg of ASL is vcry difücult."

These are some ofthe comments that participants made regarding the development of

ASL skjlls, and the observations showed some very positive examples of second language fluency

as well as some conceptual errors. when Paula and Doug were "reading atoud" (translating) the

novels to their classes, they both effectively used body shifting to indicate the dialogue between

characters in the story. Examples of appropriate ASL discourse pattems were also noted. paula

told a story about a girl with a peanut allergy and used the "diamond discourse" pattern. shc

started offby telling the students the main point - that the girl died. Then she elaborated on this

event, and closed by emphasizing the same main point at the end that she used to open thc story.

There were occasions when thc teachers' first language, English, influenced their signing.

Sometimes this was simply signing in English word order, or using English conjoining

wordsisigns, such as "AND-TFIEÀ|'. At other times it involved grammatical concepts. paula was

discussing objective pronouns with her class and I noticed that she used the ASL sign for a

possessive form, indicating "hers", not the objective pronoun "her". It is an understandable error,

given the phonetic similarity between the two words in English, but conceptually it could be quite

confusing for the students if she usually signs both words the same way.

Just as the hearing teachers and parents were using their second language when

communicating in ASL, the Deaf parents were also using their second language, written English,

when they were reading with their children. Joanne, Zoe's mother, did not give a specific

explanation when Zoe asked her what the word "skipping" meant. Joa¡ne did not appear to know
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this word, but from the contexl explained that the group olchildren were happily going towards

the town.

"l\{y signing changes depending on the students in my class." This comment by paula

reflects how the level of signing skill among the students can influence classroom communication.

Paula further indicated that when she had students with Deafparents in her class, she felt that she

was challenged to develop her ASL skills. In general, however, therc did not seem to be much

emphasis put on developing the studcnts' ASL skills beyond a functional level within thc

classroom. There was remedial instruction in ASL for students, usually transferring from

programs that focused on oral (speaking and listening) skills, which was provided in a pull-ouf,

one-to-one or small group, tutoring format. curricular goals focused on development ofEnglish

skills, not enhancing literacy in ASL.

I noticed a differcnt type ofinteraction in ASL during the occasional times when the

students would talk informally amongst themselves. This interaction seemed quite different from

the signing I had seen from the students during classroom activities There was much more

expression and energy. The rcgister was also different - more casual, more "slang" and including

signs that were unique to this group offriends. Joe, Zoe's father, indicated that this kind of

interaction was normal and a valuable part ofdevelopment. "It's their private kind ofslang and

teenage talk, and that sort ofthing. I think it's important for them to have fheir own way and

invent their own things. They know that, yeah, they use that in school, but people outside ofthat

don't know what they mean. I think that's okay."

Communication issues help to define and clarify the philosophical underpinnings ofa
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bilingual/bicultural program for deafstudents; however, a bilingual/bicultural program is more

than just communication. Other elements ofteaching and parenting also need to be considered.

Teachine and Parcntins Practiccs

Some ofthe teaching strategies observed which appeared to reflect a bilingual/bicultural

influence included the use ofvisual or concretc aids, peer tutoring, and decision-making by

consensus. When the teachers were questioned about these strategies, they generally did not

associate them with a bilingual/bicultural approach. This is reflected in Doug's comment:

I think it's just kind of the way that I do operate generally. So maÈe it's more naturally
that it happens rather than by design specifically. I guess a lot ofthose cultural values that
they happen to have" are a lot ofthings that Ijust have, not necessarily because I am in
deaf education, but that's just the way that I happen to teach. And I've always taught like
that.

This was supported by Marlene, "For me it's the same kind of elements that's in any program you

teach. You have to have acceptance."

In contrast to this idea that the implementation ofa bilinguaVbicultural approach was

simply the process of applying good teaching practices, was Marlene's comment:

This is a hard place to work. This is a real hard place to work. For hearing people this is
a foreign environment - you are in a foreign culture and it's all foreign. Ifyou,re really
doing well.... Ifyou are feeling well, and you have lots of energy, then it,s not bad, but
it's always a strain. It's always a strain, I think, to be in a different culture.

This '"'iew' was not as strongly expressed by Paula and Doug, but it emphasized the ambiguity

between teaching procedures which flow naturally fìom one's own beliefs and having to make a

conscious effort to teach within two separate sets ofrules and value systems.

Since the use ofconcrete or visual aids, peer tutoring, and decision making by consensus

we¡e not considered unique to a bilingual,/bicultural approach, the kinds of teaching strategies the
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express similar information. Doug explained ít this way, "Well I think it has a lot to do v"'ith the

bi-bi philosophy where they'll see it in ASL and then a lot ofthe follow-up work is done in

'written English format. Or they can re-tell in ASL as well." Paula also supported this idea, "l

think the key element is taking those two languages and having the kids identif' them as separate

languages and bcing able to transfer between the two. Or using one to help learn the other."

Again, with this emphasis on the transfer of information betwcen the two languages, it was not

surprising that the major teaching strategy implemented within a bilingualÕicultural program was

teaching translation skills.

The concept ofbilingualism and biculturalism is in itself inherently ambiguous. It implíes

two languages and two cultures, and as such, two very different perspectives ofthe world. The

concept can be viewed with an emphasis on "nationalism", which is generally the view of the Deaf

community. They want to strengthen and build their language and culture. lt can also be viewed

with an cmphasis on "foreign policy", which tends to be the view of hcaring educators and

parents. They want their students and children to live within the hearing world. Although these

goals are not incompatible, they can lead to differences in language usc, communication, and

teaching (parenting) practices. The perspectives meet at the "border" between the Deaf and

hearing *'orlds. It is from this vantage point that Deafstudents can see both worlds - a

perspective equally supported by the Deaf community and hearing teachers and parents. The

students' ability to make it to this point depends on how successfully they havc lea¡ned to

translate, both linguistic and cultural information, between the two worlds.
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Summary

In ordcr to summarize the information gathered through the process ofdata analysis, the

research findings can be linked with each of my four initial objectives.

1\{y first objective was to describe the activities and instructional methods used by several

teachers in a bilingual educational program for deaf children. These descriptions were organized

into the general categories ofdirect and indirect instruction, strategies for teaching reading and

writing, and strategies for teaching language structures. other strategies were also discussed

including the use ofconcrete materials and the use oftechnology. However, the primary strategy

employed by teachers throughout all literacy activities was to teach translation skills Although

directly teaching translation is not usually part of spoken language bilingual programs, it was

considered a necessary modification in implementing a bilingual program with deaf students.

Since the conversational form of English is not fully accessible to deaf students, "talking" about

written English, in English, was not possible. written English was discussed in ASL and "read"

out loud in ASL, resulting in a constant switching between languages within classroom activitics.

The leaming ofanother language through translation can only be effective if an emphasis is placed

on translation ofconcepts, rather than making one-to-one correspondences between words and

signs. The teachers addressed this issue by providing conceptually accurate translations, and

discussing more than one meaning for words and signs.

My second objective was to describe the natural strategies used by Deaf students, whose

frrst language was ASL, to acquire literacy in English. The data collected during classroom

observations, home observations, and individual assessments with the three students, \ras helpful
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in providing information about the strategìes the students used to help them acquire English

literacy. All three studeûts employed the strategy of spending time reading to improve their

reading skills. They enjoyed reading books outside of school. writing outside of school was

linked to functional activities, such as using the telery*pe device to communicate by telephone

and writing notes to converse with hearing friends or family members who did not know sign

Ianguage.

The students effectively used strategies to create meaning by asking for help, relying on

context and prior knowledge, and referring to available resources, such as a dictionary or other

reference material. Development of the students' self-evaluation skills would increase their

awareness of how their ASL competence could facilitate English literacy.

My third objective involved describing the interaction between Deaf children and thcir

parents in an activity which linked the two languages of ASL and Englìsh. The observations of

parents and children at home and the inteñ,'ie',rrs with parents provided data to describe the nature

ofthese interactions. The most significant observation was that parents employed indirect

teaching strategies when reading with their children. The teachers tended to view reading as a

language learning activity, whereas the parents viewed reading as making print meaningful. The

parent-child interactions also reflected mutual participation in leaming - both parents and children

were learning together. For the hearing parents this referred to their need to improve their skills

in ASL and their awareness of Deaf culture. Simílarþ, Deaf parents openly shared their

limitations and desire to develop their English literacy skills with their children.

I\{y fourth and final objective was to explore the impact the instructional methods within a



Literacy Developn?enr iÌ:, Deaf Sludents
I3A

bilingual educational setting had on Deaf students' literacy development. All sources of data -

school and home observations, teacher and parent interviews, student assessments, and school

documents - contributed to the assessment of this objective. The implementation of a

bilingual/bicultural approach at the school was primarily characterized by a change in language

use. Specifically, ASL became the language of instruction within the classrooms.

Datå suggested that the implementation of a bilingual/bicultural approach with deaf

students has some inherent limitations. Firstly, the primary assumption of such an approach is

that students enter school with an established language base in ASL. This is the foundation

upon which English literacy is built. It is fundamental to the program; however, many

students have limited or confused language input during their preschool years and do not

develop sÍong ASL skills prior to entering school. Secondly, students' learning and

development of literacy skills can be influenced by the presence of other disabilities in addition

to deafness. Thirdly, the majority of Deaf students are not "born" into the culture - they have

hearing parents. In an effort to provide consistent exposure to ASL and Deaf cultural values,

hearing parents and teachers are forced into roles that they cannot appropriately frll.

The factors of language acquisition, additonal disabilities, and cultural hansmission

can account for some aspects of the limited implementation of a bilingual/bicultural approach;

however, another factor also played ân important role. This is the attitude which continues to

view deaf students as having a deficit. Such an attitude results in limiting the size of classes,
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which reduces opportunities for peer interaction and increases individual programming; using

structured teaching methods, which reduce exposure to natural forms of language; and

maintåining a teacher-cenúed approach, which does not actively involve students as

parlicipants in their own learning.

The datå suggest that teachers, parents, and students are using strategies which a¡e

effective in building the literacy skills of deaf children. The data also reflect some limitations

to the implementation of these strategies and to estâblishing a bilingual and bicultural learning

envfuonment. The reasons for both the successes and the limit¿tions must be considered.

These reasons, and particularly the implications they have in the application of a

bilingual/bicultural approach to educating deaf students, will be discussed in the final chapter.
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Chapter Five: Finding Common G¡ound

The primary purpose of this study was to reduce the gap between theory and practice;

between the theoretcal understanding that Deaf students are learning written English as a

second language, and how to actually facilitate that process. Findings thât present the effective

strategies employed by teachers, parents, and students, as well as hndings that uncover the

limit¿tìons to the program, both contribute to the goal of putting theory into practice.

Effective Teaching Strateqies

The things that the teachers were doing well included consistent use of ASL as the

language of instruction, using both direct and indirect teaching strategies, providing

conceptually accurate translations between the two languages, and presenting language in a

multi-modal way, through signs, words, print, and pictures, to make it meaningful.

The teachers clearly expressed and demonstrated their ¡espect for the role that ASL

played in Deaf culture and in thei¡ students' cognitive and linguistic development. They

recognized ASL as a sophisticated language worthy of study and fining for daily

communication and instruction. In their comparisons or translations between English and ASL

the languages were presented as equal but different. An essential element ofa bilingual/

bicultural program for deaf students is that the teachers value and believe in ASL as a bona

fide language (Hanson & Mosqueira, 1995). The teachers' use of spoken English, which was

not accessible to all the students, was limited to one-to-one situations with individual studenls.
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In these situations, it was used to provide âdditional information, usually about print, rather

than to develop their auditory or oral skills.

The teachers were generally consistent about keeping the languages separate and

distinct in that they did not sign and talk at the same time. Some mixture of the languages

occurred in the form of mouthing words or whispering which accompanied signing. These

behaviours tended to occur during activities where the two languages were closely linked. For

example, during discussions of a specific written sentence or passage, when the class was

writing a composition as a group, or when the teacher needed to interpret information between

a signing student and an oral student. The tendency to mix languages in these situations

appears to ¡eflect the mental difficulty of talking about one language in another, rather than

any disrespect towards keeping the language distinct. Although the use of mouthing or

whispering in conjunction with signing also did not appear to reduce overall comprehension

and communication between students and teacher, this issue does require further investigation.

A true ¡espect for ASL goes beyond simply developing competence in using the

language and extends to an appreciation of its visual nature. The teachers were attuned to the

visual needs and attention of their students. They used eye gaze to di¡ect classroom interaction

and to ensure a sha¡ed focus. In particular, the visual and linguistic emphasis of incorporating

ASL as the language of instruction was reflected in all th¡ee teache¡s' ability to igno¡e

ir¡elevant or inappropriate auditory information. This included students calling out their
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names or the answers, rather than signing or raising their hands. This resistance to the strong

"auditory pull" spoken language has on most hearing people, reflected the teachers'

competence in ASL and that they had truly leamed to see (Erting, 1992).

Another thing that the teache¡s were doing well was the use of both direct and indirect

teaching strategies. Language learning typically occurs in meaningful contexts, through

natural interactions and experiences with other speakers of the language. Although indirect

teaching did occur through exposure to books and story re-writing, many classroom activities

were focused on teaching and learning specific structures. It may be that more direct teaching

methods are necess¿ì-ry when instructing students who a¡e learning English as a second

language or who have hâd limited exposure to language (Kelly, 1998). It appeared that the

primary emphasis continued to be on dkect methods, when possibly more of a bâlance between

both direct and indirect teaching was needed. Teachers could benefit fiom observing parents

interacting with their children to see the kinds of indirecr teaching that occurred in those

situations. These emphasized the importance of reading for comprehension, meaning-guided

rather than tåsk- or achievement-guided literacy activities, providing context, and being

motivated by a need to communicate.

When children do not learn language, or other concepts, from natural exposure and

stimulation, there is a tendency among educators to teach it more directly (Rhodes & Dudley-

Marling, 1988; Stires, 1991). The direct teaching process involves imposing structures,
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incorporating drill and practice, and breaking down the information into smaller, but also less

meaningful, chunks. Is it possible that through this process we take away precisely what they

need to help them complete the task? The more direct the teaching, the less actively involved

the student becomes in the learning process. Although the students have not been able to

figure out the rules through natural exposu¡e, teaching must continue to keep them involved in

try"ing to figure tlrem out. This could involve altering the exposure and stimulation provided to

the students, rather than telling them the rules directly. Civen that the students were not

always retaining what was taught explicitly, the effectiveness of using this method so

extensively must be questioned. Whethe¡ the di¡ect teaching of specific grammatical structures

was meaningful to the students must also be considered. What is positive is that the teachers

were using both direct and indi¡ect teaching methods. what must be furthe¡ investigated is

whether the most appropriate, and most effective, balance between the two methods has been

reached.

Translation skills, or methods for comparing the languages of ASL and English, are

necessary sfategies in teaching deaf children within a bilingual/bicultural context (Hanson &

Mosqueira, 1995; Mahshie, 1995). It is important to distinguish between ,,literal" and

"conceptual" translation- Literal translation involves establishing a one-to-one correspondence

between words and signs. This is similar to the manual codes for English that were eståblished

to make spoken and written English visual (in the air). The problem with such codes, is that
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in many instânces they did not linli the written or spoken words to signs that were meaningful

to the students. One code (manual) simply linked with another code (spoken/written), but

neither was linked to the underlying concept. The purpose of linking print tû sigûs is tû

mediate a link between the printed form and the concept. This is conceptual translation, and it

is also something the teachers \r/ere using in their classrooms. Methods such as giving multiple

translaûons for a word or phrase (either in print or in ASL), or explaining the importance of

context, were used effectively by the teachers to avoid a limited, one-to-one correspondence

between signs and print. The ultimate goal is not to mediate through signs, but to have the

print link directly with the readers' internal meaning. The translation strategies observed in

the classrooms were focused on establishing the link between signs and print, therefore, the

process of teaching úanslation to arrive at this ultimate goal, needs to be further examined.

The teachers effectively presented info¡mation to their students through multi-modal

methods. This included the use of pictures, print, spoken words, and signs to illustrate the

same message or meaning. The presentation of multi-modal information allowed the teachers

to tap into whatever aspect of the information was helpful for each particular student. This

ensured that students of varying language levels would find the information meaningful. It

also provided many oppoftunities fo¡ students to explore and discover the relatìonships

between the various languages and communication modes. This supported learning strategies

which were meaning-driven and gave the students an active role in their own learning.
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The effective strategies of using ASL, direct and indirect teaching, conceptuâl

trânslation, and multi-modal presentation, provide useful information regarding the

implementation of a bilingual/bicultural program for deaf children. However, I also observed

teaching sfategies and classroom activities which did not âppear to be consistent with a

bilingual/bicultural approach. A discussion of these observations also provides insight into the

practicâl application of this philosophy.

Inconsistencies Within a Bilingual/Bicultural Approach

The observations which were inconsistent with a bilingual/bicultural approach to

educating deaf students included an emphasis on direct teaching methods, as well as an

emphasis on word-based rather tlan discourse-based language structures, small class sizes, and

inconsistent incorporation of culture in tïe classroom.

The teachers' use of direct instruction has been previously discussed. As indicated,

direct teaching does have a place in any classroom, and particularly a classroom where

students enter with a wide range of language levels and experiences. The problem with direct

instruction is that it reduces the students' active involvement in their own learning. Students

must be allowed to participate in deciphering the "code'' of learning a language. They must

form their own hypotleses about how the structures relate, try them out, and make

modifications to these hypotheses depending on the feedback tlrey get. In this way, the

knowledge becomes internalized. If the studerts are simply told what the rules are, their
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understanding may be limited to a superfìcial level. A compromise can be reâched between

direct teaching and natural exposure. Teaching can provide guided instruction so that students

know what io look for within the language they are exposed to; however, they continue to be

actively involved in forming and evaluating their own hypotheses about the rules. Further

investigation into how these practices can be specifically applied to developing the literacy

skills of deaf students is required.

Another observation, which is related to the emphasis on direct teaching, was the

emphasis on teaching word-based skills, such as spelling and vocabulary. Traditionally

programs for teaching deaf students have emphasized the mechanistic features of language

because tïey are easier to teach (Livingston, 1997). In some ways, they are also easier for

deaf students to learn due to their visual sensitivity to the analysis of orthography and

morphology in wrìtten English (Hirsh-Pasek & Freyd, 1984). Typically, deaf students'

spelling skills far exceed their reading comprehension skills (Grushliin, 1998). This diflèrence

can be partially accounted for by the visual nature of spelling, but it may also be related to

how deaf students are taught.

The reasons for continuing to emphasize the mechanistic features of English, rather

than more global, discourse structures, need to be examined. Do the teachers consider these

skills as basic building blocks such that until the students master them tlrey cannot move

beyond the letter, word, or sentence level'Ì The ry-pe of instruction students receive may also
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determined by their overall language level. Students wìth limited language skills were not

considered to be able to work beyond the level of spelling, vocabulary, and simple sentences.

This seemed to be reflected in the fact that the students in the grade six classroom did more

work at the discourse level than the grade four or five students. The ¡eason for an emphasis

on basic structures may also reflect the teacher's philosophy that learning to read is a bottom-

up rather than â top-down process. It was expected that the implementation of a bilingual/

bicultural approach would allow teachers to free themselves of tle traditional methods used in

educating deaf students, and employ more individualized programs that incorporated a balance

of mechanistic and discourse-based strategies at all grade levels.

Anothe¡ inconsistency observed in applying a bilingual/bicultural approach was the

small number of students in each class. Although the small class size allowed for more

individualized teaching, it again ernphasized that teacher-dhected instruction was what was

needed and most beneficial for the students. Observations indicated that the small class sizes

limited interaction among peers, which in turn, did not integrate the students of diverse

language levels within the learning activities.

The teachers in Sweden and Denmark, where they have been implementing a

bilìngual/bicultural approach for almost two decades, believe that large classes are an essential

component in their program (Mahshie, 1995). Larger classes allow students to be placed in

different working groups based on learning styles or skills in different subject areas, rather
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than static groupings based on their speech or reading skills as typically occurred in the past.

Larger classes also allow the students to learn from each other, rather than depending on the

teacher for all information and control, and this also fbsters their problem-solving skills.

Teachers can get a better sense of what each student's needs are, academically and socially,

because there are more students to serve âs a no¡m.

Despite these st¿ted advantâges, teache¡s of the deaf in North America have been

resistant to ìncreasing class size due to the varying competence in ASL among students. A

solution to this issue was suggested by Johnson et. al. (1989); combìning two classes but

keeping both teachers. This solution also emphasized the values of a bilingual/bicultural

approach by suggesting that one teacher be hearing and one teacher be Deaf. This would

provìde the students with native language models in both ASL and English. Given the

advantages of larger classes, and the benefits of hearing and Deaf teachers working as a team,

it is surprising that this model has not been incorporated more extensively. One key issue is

tlte availability of Deaf teachers. At the time of my study, none of the teachers from

kindergarten to grade six were Deaf, indicating that there is a need for training and

development in this area.

The lack of Deaf teachers also influenced the hnal observation regarding the limitations

in applying a bilingual/bicultural approach. This observation was the inconsistent

incorporation of culture within the classroom. The elements of Deaf culture which we¡e
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consistently represented in all three classrooms were the more technical or mâterialistic

features. These featu¡es are easier to implement because they are the things you cân see, such

as the TTY (teletype device for the deaf-), câptions, flashing lights, tapping, and use of ASL.

It is more difficult to incorporâte Deaf cultural values and beliefs. The question arises,

however, of whether it is appropriate for hearing teachers to be teaching or modeling these

values and beliefs if they are not their own. The appropriate behaviour for them to model,

would be as allies and supporters of Deaf people. Indirectly, the teachers did this; they were

respectful towards tfteir Deaf students and colleagues, and discussed cultural influences as they

arose. I expected that since the hearing teachers \¡,ere âw¿ìre they were not native language and

cultural role models for the students, they would try to include these in their classrooms in

some vi/ay. This could be by inviting community members or parents to participate, or by

using more ASL videotapes of Deaf signers ând storytellers.

Although a Deaf studies curriculum had been established at the school, the teachers did

not formally implement it, as they felt academic subjects took precedence in the classroom.

The teachers felt that the students received exposure to Deaf culture within the school

environment, through informal interaction with Deaf peers and staff in the hallways, lunch

room, and on the playground. Perhaps this is a1l that is needed, or perhaps learning culture

within these natural settings is more effective. The role of a Deaf studies cur¡iculum, and the

questions of who, where, and how Deaf culture is most effectively taught, continue to require
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further investigation and discussio¡.

The strâtegies that were used effectively, and also the sirategies that were inconsistent

with implementing a bilingual/bicultural approach have been summarized. The reasons for

both the successes and the limitations must also be considered.

Reasons for Success

The reasons for the successful implementation of bilingual/bicuthrral teaching methods

with deaf students all stem fiom one significant factor. This is the effective use of ASL as the

language of instruction. Firstly, ASL in tle classroom makes information âccessible to the

students, which is the first step in learning. secondly, when students and teachers share the

same language it allows them to truly converse and be active pafticipants in learning.

Traditionally, teachers of deaf students followed rigid lesson plans to control the languâge

within the teaching interaction, to accommodate their studenls' limited English skills and their

own limited signing skills (Erting, 1992; Livingston, 1997). The ability to communicare

comfoftably allows teachers to take advantage of teachable moments, pick up on students'

interests. and incorporate their comments.

The third reason for success which stems from the efïective use of ASL in the

classroom, is the influence language has on culture. The impact of learning another language

goes beyond simply the technical aspects of that language, such as grammar and vocabulary.

when you learn anotÏer language, it is impossible not to also develop an understanding of the
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culture and the community whose language you are learning. This understanding influences a

change in attitude as well. It allows you to see the world from a diffèrent perspective, which

can develop into an appreciation and respect for values and beliefs that are different tiom your

own. By being bilingual and bicultural themselves, the teachers bring bilingual and bicultural

elements into the classroom (Grosjean, 1992). They cannot separate themselves or their

teaching methods from the languages they speak or the cultural values they possess.

Reasons for Inconsistencies

The reasons for the limitations in applying a bilingual and bicultural approach are

essentially the same reasons that maintain a deficit model of deaf students. These include the

inconsistent acquisition of ASL as a irrst language, the presence of other disabilities, and the

transmission of culture through peers and community râther than parents. These reasons are

presented as arguments for why a bilìngual/bicultural approach to educating deaf students

should not be implemented. The argument maint¿ins that a bilingual/bicultural approach is

Iike othe¡ methods f'or teaching deaf children proposed in the past; they make sense in theory,

but are not feasible in reality. A comparison would be the use of manual English systems,

which theoretically were to provide English input in an accessible mode, but physiologically

and psychologìcally were impossible to produce and perceive (Johnson, et. al., 1989).

The difference between the limitations of implementing a bilingual/bicultural approach

and tlte limitations of other educational approaches, is that they are not related to physical,
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psychological, or technological constrâints which cannot be overcome. They are lìmitations

imposed by political and educational systems, which are difficult, but not impossible, to

change.

Here again, the examples of Sweden and Denmark provide ways to overcome the

obstacles of implementing a bilingual/bicultural approach to teaching deaf students. These

educators acknowledge that the one prerequisite for the effective ìmplementation of a

bilingual/bicultural approach is a sfong first language in a natural sign language (Mahshie,

1995). Rather than focus on the fact that this does not occur in most deaf children because

they have hearing parents or live in remote communities, they make it a priority to accomplish

this task. Professionals and members of community and parent organizations work together to

link the families with other parents who have deaf children, and to provide opportunities for

child¡en and parents to interact with Deaf people using sign language. This requiretl a

widespread restructuring of the early intervention system and re-education of professionals in

the fields of medicine, social work, and preschool- This implies a huge investment of energy

and resources; however, it is considered to be well worth it because no amount of excellent

teaching later can make up for losing the crucial learning that occurs between children and

parents during this early time (Mahshie, 1995).

Conclusion

This study has provided descriptions of effective strategies and ¡easons for their
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efTectiveness. It has also provided descriptions and reasons for the limitations and

inconsistencies in implementing a bilingual/bicultural approach. Through these descriptions

many questions have been answered; however, many continue to require further investigation.

In particular, this includes ñnding the most effective balance between direct and indirect

teaching methods; examining the process of teaching trânslation skills to determine how print

can link directly to internal concepts; studying the practice of Deaf and hearing teachers

working in teams with larger classes; determining the role, place, and teachers of Deaf Studies

curricula and Deaf culture in general; and challenging the process of t¡ansition in deaf

education - "change the system, not the children" (Mahshie, 1995,p. 179).

The ultimate goal in a bilingual/bicultural approach to educating deaf students is to

maximize the student's potential for participating in both the Deaf community and society as a

whole. The implementation of this goal can be viewed fiom different perspectives. Deaf

people emphasize the need to develop fluency in ASL and an awareness of Deaf cultural values

so thât students know their identity within the community. Hearing people emphasize the need

for competence in readìng and writing English in order to be successful in the world. Both

views are valid and important, and gradually, through the implementation of bilingual teaching

strategies we are moving closer to finding the common ground.
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Appendix A:

Student Assessment Profiles
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LANGUAGE ANÐ LITERACY ASSESSMENT REPORT

NAME: Zoe
D.O.B.. June I 988
AGE: 9years,6months
DATE OF ASSESSI\{ENT: December 2 and 11, 1997, January 15, 1998

BACKGROLIND INFORI\{ATION:
Zoe is a Deaf child olDeafparents. She also has a Deaf, older sister and numerous Deaf

relatives. She has been attending MSD since kindergarten and is presently in grade 4. The
English testing was conducted over two sessions of approximately 45 minutes each in December
799'7 . The ASL testing was conducting during one 45 minute session, one month later, ìn January
1998. All testing was conducted at MSD in a private room outside of Zoe's classroom. Zoewas
cooperative throughout the testing sessions, and appeared to complete all the tasks carefully and
to the best ofher ability.

ASL SKILLS:
Zoe's production and comprehension in ASL was assessed through the administration of

the ASL and English Literacy Tests. ASL production was evaluatcd with rhe Classifier
Prodaclion Test and a Sign NarraÍ.ive. ln The Clossifier Productiott Zesl the student watches a
five-minute cartoon movie. The movie is thcn presented again in ten segments, and the student is
required to sign in ASL the actions from each segment in turn. This procedure minimizes the
effects of memory. Responses are videotaped. These responses are then scored for the presence
ofdifferent size, shape, and movement ma¡kers known as classifiers. Zoe used a total of35
classifiers, including all eight types described in the assessment. Zoe used Body Part Classifiers
(using different body parts as verbs of motion) the most frequently, but also tended to use
Semantic Classifiers (indicating motion or location with an abstract classifier).

The Sign Narrative is elicited by showing the student a children's story book that has no
text, and then asking them to sign the story in ASL. Stories are videotaped, and later scored,
using a checklist of ASL grammatical and nanative structures. Zoe clearly indicated role shifting
in her story when different characters were talking. She added emotional components to the story
which were not evident f¡om the pictures. For example, she attributed feelings of curiosity or
relief to the dog which made the story more interesting. Zoc used complex grammatical
structures including verbs within verbs and facial expression to indicate sentence topics. The
ovcrall structure ofher story was sequential and logical, however, she did not clearly introduce
the topic ofthe story at the beginning ofher narrative.

ASL comprehension was assessed with Srory Comprehension, the Classifter
Conrprehensiott Test , Î.he Tin¡e Marker Test, and fhe lvfap hførker Tesf . 9tury Comprehensiotr
involves watching a videotaped story told in ASL by a Deaf native ASL signer. Ten questions
about the events in the story are interlaced throughout the videotape. Sfudents sign responses to
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the questions as they appear and their responses are vidcotaped. In this way, memory
requirements are reduced to a minimum. Zoe answered 8 out of 10 questions correctly, indicating
good comprehension ofthe story facts.

In the Classifier Comprehensictn fe,r/ the students are shown pictures of objects with a
variety offeatures. They watch a native ASL signer describe each object ín five ways. Using an

answer sheet that contains printed video freeze frames ofeach description, students are required
to mark the one that provides the best ASL description ofthc picture. Zoe scored 6/10 correctly,
indicating average comprehension of classifiers. Her difficulties u'ith this task may also reflect an

adjustment to the test task itself- it required attending to videotaped signing, printed illustratìons,
and printed still photographs of signs. Although two practice items were included, she may have
needed more time to feel comfortable with the activity.

In The Time lv:[arker lesl students are shown, on video, six representations of specific
times or periods of time. Using an answer sheet containing calendars, the students are required to
find the corresponding dates. Zoe correctly responded to 7 out of 10 items, with errors reflecting
dates involving years not days ofthe week or months.

In the Map Marker' 7e.ç/, students are shown, on video, eight descriptions of the way
objects are located in a given environment, such as vehicles at a crossroads, or furniture in a
bedroom. For each description, students select the correct representation from a selection of
photographs in an answer booklet. This task is a complex skill which requires the student to take
the perspective ofthe person signing rather than viewing the pictures from their own perspective.
Zoe received a score of2l10 indicating that she is still developing this skill.

ENGLISH SKILLS:
The English literacy subtests ofthe ASL and English Literacy Tests assess students skills

in the areas of vocabulary, syntax, and written narrative. English vocabulary comprehension is
tested using a modification ofthe Peabody Picture Vocabulary Test (PPVT). The test is
presented in w¡itten rather than verbal form. Students are required to read a word and then select
f¡om a set of four the picture that best matches the word's meaning. Zoe received a raw score of
53 which has an age equivalency of4 years, 7 months. However, it must be emphasized that this
is comparing Zoe's ability to read vocabulary with other children's listening vocabulary scores.

Productive English vocabulary was assessed with the Antonynts and Synonyns subtest of
the Woodcock-Johnson Ps)'cho-educational Test Battery - Reviscd 0MJ-R). Written stimulus
words are presented and the students are to write arother word that either means the same or
opposite to the stimulus word. Zoe received a raw' score of 15, giving her a grade equivalent
score of 2.5.

English syntax skills were assessed using the,Serzlence l4/r'itittg subtest ofthe Test of
Written Lanzuage (TOWL). This test involves a " c\oze" task where the students fill in the
missing words to demonstrate their knowledge of grammatical structures when completing
sentences. Zoe received a raw score ol8. which placed her àt the 37'h percentile for her age.

A written narrative was elicited fiom Zoe using the same children's story book without
text as in the ASL Nat'raÍir¿ subtesf . Zoe's written story was 136 words long, including 26
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sentences. She requested help in spelling some words, including "kitchen", "careful", and
"upstairs". She used primarily uninflected verbs, omitted articles, and overused the preposition
"to". She accurately used the possessive marker and the modal verb "must". Most ofZoe's
sentences were simple, subject-verb-object constructions, but she did attempt a few complex
structures, including the correct use ofthe conjunction "and". In general, she included all the

main story events and accurately maintained the sequence of the story. She appropriately titled
her written narrative and elaborated on the information given to make the story more intercsting.

SELF-EVALUATION:
In addition to formal measures, Zoe was also interviewed regarding her attitude toward

and understanding ofASL and English, and her own evaluation ofher skills in these languages.
These interr,'iews were based on Reading and Writing Inventories developed by Campbell-Hill and

Ruptic (1994). Zoe indicated that she enjoys reading, prefers to read scary stories, and tends to
ask the teacher for help when she encounters a word she doesn't know. She also expressed that
she feels she is a good writer, she does most ofher writing at school, and that practice is what
makes a person a good writer. She felt she was also good at drawing and science, but that math
is difiìcult for her.

SI,]MMARY:
Zoe's language skills in both ASL and English were assessed through formal and informal

measures. At the present time, the results oftesting indicate that she has advanced ASL skills.
She is able to understand narratives, and comprehend grammatical structures, including classifiers,
and time markers. She continues to develop her skills in comprehending map markers. In
expressing herself in ASL, Zoe effectively used a variety ofclassifiers, modified the meaning of
signs with facial expression and movement, clearly identified spatial references and used a varìety
ofcomplex sentences. The formal testing related to written English placed Zoe's skills at
approximately a grade two level. A sample of her writing revealed no problems with story
structure and sequence, and some diffñculties with grammatical markers, particularly verb tense
and prepositions. Her written sentence structures were primarily simple (Subject - Verb - Object
word order), but she did accurately use some conjunctions and embedding ofclauses. Zoe
expressed a positive attitude towards reading and writing, indicating that she participated ín these
actil'ities for recreation and enjoyed sharing her own stories or reading books with others.

Charlotte Evans

Examiner
(In consultation with Christine Spink-Mitchell and Kyra Zimmcr, ASL Specialists)
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LANGUAGE AND LITERACY ASSESSMENT REPORT

NAI\{E:
DOB.
AGE:
DATE OF ASSESSMENT:

Sue

April 1986
1 1 years, 8 months
December 2 and 11 , 1997; January 15, 1998

BACKGROTIND INFORMATION :

Sue is a Deaf child ofÐeafparents. She has an older, hearing brother. She has been
attending Iv{SD and living in the school residence during the week since grade 2. Prior to that she

attended her local school with an interpreter in her home community. Sue is presently in grade 6.

The English testing was conducted over two sessions of approximately 45 minutes each in
December 1997. The ASL testing was conducting during one 45 minutc scssion, one month later,
in January i998. All testing was conducted at MSD in a private room outside ofSue's classroom
Sue was cooperative throughout the testing sessions, and appeared to complete all the tasks
carefully and to the best of her ability.

ASL SKILLS:
Sue's production and comprehension in ASL was assessed through thc administration of

the ASL and English Literacy Tests. ASL production was e\aluated with the Classi.ficr
Produclion Test and a Sign Narrative. In the Classifier Prodtctio¡t Iþsl the student watches a
five-minute cartoon movie. The movie is then presented again in ten segments, and the student is
required to sign in ASL the actions from each segment in tum. This procedure minimizes the
effects of memory. Responses are \,ideotaped. These responses are then scored for the presence
of different size, shape, and movement markers known as classifiers. Sue used seven different
types ofclassifiers lor a total of23 all together. Sue used Semantic Classifiers (indicating motion
or location with an abstract classifier) the most fiequently, but also tended to use Instrument
Classifiers (using her hands as the agents ofthe action).

The Sign Narrative is elicited by showing the student a children's story book that has no
text, and then asking them to sign the story in ASL. Stories are videotaped, and later scored,
using a checklist of ASL grammatical and narrative structures. Sue did not begin thc story with a

clear opening topic. She did not take on the roles within the story or indicate dialogue between
the characters. She did use classifiers effectively and the overall structure ofher story was
sequential and logical. Sue used the complex sentence structure ofverb chaining, indicating
several actions with the same classifier. In general, her signing lacked facial expression and she
did not elaborate on the basic story events.

ASL comprehension was assessed with Srory Comprehettsion, the Classifier
(lomprehensiott Tþst, the Time Marker Test, and T.he Map lvÍarker Test. Story Contprehensiotr
involves watching a videotaped story told in ASL by a Deaf native ASL signer. Ten questions
about the events in the story are interlaced throughout the videotape. Students sign responses to
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the questions as they appear and their responses are videotaped. In this way, memory
requirements are reduced to a minimum. Sue answered all l0 questions correctly, indicating
excellent comprehension ofthe story facts.

In fhe Cla,ssifier Cctmprehensiot'r Te.s/ the students are shown pictures of objects with a

variety of features. They watch a native ASL signer describe each object in five ways. Using an

answer sheet that contains printed video freeze frames of each description, students are required
to mark the one that provides the best ASL description ofthe picture. Sue scored 4/10 correctly,
indicating some dilTiculty with fhe comprehension of classifiers. Her difficulties with this task may
also reflect an adjustment to the test task itself - it required attending to videotaped signing,
printed illustrations, and printed still photographs ofsigns. Although two practice items were
included, she may have needed more time to feel comfortable with the activity.

In fhe Tinte Marker Tesr students are shown, on v'ideo, six representations of specific
times or periods of time. Using an answer sheet containing calendars, the students are required to
find the corresponding dates. Sue correctly responded to 6 out of 10 items, with errors reflecting
dates involving days of the week not years.

In the À,lap À,larker Tesf, students are shown, on video, eight descriptions ofthe way
objects are located in a given environmcnt, such as vehicles at a crossroads, or fumiture in a
bedroom. For each description, students select the correct representation from a selection of
photographs in an answer booklet. This task is a complex skill which requires the student to take
the perspective ofthe person signing rather than viewing the pictures from their own perspective.
Sue received a score of l/10 indicating that she is still developing this skill.

ENGLISH SKILLS:
The English literacy subtests ofthe ASL and English Literacy Tests assess students skills

in the areas of vocabulary, syntax, and written narrative. English vocabulary comprehension is
tested using a modification ofthe Peabody Picture Vocabulary Test (PPVT). The test is
presented in written rather than verbal form. Students are required to read a word and then select
from a set offour the picturc that best matches the word's meaning. Sue receivcd a raw score of
96 which has an age equivalency ofB years, 6 months. However, it must be emphasized that this
is comparing Sue's ability to read vocabulary with other children's listening vocabulary scores.

Productive English vocabulary was assessed with the Anfonyms and Synonyms subtest of
the Woodcock-Johnson Psycho-educational Test Battery - Revised (WJ-R) Written stimulus
words are presented and the students are to write another word that either means the same or
opposite to the stímulus word. Sue received a raw score of 19, giving her a grade equivalent
scofe of 4.0.

English syntax skills were assessed tsing the Sentence \lrifing srbtest ofthc Test of
Written Language (TOltr¡L). This test involves a "cloze" task where fhe students fill in the
missing words to demonstrate their knowledge of grammatical structures when completing
sentences. Sue received a raw soore ol 14, which plaoed her at the 37rh percentile lor her age.

A written narrative was elicited f¡om Sue using the same children's story book without
tert as in the IJZ Narrafiye subtest. Sue's written story was 69 words long, including 7
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sentences. She wrote the story independently and did not requestcd help in spclling any words.
She used primarily uninflected verbs, except for two irregular past tense verbs, and omitted
articles. Sue accurately used the possessive marker on five occasions. Most ofher sentences

were complex structures, including conjunfions and embedded clauses. She showed some
creativity in using the phrase "box with clothes pile" to describe "laundrey chute". In general, she

included all the main story events and accurately maintained the sequence ofthe story. Sue did
not appear to be very motivated by the story, which was perhaps too juvenile for her.

SELF-EVALUATION:
In addition to formal measures, Sue was also interviewed regarding her attitude toward

and understanding ofASL and English, and her own evaluation ofher skills in these languages.
These interviews were based on Reading and Writing Inventories developed by Campbell-Hill and
Ruptic (1994). Sue indicated that she enjoys reading on her own, prefers to read mystery stories,
and tends to ask the teacher for help when she encounters a word she doesn't know. She also
expressed that she feels she is a good writer, and enjoys sharing her writing with others. Sue felt
she was also good at sports and science. Sue frequently responded to questions with "I don't
know", and it was difficult to try to elicit more elaborate answers.

ST]N4MARY:
Sue's language skills in ASL and English were formally and informally assessed. At the

present time, results from these assessments indicate that she was functioning at an age-
appropriafe level in terms ofher ASL development. She was able to understand narratives, and

time markers, but had some difficulties comprehending grammatical structures including classifiers
and map markers. Sue also had some difficulty expressing herself with classifiers. Classifiers
function similar to pronouns in English; they are more general signs which replace othcr more
specific referents The formal testing of written English indicated that Sue was functioning at

approximately a grade four level in this area. She demonstrated good comprehension of
vocabulary items and used a variety of complex sentences in her written sample. She had some

difficulty with verb tense inflections and articles, but accurately used possessive markers and
prepositions. Sue demonstrated a positive attitude towards reading and writing. She frequently
read for recreation and enjoyed sharing her own stories with others.

Charlotte Evans
Examiner
(In consultation with Christine Spink-Mitchell and Kyra Zimmer, ASL Specialists)
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LANGUAGE AND LITERACY ASSESSMENT REPORT

NAME: Nancy
D O.B.. February 1987

AGE: 10 years, 10 months
DATE OF ASSESSMENT. Dcccmber 2 and11,1997; January 15, 1998

BACKGROTIND INFORN{ATION :

Nancy is a Deafchild of hearing parents. She also has an older, hearing borther. She has

been attending MSD since kindergarten and is presently in grade 5. The English testing was
conducted over two sessions of approximately 45 minutes each in December 1997. The ASL
testing was conducting during one 45 minute session, one month later, in January 1998 All
testing was conducted at MSD in a private room outside of Nancy's classroom. Nancy was
cooperative throughout the testing sessions, and appeared to complete all the tasks carefully and
to the best ofher ability.

ASL SKILLS:
Nancy's production and comprehension in ASL was assessed tkough the administration

of the ASL and En-elish Literacy Tests. ASL production was evaluated with the Classrfier
Produclion Test and a Sign Narrative. In the Classifier Plodttction Z¿sl the student watches a
five-minute cartoon movie. The movie is then presented again in ten segments, and the student is
required to sign in ASL the actions from each segment in turn. This procedure minimizes the
effects of memory. Responses are videotaped. These responses are then scored for the presence
of different size , shape, and movement markers known as classifiers. Nancy used a total of 26
classifiers, including aìl eight types described in the assessmcnt. Nancy used Instrument
Classifiers (using her hands as agents ofthe action) the most frequently, but also tended to use
Body Part Classifiers (using different body parts as verbs of motion) and Locative Classifrers
(indicating motion or location with a clear classifier).

The Sign Nanative is elicited by showing the student a children's story book that has no
text, and then asking them to sign the story in ASL. Stories are videotaped, and later scored,
using a checklist of ASL grammatical and narrative structures. Nancy clearly indicated role
shifting in her story when different characters were talking. Nancy used complex grammatical
structures including verbs within verbs, verb chaining, and rhetorical questions to combine
clauses. She used appropriate and enthusiastic facial expressions to make the story more
interesting. She effectively used classifiers to describe objects, such as the laundrey chute, and the
baby riding on the dog's back. The overall structure ofNancy's story was sequential and logical,
and she clearly introduced the topic ofthe story with a title.

ASL comprehension was assessed with Story Contprehension, the Classifier
Comprehension Tesî, the Time Marker Test, and The Map lV[arker Test. Story Comprehensiott
involves watching a videotaped story told in ASL by a Deaf native ASL signer. Ten questions
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about the events in the story are interlaced throughout the videotape. Students sign responses to
the questions as they appear and their responses are videotaped. In this way, memory
requirements a¡e reduced to a minimum. Nancy answered 9 out of 10 questions correctly,
indicating excellent comprehension ofthe story facts.

ln the Classifier Comprehension f¿.çl the students are shown pictures of objects with a

variety offeatures. They watch a native ASL signer describe each object in five ways. Using an

answer sheet that contains printed video freeze frames ofeach description, students are required
to mark the one that provides the best ASL description ofthe picture. Nancy scored 7/10
correctly, indicating good comprehension of classifiers.

In the Time Marker Z¿.rl students are shown, on video, six representations of specilic
times or periods oftime. Using an answer sheet containing calendars, the students are required to
find the corresponding dates. Nancy correctly responded to 8 out of l0 items, with errors
reflecting dates involving days ofthe week not years.

In The À'Iap A'Iarker Ze,rf, students are shown, on video, eight descriptions ofthe way
objects are located in a given environment, such as vehicles at a crossroads, or furniture in a
bedroom. For each description, students select the correct representation from a selection of
photographs ìn an answer booklet This task is a complex skill which requires the student to take
the perspective ofthe person signing rather than viewing the pictures {ìom their own perspective.

Nancy received a score of 1/10 indicating that she is still developing this skill.

ENGLISH SKILLS:
The English litcracy subtests ofthe ASL and English Literacy Tests assess students skills

in the areas of vocabulary, s]'ntax, and written narrative. English vocabulary comprehension is

fested using a modification ofthe Peabody Picture Vocabulary Test (PPVT). The test is
presented in written rather than verbal form. Students are required to read a word and then select
from a set of four the picture that best matches the word's meaning. Nancy received a raw score
of81 which has an age equivalency of6 years, 11 months. However, it must be emphasized that
this is comparing Nancy's ability to read vocabulary with other children's listening vocabulary
scores.

Productive English vocabulary was assessed with the Antonynt,s and Synonym,s subtest of
the Woodcoqk-Johnson Ps)'cho-educationâl Test Battery - Revised (WJ-R). Written stimulus
words are presented and the students are to write another word that either means the same or
opposite to the stimulus word. Nancy received a raw score of 15, gir,ing her a grade equivalent
score of 2.5.

English sl,ntax skills were assessed using the Sentence WriÍing subfest ofthe Test of
W¡itten Langua=ee (TOWL). This test involves a "cloze" task where the students fill in the
missing words to demonstrate their knowledge of grammatical structures when completing
serìtences. Nancy received a raw score ol8, wlúch placed her at the 37'h percentile for hel age.

A written narrative was elicited from Nancy using the same children's story book without
text as in the 1,91, NarraÍive subtest. Nancy's written story was 144 words long, including 25
sentences. She requested help in spelling some words, including "kitchen", "crib", and
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"bchaviour". She used primarily uninflected verbs, and inconsistently used articles and
prepositions. She accurately used a present progressive verb and inegular past tense verbs. Most
ofNancy's sentences Þ'ere simple, subject-verb-object constructions, but she did attempt a few
complex structures, including the correct use ofembedded clauses with quotation marks and the
conjunction "and". In general, she included all the main story events and accurately maintained
the sequence ofthe story. She appropriately titled her written narrative and elaborated on the
information given to make the story more interesting.

SELF.EVALUATION:
ln addition to formal measures, Nancy was also intewiewed regarding her attitude toward

and understanding ofASL and English, and her own evaluation ofher skills in these languages.

These interviews were based on Reading and Writing Inventories developed by Campbell-Hill and
Ruptic (1994). Nancy indicated that she enjoys reading, prefers to read mystery stories, and tries
to figure it out herselfwhen she encounters a word she doesn't know. She also expressed that
she feels she makes many mistakes when she is writing, and that knowing many words and all the
rules makes a person a good writer. She felt she was also good at science and sports, but that
social studies is difficult for her.

SI-MMARY:
Nancy's language skills in both ASL and English were formally and informally assessed.

At the present time, results indicate that her ASL skills are age-appropriate. She understood
narratives and comprehended grammatical structures including classifiers and time markers, but
she consistently reve¡sed the perspective when comprehending map markers. Nancy was able to
use a variety ofclassifiers and expressed herselfin ASL with both simple and complex sentence

structures. The results of the formal tests of written English, placed Nancy's performance in this
area at a grade level of 2.5. A sample ofNancy's writing indicated a good sense of story
structure. She tended to omit inflections from her verbs, and used primarily simple sentences
follo*'ing a subject-verb-object word order. She correctly used quotation marks to embed one
clause within another. Nancy demonstrated a positive attitude towards reading and indicated that
she frequently reads for recreation. Her attitude towards writing was that it was difficult for her;
there were many rules to learn and she still makes many mistakes.

Charlotte Evans
Examiner
(In consultation with Christine Spink-Mitchell and Kyra Zimmer, ASL Specialists)
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Appendix B:

SelÊEvaluation Reading and Writing Inventories
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WrÍting Attitude Suney

How do you feel about writing?

When and how did you learn to writc?

What kinds of things do you write about at school?

What kinds of writing do you do at home?

lVhat kìnd of writing do you enjoy most?

What makes a person a good writer?

Why do you think it's important to be a good writer?

How do you feel when you are asked to share your writing with others?

How do you feel when others share their writing with you?

Are you or are you not a good writer?

What are your strengths as a writer?

What do you need help with?
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Reading Aftitude Surv'ey

How do you feel about reading?

When and how did you learn to read?

What kinds of things do you like to read at school?

What kinds of things do you like to read at home?

What kind of reading do you enjoy most?

What makes a person a good reader?

Why do you think it's important to be a good reader?

How do you feel when your teacher reads aloud?

How do you feel when you read aloud to others at school?

How do you feel when someone gives you a book for a present?

Are you or are you not a good reader?

In what ways have you improved as a reader? What do you do well?

What do you need help with?
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Myself as a L€ârner

Please circle the words YES, SOMETIMES' or NO to tell your feelings
about each of these statements about learning:

1. I wonder about things and like to fìnd out about them. YES SOI\{ETIMES NO

2. I like to read on my own. I like books and read a lot. YES SOII{ETIMES NO

3. I like other people to read to me. YES SOII{ETIMÐS NO

4. I like to share my ideas by talking (signing). YES SOMETIMES NO

5. I like to share my ideas by acting things out. YES SOMETIMES NO

6. I like to share my ideas by drawing YES SOII{ETIMES NO

7 I like to share my ideas by writing. YES SOMETIMES NO

8. I keep working at things cven if they seem hard. YES SOMETIMES NO

9, When I am reading or writing and I don't know a
word, I try to figure it out myself and keep on going. YES SOMETIMES NO

Use your words to finish these comments:

I especially like to read, write, and learn about

I am really good at

One thing that I find diffrcult is

Any'thing else?
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Appendix C:

Procedure for Obtaining Consent
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Procedure for Obtaining Consent

The Participants and Research Site:

Four groups ofparticipants were included in the study; I ) three elementary-aged students
at the Manitoba school for the Deal 2) the parents ofthe three students, 3) the teachers ofthe
three students, and 4) the classmates ofthe three students.

The primary participants in the study were thrce elemcntary students at the \,{anitoba
school for the Deaf. The students were recruited based on their use ofASL as a first language,
their classroom placement (each student was from a different grade level), and their parents'
hearing status (two children with Deafparents, and one child with hearing parents were included).

In addition to the thee students, participants also included the parents ofthe students and
the three classroom teachers ofthe students. The teachers were recruited based on their
experience implementing a bilingual approach in teaching Deaf students and on their willingness
to participate in the study. The classmates ofthe three students were also participants in the
study, as they wcre part of particular observations due to their involvement in common classroom
activities.

Access to the research site, the Manitoba School for the Deaf, was gained by obtaining the
Principal's support for the study and then providing general information to teachers at a staff
meeting, and to parents at an Advisory council for School Leadership meeting. when specific
participants were recruited informally, their consent to participate was obtained in written form.
Please see the attached Letters ofconsent related to; a) parents of primary participants, b) parents
ofindirect participants, c) students, d) teachers, and e) principal/administration.

Expectations of Participants:

The primary participants (three elementary students) participated in an individual
assessment of their ASL and English language skills at the beginning of the study. Each
assessment took approximately two hours and was conducted by myself and the ASL Specialist
from the Manitoba School for the Deaf rhe students were also observed during regular
classroom activities six times over a nine week period. Each classroom observation was no
longer than two hours. Each student was also observed three times in their home during a typical
literacy activity with a parent over the same nine week period. These observations were no longer
than one hour each. The parents ofthe primary participants, in addition to being involved in the
fhree home observations, were interviewed at the beginning of the study. Each interview was
approximately 45 minutes in length.

The teachers ofthe three elementary classrooms were interviewed twice, and these
interviews ranged from 45 to 90 minutes in length. Each teacher was also observ'ed as part ofthe
six classroom observations planned for each ofthe child¡en.
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Information Ðistribution:

Participants were fully informed ofthe objectives ofthe research study from the outset.
Deceptive techniques were not part of the design or methodology of this study. Interr,,iews were
conducted informally in a conversational, rather than questioning, style in order to encourage full
responses. Any confusions in the analysis ofbehaviours during observ'ations were resolved in
cooperation with participants.

Findings were shared informally through discussioirs witl.i partiripating teachers and
parents during the course ofthe study. Upon the conclusion ofthe study, written documents and
formal presentations will be provided to participants as well as to other parents, teachers, or Deaf
community members who may be interested.

Sample Letters of Consent:

Please find attached samples ofthe letters that were discussed and signed by the following
participants in the study:

a) teachers
b) parents of primary panicipants
c) parents ofother student participants
d) students (primary participants)
e) principal/school administrators
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Teacher Letter of Consent

Ðear (Teacher):
I am a studenf in the doctoral program in Educational Psychotogy at the tlniversity of

Manitoba. One of the requirements of this program is to complete a research study. I have
chosen to complete a study at the Manitoba School for the Deaf (MSD) involving several
elementary classrooms. The goal of this study is to learn more about how Deaf children learn to
read and v;rite in a bilingual program that uses American Sign Language (ASL) and Eüglish.

I am writing to ask you to be a participant in the study. If you agree, my study will
involve indiv'idual assessment ofone selected student, classroom and home obsen'ations focussing
on the student, and initial and final interviews with parents and teachers. At the beginning ofthe
study I will assess the student's skills in ASL and English in a one-to-one setting using
appropriate tests. This assessment will take about one hour to complete, but may bc separated
into several shorter sessions over a few days.

I will also interview you, both at the beginning and end of the study. Each interview will
involve no more than one hour. During a nine week period, six observations will take place in
your classroom during language arts instruction. These observations will involve careful
description ofregular classroom activities and will be about two hours in length.

I will be videotaping all the assessments, observations, and interviews. Thesc videotapes
will be used primarily by mysellto help me make detailed notes about what I see or hear, but I
may also share them with members of my research advisory committee at the University of
Manitoba. If there is some confi.rsion about what is being expressed, I may show the videotape to
you, the student, or an ASL Specialist to make sure my interpretation is correct. At the
conclusion ofthe study, all videotapes will be erased.

I want to assure you that although I intend to publish my study, I will not be using any of
the students', teachers', or parents' names in any ofmy documentation. All the information I
collect will be strictly confidential, Your participation in interv'iews and your permission to allow
obsen'ations in your classroom is voluntary, and you have the right to withdraw at any time.

Ifyou require further information about this study, please do not hesitate to contact my
advisor Dr. Kelvin Seifert from the University of Manitoba at 474-9018.

If you would like information about the results of my study when it is completed, I will be
happ¡ to discuss it with you or give you a wrilten report.

I thank you in advance for your consent to participate in this study. Please sign this letter
and return it to me at your earliest convenience.
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Parent of Primary participant Letter of Consent

Dear (Parent of Primary Participant):
I am a doctoral student in Educational Psychology at the University of N{anitoba. One of

the requirements ofthis program is to complete a research study. I have chosen to complete a
study at the Manitoba School for the Ðeaf (MSD) involving several elementary classrooms. The
goal ofthís stud¡; is to learn hor¡'' Ðeaf childr-en ieam to read an<Í write in a biiinguai program that
uses American Sign Language (ASL) and English.

I am writing to ask you to be a participant in the study. Ifyou agree, my study will
involve a language assessment ofyour child, ìn both ASL and English, observations olyour child
at home and at school, and interv'iews with you. At the beginning of the study, I wilt aisess your
child's skills in ASL and English in a one-to-one setting using appropriate tests. This assessment
will take about one hour to complete, but may be separated into se\,eral shorter sessions over a
few days.

During a nine week period, I will observ'e your child once each week. sìx obsen'ations
will take place in her classroom and three observations will occur in you¡ home. The classroom
observations will include your child's teacher and fellow classmates and will involve careful
observation and description ofregular classroom activities. These observations will be about two
hours in length. The home observations will consist of a typical story reading activity between
you and your child and will be no longer than one hour.

I r'ill also interv'ie*' you, both at the beginning and the end of the study. Each interview
will be no longer than one hour.

I will be videotaping all the assessments, observations, and interviews. These videotapes
will be used primarily by myself to help me make detailed notes about what I see or hear, but I
may also share them with members of my research advisory committee at the university of
Manitoba. If there is some confusion about what is being expressed, I may show the videotape to
you, your child, your child's teacher, or an ASL Specialist to make sure my interpretation is
correct. At the conclusion ofthe study, all the videotapes will be erased.

I û'ant to assure you that although I intend to publish my study, I will not be using any of
the students', teachers', or parents' names in any ofmy documentation. All the information I
collect will be strictly confidential. Your participation in interviews and your permission to allow
observations in your home is voluntary, and you have the right to withdraw ai any time.

Ifyou require further information about this study, please do not hesitate to contact my
advisor Dr. Kelvin Seifert from the University of Manitoba at 4l,4-9OIg.

If you would like information about the results of my study when it is completed, I will be
happy to discuss it with you or give you a written report.

I thank you in advance for your consent to participate and to allow your child to
participate in this study. Please sign this letter and send it back to school with your child by
Monday, October 6, 199'1 .
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Parent Letter of Consent

Ðear (Parents):

I am a doctoral student in Educational Psychology at the University of Manitoba. One of
the requirements ofthis program is to complete a research study. I have chosen to complete a
sfudy at the Manitoba school for the Deaf (MSD) involving several elementary classrooms. The
goal ofthis study is to learn how Deaf children learn to read and write in a bilingual program that
uses American Sign Language (ASL) aäd English.

My study will involve six observations of your child's classroom over nine wecks f¡om
October to December 1997. I will not be administering any tests or other procedures with your
child, but will be carefully observing, describing and videotaping what I see happening during
regular classroom activities. Several children have been selected as a focus for observ'ations, but
at this time your child is not among these. Nonetheless, your child may end up as part of
particular videotaped observations, simply because he or she is participating in common
classroom activities. Ifmore indepth observation focussing on your child is needed, I will first
contact you for your permission. I will also be interviewing your child's teacher and the parents
of children involved with thc additional obscrvations.

I want to assure you that although I intend to publish my study, I will not be using any of
the sfudents' or teachers' names, and all information I collect will be strictly confidential. l will be
videotaping all the classroom observations. These videotapes will be used primarily by myselfto
help me make detailed notes about what I see, but I may also share them with members of my
research advisory committee at the University of Manitoba. If there is some confusion about what
your child is signing, I may show the videotape tû you, your child, your child's teacher, or an ASL
Specialist to make sure my interpretation is conect. At the conclusion ofthe study, the
videotapes will be erased.

Ilyou require further information about this study, please do not hesitate to contact my
advisor Dr. Kelvin Seifert from the University of Manitoba at 474-9018.

If you would like information about the results of my study when it is completed, I will be
happy to discuss it with you or give you a written report. This should be ready by June 1998.

I thank you in advance for your consent to allow your child to be i,ideotaped and to
participate in this study. Please sign this lettcr below and send it back to school with your child
by Monday, October 6, 1997.
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Stüdent Letter of Consent

Dear (Student):

I ain a student at the University of Manitoba, and I am studyirg about all the ways
tliat ¡;ou commuricate. To do this I wairt to watch how you sigr, read, and write. I
:rtn writinq this letter fn açL' vn¡¡r nenrriccinrr lf r¡n¡r lcf r¡¡e rlo tlric I r¡rill rr;qrnlr rrnrr*-- " - ____Þ

in ¡rour classroorn with your teacher and your friends, and I will watch you at home
with your Moin and Dad. I will also ask you to look at sorìe pictures, watch soine
videotapes, and read some books.

A lot of the tirne when I will be watching you, I ani going to make a videotape of
you cornmunicating. I will inake vìdeos of you in yorir classroom, at hoine, and
while playing with lire. I will not show the videos to allvone except my own
teachers and inay-be your parents or your teacher. lf you want to see them I can
show the videos to you.

I arn going to write a description of what I leam from watching yoti. I won't use
your name in what I write though, so that people won't find out private things about
you.

You don't have to help me in these activities. It's your choice aird you c¿ri.i

withdraw pennission any tirne. lf you are willing to let rne watch you, to be in my
videos, and to let me write about you, then please write your n¿une on the line
below. Doing this means I have your permission.

Thank you for your lielp.

charloffe Evans 
(child's Nr'.rsignut*..¡



LiÍeraqt Developmenî i DectÍ Stude¡rls

Principal/Administrator Letter of Consent
Dear (PrincipaliAdministrator) :

I am a student in the doctoral program in Educational Psychology at the University of
IManitobâ. One ofthe requirements ofthis program is to complete a research study. I have

chosen to complete a study at the lr{anitoba School for the Deaf (N{SD) involving several

elementary classrooms. The goal ofthis study is to learn more about ho*'Deaf children learn to
read and write in a bilingual program that uses American Sign Language (ASL) and English.

I am wnltng Io ouTltne tne par clpauon or LVrJr-, slarr afro Stuucìrrs rnar tì¡y sruo) wuuru

involve. My study will include individual assessments ofthree selected students, classroom and

home observ'ations focussing on the students, and initial and final interviews with parents and

teachers. At the beginning ofthe study, I will assess the three selected students (each from a
different elementary classroom) in a one-to-one setting using appropriate measures to determine

their ASL and English langtage proficiencies. The assessment will take about one hour to
complete with each student, but may be separated into several shorter sessions over a few days.

I will also interview each ofthe tkee classroom teachers and the parents ofthe selected

students, both at the beginning and the end ofthe study. Each interview will be no more than one

hour in length. During a nine week period, I *'ill observe the selected students once each *'eek.
Six observations will take place in each ofthe classrooms and three observations will occur in

each ofthe students' homes. The classroom observations will focus on the selected students and

their interactions with teachers and peers; however, all interactions and activities within the

classroom will be carefully observed and described. These observations will occur during
language arts instruction and be about two hours in length. The observations within the students'

homes will consist of a typical story reading activity between parent and child and will be no

longer than one hour.
I will be videotaping all the assessments, observations, and interviews. These videotapes

will be used primarily by myself to help me make detailed notes about what I see or hear, but I
may also share them with members of my research advisory committee at the University of
Manitoba. Ifthere is some confusion about what is being expressed on any ofthe videotapes, I
may show that videotape to the particular participants involved (students, parents, or teachers) or
an ASL Consultant to make sure my interpretation is correct. At the conclusion ofthe study, all

videotapes will be erased.

I want to assure you that although I intend to publish my study, I will not be using any of
the students', teachers', or parents' names in any ofmy documcntation. All the information I
collect will be strictly confidential. Participation in assessments, interviews, and obserlations by

students, teachers and parents is voluntary, and they have the right to withdraw at any time.

Ifyou require further information about this study, please do not hesitate to contact my
advisor Dr. Kelvin Seifert ÍÌom the University of Manitoba at 414-9018.

If you would like information about the results of my study when it is completed, I will be

happy to discuss it with you or give you a written report.
I thank you in advance for encouraging the staffand families ofthe Manitoba School for

the Deafto be willing to participate in this study. I hope that the results will be ofbenefit to all

involved.


