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ABSTRACT
The purpose of this dissertation was three-fold.
The first intent was to investigate the historical role of
English and American Sign Language (ASL) in the
communication, education and culture of deaf/Deaf people in
America.

The second purpose was to investigate

sociolinguistical and physiological properties of American
Sign Language in light of language learning among the deaf.
And the third objective was to research bilingual education
methodologies in order to interface knowledge and practices
from bilingual education, communication and ASL research to
the field of post-secondary education of the deaf within
the framework of bilingual education.
Evidence demonstrates that the history of language
policies and educational practices for the deaf are
strongly influenced by the majority language of English.
primary goal of education of the deaf has been the
assimilation of deaf people into the hearing society.

An

avenue for this integration has traditionally involved the
exclusion of ASL from the classroom and the mandate of
Signed English systems and/or aural/oral communication.
The incorporation of a cross-disciplinary blend of
communication, bilingual education and ASL sociolinguistic
aspects form the foundation for further investigation.

---------

--------

- - ---

--.----

A

9

This dissertation should serve as an impetus and reference
point for others wishing to advance the education of the
deaf, utilizing a bilingual approach.

-------------_._---

-
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CHAPTER 1
INTRODUCTION
Educating children and providing post-secondary
educational opportunities for adults has become an
important goal of the United states government during the
past two centuries.

Caring for and educating children and

adults who are considered handicapped or disabled has also
become a goal and social responsibility of the government.
The policies and practices of providing education for the
handicapped has slowly moved from a solitary institutional
setting to a more public mainstream, a mainstream
consisting of compulsory education, vocational training and
post-secondary education.
Traditionally, contact and subsequent communication
between the disabled and the non-disabled was limited to
family members and people who chose to work in
institutions, educating and caring for handicapped
individuals.

As the country evolved and governmental

involvement in public education expanded, care and
education outside the family unit became more formalized.
The trend toward government involvement was seen in 1812
with the opening of a school for the blind in Baltimore,
the opening of the first school for the deaf during 1817 in
Hartford, Connecticut, and the founding and expansion of
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institutions for physically and mentally handicapped during
the 1830;s (Scotch, 1984).
Not until the 1950;s did a plenitude of legislation
regarding special educational, vocational and facility
needs of the disabled begin (Wright, 1980; Scotch, 1984).
Education and rehabilitation legislation, in conjunction
with social and political movements by disabled people,
have brought disabled individuals more into the flow of the
larger society.

The federal government has mandated a form

of legislative civil rights for the disabled in the form of
equal opportunity in the work place and free/appropriate
public education (Wright, 1980).

Legislation alone cannot

change social attitudes toward the disabled.

However, it

has fostered more opportunities for communication and
interaction between disabled and non-disabJ.ed populations
across a variety of educational, vocational and social
settings.
Research on initial communication between disabled
and non-disabled individuals demonstrates an elicited
desire on the part of the non-disabled individual to avoid
sustained interaction and concurrently a desire to be
helpful and of assistance (Snyder, Kleck and Mentzer, 1979;
Stephens, Stephens, Cooper and Kinney, 1984).

However, the

resulting cognitive dissonance of the non-disabled varies
in intensity and is intertwined with the severity of the
disabling condition (i.e., physical appearance and the
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degree of assistance required) (Stephens, Stephens, Cooper
and Kinney, 1984).

The competing tendencies either to

avoid or assist cannot be easily generalized to all
handicapping conditions and disabled groups.

Although

these responses cannot be generalized, it appears
communication with a disabled individual heightens the nondisabled person's desire to either avoid further
communication or fosters the desire to provide assistance.
The literature that examines communication and
subsequent reactions between disabled and non-disabled is
additionally difficult to generalize to the deaf as a
disabled group.

The potential difficulty in generalizing

communication research from the disabled and non-disabled
to the deaf can be considered from a medical/pathological
or social and linguistic perspective.

From an audiological

perspective, a hearing loss is a physical handicap; yet, if
deaf people are viewed as having "limitations," the
limitations are imposed on auditory language and
communication rather than physical capabilities.

In one

sense, the handicap, therefore, exists between hearing and
deaf people in auditory-based communication.

The study of

patterns, behaviors and interaction between a deaf person
and a hearing person is likely the study of the
communication act itself, not a reaction to the physical
handicapping condition.

While a hearing loss predicates

the difficulty in discourse, the reaction and subsequent
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communication patterns and behaviors are not readily
predicated on the severity of the physical appearance of
the deaf person or appearance of the disabling condition.
Physical clues suggesting a hearing loss are typically not
visible.

Rather, the attempts of both parties to

communicate are what elicits the communication patterns and
behaviors"

Since deaf people have the physical presence of

any non-disabled group, only when communication is
attempted does the hearing loss become a barrier to
communication and thus a handicap.
The historical orientation of research dealing with
communication between the deaf and hearing has been
strongly influenced by the pathological or medical
In addition, education of the deaf in Europe

perspective.

and the United States has also been strongly influenced by
the medical or pathological perspective.

Education of the

deaf can be simplistically viewed as a process of
minimizing or alleviating auditory language and
communication difficulties for the deaf person in the
hearing world.

Education of the deaf has been and remains

extremely complex, given the educational, social,
psychological and vocational impact of having a hearing
loss.

Historically, the goal of alleviating or minimizing

communication barriers has meant providing deaf people with
English language abilities through speech training,
auditory training and the employment of an English-like

----------

~~--~---.-.-.~

-

~-.---

.
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sign system.

The study of communication patterns has,

therefore, tended to focus on the development of the deaf
person's English language abilities both in written and
auditory form.

As noted, the medical/pathological

perspective has had extensive impact on the policies and
procedures for deaf education; in turn, this has heavily
influenced the parameters and types of communication
permissible in the educational setting (Lane, 1984; Lane
and Philip, 1984; Woodward and Allen, 1987).

The

educational institutions' emphasis on the deaf individual's
difficulty with auditory communication, the methods of
hearing loss restoration, and the modification of sign
language to imitate spoken language have become the focus
of education and are reflected in the majority of
communication related studies with the deaf (Lane, 1984).
The educational and social insistence that deaf individuals
develop the ability to speak and rely on auditory-based
language for communication appears to reflect an underlying
belief that intelligence is tied to the ability to speak
(Furth, 1966; Furth, 1973; Lane, 1984).
During the past decade, an alternative to the
medical/pathological perspective has slowly begun to merge
in regard to the deaf population and communication between
hearing and deaf individuals.

This alternative perspective

views communication from a cross-cultural framework, with
language, group dynamics and cultural aspects as "keys" for
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understanding the interaction between hearing and deaf
individuals (Padden and Humphries, 1988).

The alternative

perspective is a combination of historical, social,
linguistic factors and research on American Sign Language
(ASL) which has helped foster an emerging social and
linguistic identity among a portion of the deaf population.
Perhaps it would be better to say, a social and linguistic
identity has existed among a portion of the deaf
population, but the community membership and language
parameters are being redefined by some deaf people and
being made public to the general population.

Part of the

linguistic identity has been furthered by emerging research
on ASL during the past 30 years.
as a language was begun

~:l

Initial research on ASL

1957 by Dr. William C. Stokoe,

who founded the Linguistics Research Program at Gallaudet
College (Gannon, 1981).

Observation and further

rudimentary research during the early 1960's led Hans Furth
(1966, p. 9) to conclude:

"We refer to it here as sign

language, with emphasis on the fact that it is not a
dialect form of English or any other verbal language."
Continued research by Stokoe and many others has shown ASL
to be a unique visual language independent of English
(Klima and Bellugi, 1979; Lane and Grosjean, 1980; Baker
and Cokely, 1980; Woodward, 1982; Bellugi, Poizner and
Klima, 1989).
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Woven tightly with the ongoing research of ASL are
cultural and linguistic ways that deaf people identify
themselves as ASL signers and individuals who share a
common set of values, beliefs, heritage and experiences.
An indication of cultural identity that ties language and
culture together among some

d~af

people is the manner in

which they indicate a pride in ASL and a certain group or
"community" cohesion by referring to themselves as "Deaf"
(Padden and Humphries, 1988).

The word "Deaf" has been

capitalized in current literature by some hearing and Deaf
authors specifically to denote these linguistic and
cultural characteristics (Poizner, Klima and Bellugi, 1987;
~

Padden and Humphries, 1988).

In contrast to the

sociolinguistic use of "Deaf," the word "deaf" will be used
when referring to individuals who have a hearing loss but
do not

necess~rily

Deaf.

If the context and topic being discussed may apply

identify themselves in these terms as

to individuals who consider themselves as Deaf and those
who consider themselves deaf, the designation "deaf/Deaf"
will be used.

It should also be noted that the deaf/Deaf

are not a homogeneous group; ethnic as well as family
languages vary according to culture and linguistic
backgrounds.

It is certainly possible to have a deaf child

from a Spanish-speaking family who enters school with
minimal exposure to English, little signing skills and some
performance ability in Spanish.

Children from these
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language and cultural environments are posing additional
linguistic, cultural and communication challenges for those
in education (Delgado, 1981; Christensen, 1985;
Christensen, 1986).

Additionally, because ASL does not

have a written form, an English gloss is used to give it a
written representation.

To

h~lp

separate written (gloss)

forms of ASL from English, several authors utilize all
capital letters to indicate English glosses for ASL signs
(Baker and Cokely, 1980).

Examples can be seen in the sign

for APPLE and CAT; this gloss represents the common usage
of the sign among deaf signers (Baker and Cokely, 1980).
Both the word Deaf and a gloss system of all capital
letters for ASL signs will be used throughout this
dissertation to help denote cultural and linguistic
identity and provide a distinction between written English
and ASL.
Research and knowledge in the field of "deafness"
can be furthered by extending a historical medical or
pathological perspective of the deaf as handicapped to
include a cross-cultural and multilingual approach to
educational policies and practices.

Specifically, the

educational goal of teaching deaf/Deaf children English may
be enhanced by a diversified multilingual and crosscultural curriculum and philosophy.

The implications of

expanded or revised educational practices may enrich
current educational approaches and potentially change the
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outcomes of current and future English instructional
policies and practices for deaf/Deaf children and adults.
Language
Language sets humans apart from other animals.

It

provides a way for people to share ideas and emotions and
to reveal intentions and pass culture, myths and beliefs
from parent to child.

Language is interwoven through all

of human existence and history.

"According to the

philosophy expressed in the myths and religions of many
peoples, it is language that is the source of human life
and power" (Fromkin and Rodman, 1983, p. 3).

It is

language that makes man/woman uniquely human.

For humans,

language provides the vehicle for knowledge, thought,
ideas, power and the expression of these into action (King,
1987).

The following statement which was written over 50

years ago by Edward Sapir (Mandelbaum, 1949) captures the
uniqueness of human language:
It is difficult to see adequately the functions of
language, because it is so deeply rooted in the
whole of human behavior that it may be suspected
that there is little in the functional side of our
conscious behavior in which language does not play
its part (p. 15).
A protege of Edward Sapir's, Benjamin Lee Whorf,
elaborated on the important role language plays in the
construction of an individual's reality and picture of the
universe (Littlejohn, 1983).

Whorf believed an

individual's understanding of his/her environment was
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strongly influenced by his/her particular use of language.
In Whorf's linguistic relativity hypothesis, language
serves as a key to analyzing the ways that men/women
view/create their reality, conduct higher levels of
thinking and communicate their "reality" to others.

The

ways in which language serves a unique and central function
for people to create a picture of how the universe is
constructed can be gleaned from the following quotation:
And every language is a vast pattern-system,
different from others, in which are culturally
ordained the forms and categories by which the
personality not only communicates, but also
analyzes nature, notices or neglects types of
relationship and phenomena, channels his reasoning,
and builds the house of his consciousness (Whorf,
1956, p. 252).
Whorf did extensive work with a variety of
linguistically different groups.

He noted distinctively

different construction of linguistic realities with the
Hopi's, a Native-American group, and what he called the
Standard Average European (SAE), e.g., English, French,
German speakers' language group.

By examining their

respective languages, Whorf was able to gain insight into
the ways that these groups constructed/viewed their
realities by identifying:
how the cue to a certain line of behaviors is
often given by analogies of the linguistic formula
in which the situation is spoken of, and by which
to some degree analyzed, classified, and allotted
its place in that world (Whorf, 1956, p. 137).

20

In this manner, language classification(s), usage and
reality are built and defined by the language habits of the
group.

One interesting area studied by Whorf which plays a

central role in the reality of many speakers is time.

For

SAE speakers, time can be objectified and divided into
distinct measurable units, and the "reality" of time has an
elaborate vocabulary and cultural reality associated with
it (Hall,

1959~

Hall, 1976).

In the United States, among

English speakers, time can be quantified, measured, bought,
sold and fits well with manufacturing, record keeping,
leisure activities and the advancement of technology.

SAE

speakers can visualize and record time in terms of past,
present and future events.

Reality is distinctly tied into

the time certain events occurred, and the event is often
valued in terms of the time associated with it.
The Hopi do not have the same reality as SAE
speakers have attached to time.

Time is seen as "

• too

subtle, complex, and ever-developing, supplying no readymade answer to the question of when 'one' event ends and
'another' begins" (Whorf, 1956, p. 153).

For the Hopi,

time is an ever-evolving entity, one that is in a
continuous process of "phasing" from some prior time into a
later and still later time.

The Hopi do not have a

temporal way of stating what SAE speakers think of as
morning.

From the Hopi's reality, morning does not exist

the way it does for SAE speakers; morning is part of the
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process of time-getting later.

It is easy to imagine the

potential difficulties in arranging time-related activities
between SAE speakers and Hopi speakers.

Although

Whorf~s

work has not been well supported in subsequent years, his
writings do provide a unique perspective on the critical
function language plays in creating and sustaining an
individual~s

relationship to others and his/her own picture

of the world (Darnell, 1989).
Whorf~s

perspective on the construction of reality

based on language differences between SAE speakers and the
Hopi highlights two potential considerations with respect
to ASL and deaf/Deaf people.

A primary distinction between

ASL and SAE languages lies in the fact that ASL is a threedimensional language; its grarrmar has co-occurring layers
rather than being pr.imarily linear as with spoken languages
(Klima and Bellugi, 1979).

Additionally, ASL is a visual

language, with unique expressive and receptive channels
(Hoemann, 1986).

Based on the visual-versus-auditory

natures of ASL and SAE languages, it is arguable then that
the physiological and three-dimensional properties of ASL
have a direct or indirect influence on how deaf and Deaf
people view the world.

And, the way in which deaf/Deaf

people physiologically perceive their environment and
organize sign movement in terms of linguistic attributes is
now coming under investigation.

"Thus, the data suggest

that acquisition of a visual-gestural language can modify
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the natural perceptual categories into which linguistically
relevant forms fall" (Bellugi, Poizner and Klima, 1989, p.
382).

Communication between deaf/Deaf and hearing people

may have an added "linguistic relativity" dimension due to
the

poten~ial

difference between visual-versus-auditory

family, socia1 6 vocational and educational orientation/
construction of reality.

Specifically, in the educational

setting problems may arise due to differing orientations to
language/reality since approximately 85-90% of all teachers
of deaf/Deaf students are hearing and SAE speakers (Gannon,
1981).

The deaf/Deaf and hearing's respective orientation

to language (visual-versus-auditory) may differ
sufficiently to have a negative effect on communication,
interaction and learning in the educational process.

At a

minimum, the differences between an ASL and an English
speaker's orientation to language and linguistic reality
may differ sufficiently to skew communication.
Another perspective on the importance and function
of language as it reflects an individual's reality can be
gained by examining discourse.

Focusing on active

discourse used by monolingual or bilingual speakers
provides insight into one aspect of the social functions of
language.

Code switching between two distinct codes or

between variations within one code (often referred to as
diglossia) illuminates the social reality and cultural
functions of language (Ferguson, 1959; Pride, 1979;

----------

------ -----------------
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Goffman, 1981; Gumperz, 1982; Fasold, 1984).

To the native

speaker, the dissimilarity between French and German is
readily apparent.

However, for the non-native

spea~er

of

French, variations in the French language may not be so
obvious.

These variations can be divided into two

categories, referred to as High dialect (H) and Low dialect
(L) (Fasold, 1984).

Use of Hand L reflects an awareness

of how language is used to define and create
differentiation among social groups and social status.
Examples of Hand L can be found throughout the world among
many languages; an example is seen in how "French is H in
Haiti, whereas it's L in French-based Haitian Creole"
(Fasold, 1984, p. 35).
The bilingual speaker who is able to code switch
from his/her minority native language into the dominant
culture's language demonstrates more than simple language
competency.

Making the appropriate code switch indicates

a linguistic sensitivity to the identity of the majority
speaker and understanding of his/her frame of reference or
linguistic reality.

In addition, the ability to code

switch from the minority language into the appropriate H or
L of the majority language highlights the internal socially
constructed realities and complexities within a single
language.

If the wrong language variation is selected, a

severe error may be committed unknowingly by the nonnative speaker.

Such an error may not be easily rectified,
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leaving the non-native speaker in an awkward position and
placing the speaker at a distinct linguistic and social
distance from the majority speaker.
Code switching from the visual language of ASL to
an auditory-plus-speech-reading reception of English may
present a significant array of linguistic and pragmatic
communication difficulties for many deaf/Deaf people.

In

situations where the hearing person does know sign, the
code switch will usually entail switching from ASL to a
code that remains more "English-like sign" (Woodward,
1982).

In this context, code switching represents not just

moving between two auditory languages.

Rather, it entails

moving between a visual language of ASL to an auditory
language of English or to an English-like sign system.
This switch not only includes visual and auditory changes,
but also entails social/linguistic reality changes
associated with all languages.

This type of communication

can be awkward for the hearing and the deaf/Deaf
individual unless both are true balanced bilingual speakers
of ASL and English.

Without fluency in both languages,

communication with all its subtle inferences may be
inhibited, impeded or avoided in the educational,
vocational and social setting.
Language provides a unique avenue for humans to
create their own reality and perception of the world.

By

analyzing the usage and meaning of a particular term(s) of
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a given speaker or language group, a great deal of insight
into how reality is linguistically constructed can be
gleaned.

The ability to communicute readily with others of

the same language groups demonstrates a shared linguistic
reality.

Code switching into another speaker's language

and functioning in a bilingual mode highlights a
sensitivity to multiple linguistic realities.

In addition,

code switching within one language (diglossia) demonstrates
the function of language in showing social status, rank,
deference and the power of language to define and shape
reality.
Culture
Language provides a common bond that helps weave
the beliefs, myths, history and structure of a group into
a unified social identity.

Attempting to discuss culture

as a totally separate entity from language is an extremely
difficult, if not an almost impossible undertaking.
Language provides a platform and mechanism for reviewing
the complex relationships and interaction of thought,
meaning, and speech and how these are manifest in cultural
behaviors, beliefs, myths and traditions.

It is the

beliefs, traditions, values and behaviors of a group that
construct their culture (Baker and Coke1y, 1980; Frishberg,
1986); yet, from another perspective, it is language that
plays the central role in the group enacting these beliefs
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and behaviors.
intertwined.

Language and culture are strongly
The interrelationship between language and

culture can be considered or treated as communication
(Hall, 1959; 1976).

From Hall's (1959) perspective, it is

the failure to communicate effectively that raises
difficulties with other individuals.

This si@ple truth

carries extraordinary weight when trying to examine the
complexities of cross-cultural communication, especially
for those who cannot hear when they attempt to communicate
with those who can hear.

As Hall (1959) remarks:

• • . not only is culture imposed upon man, but it
is man in a greQtly expanded sense. Culture is the
link between human beings and the means they have
of interacting with others. The meaningful
richness of life is the result of the millions of
possible combinations involved in a complex culture
(Hall, 1959, p. 213).
This section will build on the perspective by Sapir
(Mandelbaum, 1949) and Whorf (1956) and others that
language is the critical key or avenue for communication,
culture and understanding human behavior and consciousness.
A comprehensive perspective of thinking and human behavior
can be drawn from the works of a prominent Russian
psychologist and theorist who wrote extensively on the
relationship between thought, speech and social practice:
Lev Semonovich Vygotsky (1896-1934).

Vygotsky's (Wertsch,

1985) perspective was to consider human communication as
a whole, while examining the interrelationships of the
different components which make communication possible.
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From a Vygotskian perspective, the process of thinking, the
meaning attached to words and social/cultural reality
cannot be readily separated into distinct categories or
components.

It is the interfacing and interrelationships

of these components that also cannot be overlooked when
attempting to understand an individual's cognitive and
cultural development (Rogoff and Morelli, 1989).

Vygotsky

highlights the importance of a shared lexicon and word
meaning for effective communication and comprehension of
social/cultural events when he states:
It turns out that just as social interaction is
impossible without signs, it is also impossible
without meaning. To communicate an experience or
some other content or consciousness to another
person, it must be related to a class or group of
phenomena (Reiber and Carton, 1987, p. 48).
Word meaning cannot be separated from thought or from
speech.

Without meaning, the act of speech or thought is

not connected to any phenomena and the word remains an
empty, unattached entity.

The intertwined connection

between thought, speech and word meaning form what Vygotsky
calls a "unit of verbal thinking."

Vygotsky believes that

word meaning is not tied to one specific object or thing;
rather, word meaning is generalized to a group or set.
Vygotsky states this concept in the following way:
Therefore, generalization in word meaning is an act
of thinking in the true sense of the word. At the
same time, however, meaning is an inseparable part
of the word; it belongs not only to the domain of
thought but to the domain of speech (Reiber and
Carton, 1987, p. 47).
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This generalization of word meaning provides an avenue for
the individual to mediate and internalize the external
social/cultural world:

"

•• thought moves from primitive

forms of generalization to higher and more complex forms,
the very nature of the reflection and generalization
of reality in the word changes • • • " (Reiber and Carton,
1987, p. 245).

The connection between meaning, thought and

the way(s) meanings are generalized to groups or phenomena
does not remain static; rather, the connection between word
and meaning changes and evolves over time.

The socia1/

cultural reality of the individual can evolve and be
modified as generalization of word meaning is expanded to
include new situations and applications.
In relationship to children, Vygotsky emphasized
that the continued development of the child's psychological
and cognitive abilities in turn opens new avenues for
social interaction.

As children shift control or

responsibility from others ((external) to themselves, they
progress through what Vygotsky labeled the "zone of
proximal development" (Wertsch, 1985, p. 11).

Vygotsky

defines this as the difference between a child's
• • • actual development as determined by
independent problem solving and the level of
potential development as determined through problem
solving under adult guidance or in collaboration
with more capable peers (Cole, 1978, p. 86).
As the child then adopts social roles of adult behaviors,
this shift is seen as an interactional process of cognitive
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and cultural development (Wertsch, 1985).

This shift in

zone of proximal development reflects the unique role
language plays in the development of culture and the unique
ability language provides in communicating with others of
similar or differing cultures.

In a sense, culture and

cognition through interaction create each other as the
child matures, develops and takes on roles in the social
structure.
The writings of Vygotsky (John-Steiner, 1985) also
offer an interesting perspective on the cultural
development of bilingual/bicultural individuals.

Contrary

to a popular belief held in the United States during the
1930's that first and second languages function as separate
entities and first languages interfere with second language
acquisition (e.g., German immigrants learning English),
Vygotsky believed first and second languages are
intertwined (John-Steiner, 1985).

From a Vygotskian

perspective, acquisition of a first language occurs in an
almost unconscious fashion, with minimal effort on the part
of the child.

However, second language acquisition occurs

through a more conscious involvement of the learner and is
tied in with the individual's knowledge and abilities of
his/her first language.

Vygotsky's perspective is that

second language acquisition involves conscious cognitive
and linguistic strategies, with success being dependent on
the learner's abilities/knowledge of his/her first
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language.

While this perspective was not supported in the

United States during the early part of the century, current
research is finding this interdependency perspective to be
valid (John-Steiner, 1985; Cummins and Swain, 1986).
Current research is also pointing toward the important role
the educational, social/cultural environment plays in
learning a second language for the child or adult learner
(Cummins and Swain, 1986).
Vygotsky's (Wertsch, 1985) perspective emphasizes
the importance of examining the intricate rolG language
plays in communication, thinking and development of an
individual's reality and ultimately a group culture.
While Vygotsky does not address the affect depravation of
auditory language may have in the development of thinking
and cognition among deaf individuals, his perspectives
help highlight function of language, thinking and deafness.
As noted earlier, acquisition of speech by deaf individuals
has historically been connected with intelligence and
viewed as an all-important factor in cognition.

Language

delay among deaf people has been well documented throughout
history (Moores, 1987); however, the affect of language
delay or lack of auditory language development on thinking
is openly debated in the literature (Martin, 1985).

A

reoccurring historical theme in the literature in regard
to the overall deaf popUlation has been to label their
thinking as concrete rather than abstract (Lane, 1984).
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This perception of deaf people as "concrete" thinkers has
been closely tied to traditional beliefs that ASL was not
a language, but rather an ungrammatical form of English, or
solely a mime and gesture system which inhibits abstract
thinking (Woodward, 1982).
One of the earlier researchers to investigate
thinking and intelligence among the deaf population was
Hans Furth (1966).

Furth (1966) began his work with the

premise that deaf adults who apparently do not have a
command of a verbal language are still readily capable of
varying levels of abstract thinking in their daily lives.
Although Furth (1966) does not separate deaf individuals
from Deaf individuals, he takes the position that thinking
and intelligence are not dependent upon verbal language.
Instead, Furth (1966; 1973) suggests that thinking can/does
occur on abstract levels for many deaf people, without the
concurrent development of a verbal language.

By utilizing

a series of performance rather than verbal tests with deaf
individuals, Furth draws the conclusion:
Thinking is undoubtedly an internal system, a
hierarchical ordering within the person of his
interaction with the world. The symbol system of
language mirrors and in a certain way expresses
that internal organization. However, the internal
organization of intelligence is not dependent on
the language system; on the contrary, comprehension
and use of the ready-made language is dependent on
the structure of intelligence (Furth, 1966, p.
228) •
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Furth's (1966 and 1973) research maintains a strong
advocacy for the position that deaf people do not need an
auditory language in order to develop as thinking children
and adults.

His early research and ongoing work in this

area has recently received strong indirect neurolinguistic
support from research by Poizner, Klima and Bellugi (1987)
at the Salk Institute for Biological Studjes in La Jolla,
California.

The ongoing research at the Salk Institute has

demonstrated strong parallels between the neurological
storage and management of ASL and English.

While the

neurological aspect of ASL will be explored in depth in
Chapter three, the research by Bellugi, Poizner and Klima
(1989) does lend credence to Furth's early position that
thinking and intelligence can occur across modalities
without the prerequisite of verbal language.
The ways deaf/Deaf people differ or perhaps do not
differ in cognitive abilities or language processing from
hearing people based on the use of visual or impaired
auditory language skills remains an area in need of further
study (Martin, 1985).

While there is not a definitive body

of knowledge surrounding language, cognition and deafness,
the increasing knowledge of ASL and related culture
warrants further exploration of the inclusion of ASL and
Deaf Culture in the educational setting.

To facilitate the

exploration of these dynamics, educational policies and
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practices will be examined in light of the discipline of
communication and related fields.
Summary
The ability of students to master the English
language remains an ultimate goal of education in the
United States, for those with normal hearing and for deaf
individuals.

However, the deaf person's lack of exposure

to the English language in the same quantity, quality and
diversity as hearing individuals inhibits his/her ability
to develop native-like English language skills (Moores,
1987).

For example, Trybus and Karchmer (1977) found the

median reading score of deaf students age 20 and over to be
at a 4.5 grade level.

Approximately 10% of these in the

best reading group at age 18 had a reading level at eighth
grade or above (Trybus and Karchmer, 1977).

Achievement of

a fourth-grade reading level on standardized reading tests
among deaf graduates from secondary programs is also well
documented in the literature (Paul and Quigley, 1987;
Moores, 1987).

Some 60 years earlier, very similar results

were demonstrated by Pintner and Patterson (1916).

Using a

standardized test, Pintner and Patterson (1916) found that
deaf children age 14 to 16 usually attained reading scores
equivalent to seven-year-01d hearing children.

Although

reading scores alone do not give a complete picture of a
deaf individual's ability to work with the English language

- - - - - - - - - _ _---_. ..
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(Moores, 1987), it should be emphasized that the reading
scores are indicative of significant problems many deaf/
Deaf people have with the English language.
Communication between the deaf/Deaf and the hearing
often takes on a unique set of dynamics due to a variety
of physiological barriers and linguistic/cultural barriers.
Ineffective communication and delayed English language
acquisition may be enhanced by restructuring educational
policies and practices to include a wider multidisciplinary
approach to education with the deaf.
relevant

cultu~al

Exclusion of ASL and

information has been the norm rather than

the exception in the school systems, to the extent that
English (auditory and signed) has been the primary
modality/language for communication in the educational
setting (Woodward, 1982).

The lack of linguistic and

cultural information may potentially be counter-productive
when the educational practices of the deaf or hearing are
viewed through a cognitive and sociolinguistic perspective
(Whorf, 1956; Hall, 1976; Woodward, 1982; Furth, 1973;
Kozulin, 1986; Reiber and Carton, 1987).

Research from the

field of anthropology, psychology, sociology and
communication has demonstrated the critical importance of
considering language and cultural aspects for effective and
valued communication between individuals from similar and
differing linguistic and cultural groups.
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Vygotsky's (Cole, 1978; Wertsch, 1985; Reiber and
Carton, 1987) writings on generalization of word meaning as
an act of thinking highlight a process by which the
individual continues to generalize meaning to additional
groups or sets achieving higher levels of abstract
thinking.

Vygotsky's perspective illuminates the unique

role and function of language in cognitive development and
the mediation and internalization of culture.

While the

research on cognition among the deaf/Deaf is incomplete,
Furth's (1966) position that thinking and intelligence are
not dependent upon verbal language may provide a link
between utilizing a purely visual language (ASL) and
Vygotsky's (Reiber and Carton, 1987) generalization of word
meaning.

The generalization of word meaning and

development of cognitive functioning may well be achieved
through the medium of a visual language in much the same
manner as these processes are achieved through a verballybased language.

It is possible that the deaf/Deaf

individual can have external speech (ASL) and potentially
ASL can also serve as a mechanism for inner speech.
The following chapter will explore the historical
reasoning and justification for past and current
educational practices and policies with the deaf.

Chapters

three and four will examine language, culture and
bilingualism among minority language speakers and the deaf/
Deaf population.

This overview will help lay a foundation
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for potential cultural/linguistic similarities between deaf
education and bilingual education.

Chapter four will then

examine historical and current bilingual tenets underlying
the theory, practice and research of bilingual education in
the united States among hearing non-native speakers of
English.

The final chapter examines the potential of

expanding and modifying current practices in deaf education
in light of knowledge from fields which cross the
boundaries of sociology, psychology, communication and
linguistics.
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CHAPTER 2
EARLY ATTEMPTS TO INTEGRATE
THE DEAF INTO SOCIETY
Socialization and language preference are
interwoven into all aspects of human interaction.

Culture

is passed from generation to generation through the family
unit, through social interaction outside the family, and
the powerful force of education.

As with hearing

individuals, education has exerted tremendous influence on
the academic and vocational options as well as the social
and cultural beliefs of many deaf/Deaf individuals.
Documents outlining the development and growth of
deaf/Deaf signing communities during ancient times are
unclear and faintly scattered among the historical writings
on western civilization.

The existence of deafness has

always been a part of the human condition, although it is
difficult if not impossible to speculate on the number and
size of deaf/Deaf communities (Moores, 1981).

Research

conducted by Schein and Delk (1974) places the then current
(1974) incidence of hearing impairment in the United States
population at 6.6%.

This figure is then separated into

different degrees of hearing loss.

More recent research by

the U.S. National Center for Health Statistics (1987)
places the occurrence of hearing impairment at 9% across
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the general population.

Researchers have speculated that

the prevalence of acquired and inherited hearing loss was
greater during ancient times due to the lack of medical
intervention for various diseases and disorders and
diversified gene pool (Moores, 1987).

However, it should

also be noted that current medical techniques and early
intervention are keeping many at-risk babies alive who in
the past would not have survived.
It is reasonable to assume that among hearing
impaired and deaf individuals, the need for communication
led to the creation and refinement of visual sign
languages.

However, the search for the first "sign

language" is as elusive as looking for the origin of man's
first "natural" spoken language.

While records

acknowledging the growth and evolution of sign languages
around the world are predominantly embedded in educational
archives, earlier writings about deaf people do exist.
These writings often reflect a philosophical perspective on
the condition of deafness and the nature of intelligence
and language among deaf individuals.

The following

quotation from St. Augustine (354-430 A.D.) is not
representative of all ancient viewpoints on the deaf.

It

does, however, demonstrate consideration of communication
needs, language and intelligence among the deaf population.
If a man and a woman of this kind (deaf) were
united in marriage and for any reason they were
transferred to some solitary place where, however,
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they might be able to live, if they should have a
son, who was not deaf, how would the latter speak
with his parents? How can you think he would do
otherwise than reply by gestures to the signs which
his parents make to him? However, a small boy
could even do this~ therefore, my reasoning remains
sound. For what does it matter as he grows up
whether he speaks or makes gestures, since both
these pertain to the soul (Fay, 1912, p. 112).
In the sixth century A.D., mention is made of the
legal right of the deaf during ancient Roman times, in what
has corne to be referred to as the Justinian Code.

"Deaf-

mutes were recognized in the Code as a group which required
special attention and protection under Roman law" (Scouten,
1984, p. 8).

The term "dumb" is used in the code rather

than mute, and of interest is the differentiation made
between those who were:

born deaf and dumb, deaf and dumb

but not from birth, deaf from birth but not dumb, deaf from
an accident, and those who were dumb only (did not speak)
but were not born with this condition.

Each of these

general groupings placed specific legal rights and/or
limitations upon the deaf individual (Scouten,
Moores, 1987).

1984~

The legal differentiation among those who

can speak and those who cannot speak highlights the
importance of hearing and speech in the societal structure.
These factors continue to play a significant role in
helping to define the social, vocational and educational
position of deaf people throughout successive generations.
The first recorded attempt to provide "deaf mutes"
(as they were called) with language and/or the ability to
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speak, appears in the seventh century in the writings of
the Venerable Bede.

In his Ecclesiastical History of

England, Bede expounds on how, in 685 A.D., Bishop John of
Hagu1stat in Northumberland made the sign of the cross over
the tongue of a "deaf mute" and commanded him to speak
(Savage, Evans and Savage, 1981; Lane, 1984).

According to

Bede's writings, the deaf individual did speak, although
documentation of this event is only found in Bede's
writings.

Whether or not this actual event took place, the

reference to restoring speech to deaf individuals
highlights the importance placed on the ability to speak.
Throughout the centuries, development of oral communication
capabilities has been seen as an important step in
restoring deaf people to the hearing society and has been
used as a milestone for measuring a deaf person's command
of language (Lane, 1984; Padden and Humphries, 1988).

From

the time of Bede's works until many centuries later,
numerous individual names appear in print who claim to have
created a methodology for educating the deaf mute or to
have restored speech in the deaf mute.

Lane (1984) cites

ten prominent hearing individuals from the seventh century
to the mid 16th century (including Bede's reference to
Bishop John of Hagu1stat) in Europe who claim to have
instructed deaf individuals or helped them acquire oral
communication abilities.

These individuals worked

primarily as private tutors for the deaf, on a one-to-one

- - - - - - - - - - -----------
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basis, rather than conducting classes.

Lane (1984)

criticizes them for not developing a method for effectively
educating the deaf, but rather for devoting their energies
to producing individuals with "sham speech" and minimal
spoken language skills.

In essence, speech makes the deaf

person appear to be a clone of the majority hearing
culture, without actually providing him/her with a viable
language.
The various attempts to socialize and educate the
deaf through the use of audition and speechreading has
evolved into one distinct side of a methodological,
sociolinguistical and educational issue.
referred to as "oralism."

This approach is

It includes the use of speech,

speechreading and residual hearing for communication.

This

approach-versus-sign language has permeated the lives and
education of deaf people since education of the deaf began
(Moores, 1987).

Oralism-versu~-sign

language was labeled

the "war of methods" or "the 100 years war" even though the
controversy is now well over 100 years old and became an
extremely polarized issue during the late 1800's (Brill,
1984).

The methods war divided professionals and

nonprofessionals (deaf and hearing) in the field of
deafness as to which language (a visual language of signs
or an auditory-based language) was most "appropriate" or
"best" for educating deaf individuals.

While these two

polarized perspectives have remained distinct, some

----------------~
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blending and combining of the two methodologies has been
attempted over the centuries for the purpose of teaching
language to deaf children.
The first two individuals to make continuous and
specific use of sign language as a method of instruction
with the deaf were Pedro Ponce de Leon, a 16th century
monk, and the Abbe de l'Epee who established the National
Institute for Deaf-Mutes in Paris, France, in the 1760's,
the first public school for the deaf.

Pedro Ponce de Leon

was born in 1520 and became a Spanish Benedictine Monk in
the Monastery of San Salvador (Scouten, 1984).

During this

era in Spain, it was relatively common for wealthy families
to promote intermarriage as a way of controlling land and
financial holdings.

In order for heirs to inherit title

and wealth, they needed to be able to read, write and
speak.

Ponce de Leon began his education of the deaf with

two deaf brothers of the well-to-do Velasco family,
Francisco and Pedro de Velasco (Moores,
and Savage,

1981~

Scouten, 1984).

1981~

Savage, Evans

The Velasco's family

intermarriage patterns are believed to have contributed to
a very high incidence of deafness in successive
generations.

While records of Ponce's instructional

methods are not extensive, there is sufficient evidence to
show that he consistently employed the manual alphabet and
signs to instruct his students (Savage, Evans and Savage,

-------------------
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1981; Gannon, 1981; Lane, 1984).

The importance of Ponce's

use of sign and the manual alphabet is three-fold:
a)

He demonstrated that language did not have to be
auditory to be understood.

b)

Sign language was a viable instructional tool.

c)

Sign could be used in instruction in a way that
would benefit the learning and knowledge of written
and/or spoken Spanish.
Charles-Michel de l'Epee was not a young man when

he encountered his first deaf person, who led him into the
field of teaching.

Born in Versailles in 1712, he

completed his schooling by the age of 17 and planned to
pursue a vocation in the priesthood (Lane, 1984).

After

differing with church policies, he was blocked in religious
pursuits and took up the study of law.

Several years

later, de 1 'Epee returned to the priesthood, serving as a
deacon until his late 40's, when he undertook the
additional vocation with the deaf (Lane, 1984).
The story is told of how de l'Epee, during the
course of performing his religious duties in the poorer
section of Paris, visited a family with two deaf sisters.
Upon meeting the sisters and wishing to provide them with
religious instruction and to educate their minds, he
reasoned they could be taught written French by utilizing

sign language (Lane and Philips, 1984).

De l'Epee had a

keen interest in developing the minds of the two deaf
siste~~

and saw the vehicle of language (sign language) as

- - - - - - - - - - ------- ..-
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a viable means to this end.

Sign language was not

something that de l'Epee invented for the deaf.

The deaf

author Pierre Des10ges relates how the deaf of Paris were
using sign language long before de l'Epee established his
school (Lane, 1984; Lane and Philips, 1984).

It was this

visual language, French Sign Language (FSL), that de l'Epee
learned for the purpose of communicating with and educating
the two sisters.
The methods employed by de l'Epee did not go
without notice by other educators, and much of it came in
the fq;:P1 of strong opposition.

De l'Epee writes:

But I had other, more formidable adversaries to
combat, namely those theologians, rationalistic
philosophers, and academicians of various
nationalities who held that metaphysical ideas were
inexpressible by signs and hence necessarily beyond
the understanding of the deaf (Lane and Philips,
1984, p. 53).
opposition also came in the form of those who
favored oral education techniques and communication for the
deaf.

Two of the strongest supporters of oral education

for the deaf were Jan Conrad Amman and Samuel Heincke
(Scouten, 1984; Lane and Philips, 1984).

Heincke became

known as the "Father of German Ora1ism" (Scouten, 1984).
While the methods controversy gathered force, the use of
sign, speech and a modified form of FSL was being debated
and formulated at the National Institute for Deaf-Mutes in
Paris, France.
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The Paris deaf/Deaf community possessed a living
visual language long before the establishment of the Paris
Institute.

The school attracted deaf people from around

Europe who came as students and visitors., These students
brought with them the fundamentals of a sign language, or
di~tinctive

skills in a £ign language, or a regional

dialect v or a unique home sign system, and always a
culture.

All languages evolve through continual use, and

the school served as a focal point for the free exchange of
sign, culture and ideas.

De l'Epee lived to see the

founding of a dozen schools throughout Europe "from Rome to
Amsterdam, from Madrid to Vienna" (Lane and Philips,
p. 7) before his death in 1789.

1984,

The number of schools grew

to over 60 during Sicard's lifetime, yet they all held in
common the use of sign language as the medium of
instruction and social interaction.

Many of these schools

newly founded throughout Europe were established by deaf
individuals who had attended and graduated from the school
in Paris.

The culture, language and education assimilated

by these deaf individuals was thus disseminated throughout
Europe.

The propagation of new schools in Europe was as

essential to the evolution of sign language and the
deaf/Deaf community as the founding of the schools
themselves.
The National Institute for Deaf-Mutes was not
without its own internal strife that would leave a mark on

---------_._..•. _-- _....•....
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the worldwide social, linguistic and educational fabric of
the deaf/Deaf.

In addition to the ora1-versus-sign

controversy which raged outside the walls of the school, a
sociolinguistic controversy arose within the school.

De

l'Epee grew up in an auditory world and, as can be
expected, he learned the language which surrounded him,
spoken and written French.

He adopted the linguistic

patterns of spoken French, written French and the cultural
aspects of being a Frenchman of his time.

For several

decades, de l'Epee read, wrote, heard and spoke French
before meeting the two deaf sisters and undertaking the
study of French Sign Language (FSL).

FSL like ASL does not

have a written form, and taking the signs out of their
visual three-dimensional context and transcribing them
directly into written English or French produces what
appears to be an ungrammatical or a "poor quality" form of
English or French.

While de 1 'Epee recognized and accepted

the language of the deaf as a viable means of
communication, he demonstrated a strong propensity to
modify it in the image of his spoken language (Lane, 1980).
He believed for educational purposes that FSL could be
enhanced by dia1ectizing it towards spoken French.

De

1 'Epee set about doing this by placing the signs of FSL in
spoken French word order, creating affixes, creating signs
to represent French words, and making other changes to
represent spoken French on the hands.

He named this
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modified system "methodical signing" (Baker and Battison,
1980; Lane and Grosjean, 1980; Lane, 1984; Lane and
Philips, 1984).

The system of representing an auditorily-

based language on the hands became extremely cumbersome.
The following quotation helps to illuminate the situation:

"

• in American (or French) Sign Language, for example,

'try to understand me,' which requires two signs,
appropriately placed and carried out.

" would require

ten signs to express in the methodical sign system (Lane,
1984, p. 63).

By the 1830'sr the use of methodical signing

had been dropped in the Paris school.

The same system

brought to America in the early 1800's by Laurent Clerc and
Thomas Hopkins Gallaudet had also been eliminated.

This

system, which had figuratively collapsed under its own
weight, was replaced by the indigenous sign languages of
the respective countries, American Sign Language and French
Sign Language.
Education of the Deaf Begins in America
The founding of post-secondary education for the
deaf worldwide can be strongly linked to the establishment
of the Connecticut Asylum for the Education and Instruction
of Deaf and Dumb Persons by Thomas Hopkins Gallaudet and
Laurent Clerc in Hartford, on April 15, 1817 (Gannon,
1981).

The Connecticut Asylum itself did not provide post-

secondary education; however, Thomas Hopkins Gallaudet's
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son, Edward Miner Gallaudet, played an important role in
founding the only liberal arts post-secondary institution
specifically for the deaf in the world.

The Connecticut

school was also the first permanent public school for the
deaf in America.

As in Paris, France, an indigenous sign

language (ASL) and deaf/Deaf commUi
establishment of the Hartford school

. ~~ted prior to the
(~o0res,

1~S7).

Thomas Hopkins Gallaudet (1787-1851), who graduatL'
from Yale at age 18 and then completed his studies in
theology, became involved in the field of deaf education
primarily by chance.

He happened to meet his neighbor's

deaf daughter, Alice Cogswell, in 1814, and he became
interested in how she might learn and communicate (Moores,
1981).

Gallaudet, with the personal and financial support

of Dr. Mason Fitch Cogswell and individuals from the
business community, set about studying communication and
educational techniques for the deaf.

His study began in

America, but quickly took him to Europe in 1815, where
educational institutions were already established and where
several deaf American children had studied.

During his

initial visit to Great Britain, Gallaudet attempted to
negotiate a course of study for himself with the Braidwood
family.

The Braidwood family dominated deaf education in

Great Britain and were not open to sharing their family
trade secrets.

The Braidwoods proposed a course of study

for Gallaudet lasting four to five years which was never to
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become a reality (Moores, 1981).

Instead, Gallaudet

attended a lecture in Great Britain in 1815 presented by
Roch-Ambroise Sicard (who had succeeded de l'Epee) and
pupils from the Paris school.

Gallaudet's negotiations

with the Braidwood family had proven fruitless; and he
traveled to Paris, France in 1816 to study the French
method of instruction.

Gallaudet was well received at the

Paris school and began intensive study.

After several

months of instruction, Gallaudet persuaded Laurent Clerc,
a former deaf student and now teacher at the school, to
return to Hartford with him.

During their 52-day trip by

ship back to the United States, Clerc worked on his
English, and Gallaudet enhanced his skills in FSL,
methodical signs, and the French language (Lane, 1984).
After working diligently to secure funding for a
modest school, Gallaudet and Clerc succeeded in
establishing the Connecticut Asylum for the Education and
Instruction of Deaf and Dumb Persons.
April 15, 1817 (Gannon, 1981).

The school opened

Twenty-one students were

listed in the July, 1817 annual report (Moores, 1981).

The

establishment of other schools along the East Coast
followed in rapid succession and, as noted earlier,
methodical sign language was omitted in favor of American

Sign Language by the 1830's.
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America:

1830's - 1900

The language choice of deaf education would swing
from methodical signing during the early 1800's to ASL, to
dominance by the oral approach during the late 1800's.
These shifts and contacts between the majority language of
English and the minority language of ASL continued to
influence the deaf/Deaf community, education of the deaf
and educators of the deaf.

A continuum of communication

systems evolved, from the visual language of signs to the
auditory-based language of English.

The majority language

was repeatedly used as the model for the indigenous sign
language or as the language used to teach the deaf to
lipread and speak.

From this linguistic interaction, a

third distinct form of sign communication slowly developed
and was used extensively in education of the deaf.

The

combined method had characteristics of both ASL and
English, signing and speaking aloud simultaneously or
signing and mouthing the English words at the same time
(Brill, 1984).

This approach took the ASL signs out of

their original context and placed them in English word
order.

It did not include affixes and other grammatical

aspects of methodical signs or of ASL, but retained the ASL
signs in English word order.
Development of a cultural and linguistic identity
among the deaf population evolved through many avenues.
One was the establishment of professional publications and
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organizations.

One professional journal, American Annals

of the Deaf, started publication in 1848 at the American
School for the Deaf in Hartford, Connecticut.

Since its

inception, the Annals has served as a platform for
research, professional trends and opinions.

The trade of

printing was considered a viable occupation for deaf
students and was taught in schools for the deaf.

Many

school newspapers, such as The Deaf Mute which began at the
North Carolina School for the Deaf in 1849, also served as
a place for the exchange of local, state and regional news
and information.

State organizations such as the New

England Association of the Deaf, founded in 1850 and
followed by the New York Association of the Deaf in 1865,
led the way for the founding of the National Association of
the Deaf in 1880 (Gannon, 1981).

In essence, given the

limited travel and available communication network for deaf
individuals at that time, the school publications helped
serve as a vehicle for sharing current educational
practices, political and social activities among deaf
individuals and organizations throughout the United States.
These organizations, publications and various ancillary
activities helped to establish firmly the deaf community as
a cohesive linguistic, political and cultural network in
the United States.
Another avenue for development of cultural and
linguistic identity for the deaf/Deaf population occurred
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with the establishment of Gallaudet College.

From 1817,

when Thomas Gallaudet and Laurent Clerc established the
Asylum for the Education and Instruction of Deaf and Dumb
Persons, to the 1860's, schools for the deaf enjoyed
recognition and acceptance of sign language as their means
of communication and identity.

The number of schools

increased dramatically during the first half of the 1800's,
but the need for higher education of the deaf remained an
area largely unexplored.

Thomas Gallaudet's son, Edward

Miner Gallaudet, during the early 1860's began formulating
plans for a collegiate department in the Columbia Institute
for the Deaf and Dumb and the Blind in Washington, D. C.
In 1864, E. M. Gallaudet drafted a bill to incorporate a
collegiate department at Columbia Institute (Fischer and de
Lorenzo, 1983).

This department was considered an addition

to the usual course of study required for graduation from
the Columbia Institute.

The bill was presented to Senator

James W. Grimes of Iowa, who carried it through channels
where it was taken up for debate by the Senate.

After a

protracted debate, the bill was passed by the Senate and
the House and signed into law by President Lincoln on April
8th, 1864 (Fischer and de Lorenzo, 1983).
E. M. Ga1laudet was elected president of the
college on June 22, 1864, and began formulating plans for
academic standards, courses of study, and procedures for
the management of staff, faculty and resources.

-----------------

------

The
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collegiate department was officially named the National
Deaf Mute College in 1885.

The name was changed to

Gallaudet College in 1894 in honor of Thomas H. Gallaudet
(Fischer and de Lorenzo, 1983).

Gallaudet College (now

Gallaudet University) has provided a focal point for higher
education of the deaf and has remained the only liberal
arts college specifically designed to meet the needs of the
deaf/Deaf population worldwide.
By the

l860~s,

the number of deaf teachers of the

deaf rose to a peak of 40.8% (Gannon, 1981).
...................... --

The number of

deaf black teachers of the deaf also began to increase
during this time.

The deaf black teacher " • • • creates

self-respect and self-confidence and serves as an incentive
for the students to aspire for greater achievement"
(Gannon, 1981, p. 3).

This quotation applies by extension

to all teachers who were deaf.

The academic, social,

vocational and linguistical role modeling of a deaf teacher
was and remains extremely important for deaf students.

The

percentage of deaf teachers, however, declined toward the
end of the 1800's as "the oral-versus-sign" methods war
grew stronger in the United States (Gannon, 1981).
Oralism, A New Era Unfolds
A push for oral education and the eradication of
sign language took on significant momentum around the world
after the 1880 Milan conference on Education of the Deaf.

---------_._--_
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Milan, Italy was the setting for the Second International
Congress on Education of the Deaf; 164 active members
attended, representing eight European countries and the
United States (Brill, 1984).

The majority of participants

were hearing with only one deaf individual present (Lane,
1984).

In a fever that was to sweep the European countries

and the United States, delegates at the congress passed
several resolutions aimed at abolishing sign language.

The

first of these resolutions:
The Convention, considering the incontestable
superiority of speech over signs, (a) for restoring
deaf-mutes to social life, and (b) for giving them
greater facility of language, declares that the
method of articulation should have the preference
over that of signs in instruction in education of
the deaf and dumb.
Considering that the simultaneous use of signs
and speech has the disadvantage of injuring speech
and lipreading and precision of ideas, the
Convention declares that the oral method ought to
be preferred (Gallaudet, 1881, pp. 5-6).
The "incontestable superiority" of speech and the
drive to normalize deaf people in the image of the hearing
majority lead to strict sanctions against the use of sign.
The belief that sign was to blame for social isolation and
a host of educational and vocational difficulties faced by
deaf people quickly turned sign language into a scapegoat.
• • • the pedagogical measures for suppression in
mild terms: the children were told to be ashamed
of themselves for signing; rewards were given for
not signing all week. But it is easy to imagine
that more severe measures were taken. We know that
holes were drilled in doors so the staff could
detect signing in secret (Lane, 1984, p. 397).
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A number of strict oral schools were established throughout
the United States.

Academically, the majority of signing

schools swung to an oral-only approach.
The inventor of the telephone, Alexander Graham
Bell, lent his personal wealth and prestige to the oral
movement.

Bell spent extensive time, energy and money

opposing both Laurent Clerc and Edward Miner Ga11audet.

He

believed that schools for the deaf and sign language were
creating a deaf/Deaf community which fostered and promoted
intermarriage among the deaf (Lane, 1984).
eugenicist who believed in social Darwinism.

Bell was also a
He took these

beliefs public in regard to the deaf when he wrote Memoir
Upon the Formation of a Deaf Variety of the Human Race, a
presentation to the National Academy of Sciences which was
printed for dissemination throughout the nation.
Bell opposed hiring deaf teachers, intermarriage
among the deaf, and any activity that promoted or allowed
interaction of deaf people with other deaf people.

He

believed this type of socialization segregated and isolated
the deaf from the hearing world and the normal aspects of
life (Gannon, 1981).

Bell was joined in his quest to

""normalize" the deaf by many people of political influence
and financial resources.

The social, educational and

vocational impacts of the attack on deafness as some type
of affliction and sign language as a scapegoat for
difficulties faced by deaf people were immeasurable.

The

56

repercussions of the oral movement were not significantly
questioned or modified until the 1960's.
America:

1900 - 1980's

While the oral-versus-sign controversy embroiled
all facets of education of the deaf, the deaf/Deaf
community remained a strong network of individuals sharing
a common language of signs.

The controversy gave rise to

heated arguments among deaf and hearing individuals alike.
Debates and accusations were published in the professional
journals and surfaced at national conventions.

The

following excerpt from the American Annals of the Deaf
highlights the question echoed by many:

"Is the sign

language really the enemy which we must combat under all
circumstances in order to attain our aim of restoring the
deaf to speaking humanity?" (Steppuhn, 1911, p. 127).

It

should be noted that while the "methods war" drove the
majority of sign language use underground, it was often
hearing individuals in positions of power who defined the
battle lines in opposition to signing deaf/Deaf people.

As

might be expected, influential hearing individuals were
from the majority language and culture, who might or might
not represent the opinions of the majority of deaf
individuals and potentially the evolving Deaf community.
By the late 1960's, many schools for the deaf began
adopting the communication approach of signing and speaking

-----------

-~---

-
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at the same time, known as the combined method.

This type

of communication was expanded during the late 1960's by Roy
Holcomb to include a multidimensional communication
approach of signing, fingerspe11ing, speech, and auditory
training labeled Total Communication (TC) (Gannon, 1981).
TC's underlying philosophy is that the child has the right
to communicate however she/he finds most beneficial.

In

reality, this usually means that students are required to
sign and speak at the same time (Moores, 1987).

Reasons

for the move to incorporate signing appear to be:
a)

Signing deaf/Deaf children of deaf/Deaf parents
were superior to deaf children of hearing parents
in English abilities, overall academics and social
maturity.

b)

Sign language does not impede development of spoken
language.

c)

The pure oral approach had not yielded academic
achievement at the level expected (Meadow, 1980;
McAnally, Rose and Quigley, 1987; Moores, 1987).
with the reintroduction of sign into educational

programs for the deaf during the 1960's, several sign
systems were created to represent English on the hands.

As

with methodical signing, the intent was to help deaf
children master the majority spoken language.

A deaf

individual, David Anthony, was the primary force in
developing a new signing system based on English.

He

called the signing system Seeing Essential English (SEE).
In this system, "every English word would have a distinct
sign--even parts of a word (morphemes) would have a sign--
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and these signs would follow the spoken English word order"
(Gannon, 1981, p. 370).

SEE differs in structure and

grammar from American Sign Language (ASL) in much the same
ways that methodical sign differed from French Sign
Language (FSL).

Both methodical sign and SEE were created

to represent an auditory language on the hands, whereas ASL
and FSL are visual human languages.

David Anthony's system

was followed by several other similar systems:

Dennis

Wampler introduced Linguistics of Visual English
(L.O.V.E.), and Geri1ee Gustason, Donna Pfetzing and Esther
Zawo1kow created Signing Exact English (SEE II) (Gannon,
1981).

Much like methodical signing of nearly 200 years

earlier, these systems were not extensively adopted by the
deaf/Deaf community and remain in modified forms in the
academic setting.
Kindergarten through 12th-grade education for the
deaf continued to grow and expand throughout the 1960's.
However, post-secondary education remained unaccessible
with the exception of Ga11audet College (which was not
accredited until 1955), and a few programs such as the
cooperative effort between Riverside School for the Deaf
and Riverside Community College provided formal education
for the deaf until the mid 1960's (Moores, 1987).

In 1965,

the United States Congress authorized the establishment of
the National Technological Institute for the Deaf (NTID).
The Rochester Institute of Technology (RIT) in Rochester,
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New York, was chosen to serve as the host facility for
NTID.

NTID was considered the technical two-year

counterpart to Ga11audet's four-year liberal arts degree
programs.

NTID provided sign interpreting, notetaking,

tutoring, vocational and social counseling, and other
specialized support services for the deaf student body
(Moores, 1987).

In 1968 and 1969, three federally-funded

programs--De1gado Vocational Technical Junior College,
Seattle Community College and St. Paul Technical Vocational

..

Institute--were established to provide extensive support
services for deaf students in colleges traditionally for
hearing students (Moores, 1987).

NTID, Ga11audet, Delgado,

Seattle and St. Paul all offered preparatory programs
across a variety of college disciplines including English
to help prepare the student for college level work.
The passage of the civil rights legislation in the
early 1960's mandated civil liberties and rights for
minorities.

For many disabled individuals a type of civil

rights legislation was passed in the early 1970's.

The

1973 Rehabilitation Act (Public Law 93-112), signed into
law by President Richard M. Nixon, continued services for
disabled people and provided a number of new services
(Scotch, 1984).

One particular part of the law which has

had far reaching impact for the deaf in post-secondary
education is section 504 of the Rehabilitation Act.
Section 504 states:
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No otherwise handicapped individual in the united
states, as defined in section 7 (6), shall, solely
by reason of his handicap, be excluded from
participation in, be denied the benefits of, or be
subjected to discrimination under any program or
activity receiving Federal financial assistance
(Scotch, 1984, p. 4).
The law made it possible for deaf students to select from
a greater array of community colleges, four-year colleges
and universities throughout the United States and be
provided free and appropriate educational support services.
In 1972, 27 programs in higher education provided
support services for deaf students.

By 1982, 108 programs

existed and served a total of 4,562 deaf students.

In

1982, the combined enrollments of Gallaudet and NTID
accounted for approximately one-half of the 4,562 students
(Stuckless and Delgado, 1973; Rawlings, Karchmer and
DeCaro, 1983).

In 1972 and 1982, the majority of programs

reported having sign language interpreters available.

The

growing enrollment of deaf students in higher education,
the use of sign language and interpreters may be a result
of the 1970's legislation, a social trend, or both.
However, while the number of deaf students entering higher
education is increasing, the percentage of those who
complete four-year degrees remains at approximately 5%
(Moores, 1987).

The increase in student numbers, evidence

of preparatory programs and relatively low number of
students completing four-year degrees certainly
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demonstrates the strong possibility that many deaf students
are not well prepared to handle college level work.
The trend toward accepting ASL for foreign language
credit in many universities and colleges is not a result of
legislation but rather of research.

As noted in Chapter

one, work by Stokoe (Gannon, 1981), Furth (1966), Klima and
Bellugi (1979), Woodward (1982) and numerous others has
demonstrated that ASL is a unique human language.

This

research continues to investigate ASL and has helped to
stimulate research on other sign languages around the
world.
Another social trend to evolve during the late
1970's and 1980's has been the development of a social and
linguistic identity of the Deaf community.

This social and

linguistic awareness has simultaneously evolved along with
the larger hearing society's recognition of ASL as a
language (Padden and Humphries, 1988).

The blending of

legislation, social identity and research on ASL may all be
factors in the dramatic increase of deaf/Deaf students
enrolling in higher educational institutions during the
past two decades.

Whatever the exact reason, deaf/Deaf

people are attending colleges and universities in much
larger numbers than ever before.

However, many of these

students are still entering with deficient English language
skills which pose serious obstacles fOl: their educational
success.
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Summary
The deaf/Deaf population of the United States has
a rich heritage, language and culture that can be traced
through the development of western civilization.

Much of

recorded history portrays social efforts to "normalize" and
assimilate the deaf into the hearing society.

These

attempts to normalize the deaf have predominantly been
exercised through the educational process.

Defining the

acceptable modalities and language of communication within
the educational process has remained an arena of bitter
contention between the hearing majority and the deaf
minority.

Records remain unclear concerning opposition

faced by Pedro Ponce de Leon in the 1500's when he used
sign as a means of instructing the deaf.

By comparison,

strong opposition and controversy are well documented in
the archives of the work undertaken by de l'Epee and Edward
Miner Gallaudet.

Throughout history, the methods war has

shaped the vocational, social and educational lives of the
deaf.
Efforts to incorporate the visual language of signs
into the educational process have been repeatedly
challenged by two assertions:

"Sign language is not a

language" and "speech is all-important to thinking and
restoring the deaf to the hearing world."

Justification

for the dominance of English in either oral communication
with the deaf or English-like signing appears to rest

- - - - - - - - _..._--_.--_.-.-
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heavily on attitude and opinion rather than on success of
the methodology.

In the face of this continued denigration

of sign language, ASL has remained an integral part of the
deaf/Deaf community.

Although ASL is accepted as a

legitimate foreign language option by many institutions of
higher education, educational programs for the deaf which
do incorporate sign still tend to be dominated by signed
English communication.
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CHAPTER 3
THE IMPACT OF DEAFNESS ON COMMUNICATION
The deaf/Deaf individual lives in a world of
audition, a world where the transmission of language rests
primarily with the production of speech and the auditory
reception of language.

Limited access to the auditory

reception of language may well inhibit the deaf/Deaf
individual's development of an auditorily-based language
and his/her ability to interact freely with those who can
hear.

Although it is not until interaction is attempted

between a hearing individual and a deaf/Deaf individual and
this invisible "handicap" becomes a barrier to
interpersonal communication that communication can become
awkward for both hearing and deaf/Deaf individuals.
Hearing individuals tend to speak louder, exaggerate their
words and gestures, and to assume the deaf/Deaf individual
can lipread.

It is interesting to note that the term

handicap is not a term applied to the deaf/Deaf by the
deaf/Deaf.

Rather, it is a term traditionally used by the

hearing population to describe the deaf/Deaf person's
inability to hear.

Little thought is usually given by

hearing people to the impact a hearing loss has on all
aspects of life.
communication.

---------~

~

~

~--

-

A hearing loss is an invisible barrier to
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Numerous stories are told by deaf/Deaf adults of
the surprise felt when they discovered (as a child) they
were different from other children (Padden and Humphries,
1988).

For the signing Deaf child of signing Deaf parents,

learning that the majority of people outside his/her
immediate family do not sign and they can "speak" is an
astounding realization.

Likewise, for the deaf child of

hearing parents, learning he/she is indeed different from
parents and siblings leaves an impression rarely forgotten
(Padden and Humphries, 1988).

The knowledge he/she is

different and that he/she will be attending a school
predominantly managed by hearing people marks the beginning
of an often long undertaking to master the complexities of
a world based on spoken language.
The focus of this chapter is on the sociolinguistic
and psycholinguistic theory and research relevant to the
communication modes, languages and language development of
many deaf/Deaf people.

This information will then be

viewed in light of bilingualism, monolingualism and
bilingual educational opportunities for the deaf/Deaf.
A Historical Perspective
On Communication with the Deaf
A historical perspective will illuminate current
issues related to bilingual and bicultural communication
among deaf/Deaf individuals.
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1)

The deaf community has had a more difficult
time overcoming inferiority stereotyping by the
majority culture than other minority groups since
deaf people are viewed as a MEDICAL pathology.

2)

In the deaf community less than 10% of deaf
children have deaf parents. Thus, the majority of
deaf children belong to a different culture from
their parents and must be enculturated into the
minority group through means other than their
parents.

3)

The primary language of the deaf community
differs not only in code structure but in channel
structure from the majority language (Woodward,
1982, p. 11).

One of the most difficult stigmas the deaf/Deaf community
has faced is that of the medical pathological view, which
places deaf/Deaf people in a category of individuals who
need to be "cured."

Woodward~s

(1982) research reveals

that often deaf/Deaf are viewed as defective Hearing people
and their language and cultural identity is basically
ignored.

Curing the deaf/Deaf of their hearing impairment

has long been a goal of the majority society but has also
remained an unattainable goal.

This perspective gave many

doctors and laymen of early years a justification for
performing barbaric surgical procedures on the deaf/Deaf in
attempts to cure them (Lane, 1984).

Recent years have seen

the rapid expansion of medical knowledge related to hearing
loss, yet an extremely slow acceptance of cultural and
linguistic aspects of the deaf/Deaf community.

The deaf/

Deaf community has resisted several attempts to modify its
visual language by majority language speakers and others
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who believe the visual language can be improved.

Attempts

have also been made to eradicate completely the sign
language used by the deaf/Deaf community (Gannon, 1981;
Lane, 1984).

Like most movements undertaken by the

majority society for any minority group, these
aforementioned changes have been proposed for the "good" of
the deaf/Deaf.

stereotyping "deafness"" as a pathological

problem in need of a medical cure and the repeated attacks
on their visual language have placed the deaf/Deaf
community in a unique sociolinguistic position in the
hearing world, a historical position common to deaf/Deaf
communities not only in the United States but throughout
the world (Lane, 1984; Lane and Philips, 1984; Padden and
Humphries, 1988).
Contact between a hearing and a deaf/Deaf
individual can result in communication framed in a
monolingual or ethnocentric cultural way.

At worst, this

frame of reference maintains a pathological view of the
deaf/Deaf person.

The impact of a monolingual

communication perspective is that a hearing individual with
little or no sign skills may develop an array of coping
strategies to deal with a deaf/Deaf person who signs:
• • • the most characteristic one is the denial
of Sign as language and its dismissal as an
effective means of communication. In addition,
hearing persons quickly and almost effortlessly
pick up the ability to fake understanding when
trying to communicate orally and/or manually
(Bornstein, Woodward and Tully, 1977, p. 28).
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The denial of sign as a viable means of communication
coupled with a monolingual attitude fosters a strong belief
that all communication should be conducted in the majority
language of English, in either an oral or signed mode.
"Most Americans, because of their culture, have grown up
believing there are right ways and wrong ways to speak.
This is a culture-centered judgment that sometimes
approaches elitism and racism" (Bornstein, Woodward and
Tully, 1977, p. 20).

Although this statement may seem

harsh, consider the following information as it reflects on
attitudes, the sociolinguistic importance of deaf/Deaf sign
language, and its place in the dominant
perspective.

culture~s

Prickett and Hunt (1977, pp. 370-371) asked

122 experts in the area of deaf/Deaf education, who will be
in decision-making roles during the next ten years, to rank
48 (1 being high and 48 being low) developments in
desirability.

"Acceptance of bilingualism-sign and

English" ranked 42.5 and "More deaf teachers in elementary
programs" ranked 45.

This ranking of bilingualism and deaf

teachers near the bottom of desirability indicates that the
goals of those in decision-making roles do not appear to
reflect a positive cultural or linguistic perspective of
ASL and the deaf/Deaf.

This exclusion of ASL and deaf/Deaf

teachers from the elementary grades limits the amount of
exposure deaf/Deaf children can potentially have to Deaf
cultural and linguistic role models.

The opportunity for
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bilingual or bicultural interaction between deaf/Deaf
student and deaf/Deaf teachey would be severely restricted
if the goals of this survey reflect policy practices.
Woodward and Allen's (1987) study of classroom use of ASL
by teachers indicates that very few actually use ASL,
therefore apparently reflecting the goals and ranking of
the Prickett and Hunt survey.

While their survey is more

than a decade old (1977) and the perspective may be
changing, a negative attitude toward minority languages and
groups is not new.
The upper language is spoken by the dominant and
privileged group; many kinds of pressures drive
the speaker of the lower language to use the upper
language, ridicule and serious disadvantages punish
his imperfections. In speaking the lower language
to his fellows, he may go so far as to take pride
in garnishing it with borrowings from the dominant
speech (Bloomfield, 1933, p. 175).
Bloomfield was not directly commenting on the deaf/Deaf and
hearing worlds; however, it is clear the dominance of
English in the deaf educational setting can be seen as an
attempt by the minority group to emulate the majority
speakers.

It is also clear the educational institutes have

chosen to discount the worth of the minority language in
favor of the majority language (Woodward, 1982).
In the past decade, the field of deafness has been
enhanced by a growing number of articles, manuscripts and
books being written by deaf/Deaf people about deaf/Deaf
people.

As Harlan Lane (1985) in an interview on the Deaf
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Mosaic television series points out, writings by deaf/Deaf
people about their history and culture greatly strengthen
the sense of identity.

Mass media productions and

materials which portray deaf/Deaf people in a cultural
light helps shift the pathological perception to a social
and linguistic perception of deaf/Deaf people.
It is not often that a minority individual writes
about its own heritage and contributes to the definition of
its own culture.

The bulk of materials written about deaf/

Deaf people have been provided by hearing individuals, many
of whom have insight into the Deaf community, yet are not
members of Deaf minority culture and community.
~

In

addition to the growing number of articles, mass media
productions, books and textbooks authored by deaf/Deaf
people are being written for the purpose of orienting
hearing people to the field of deafness.

An example of

this type of textbook framed in a cross-cultural context
can be seen in the text Counseling Deaf People:

Research &

Practice, edited by Ande"rson and Watson (1985).

A cultural

rather than pathological perspective of the deaf/Deaf has
been extremely slow to evolve; yet this change incorporates
current linguistic knowledge of ASL and the educational/
social experiences of deaf/Deaf people.
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Language, Communication Choices
And Alternatives
Whatever language and communication mode is chosen
by the deaf child, his/her hearing or deaf/Deaf parents, or
the deafened adult, that choice entails a complex process.
The selection of modality and language depends upon
cultural linguistic identity and experiences, attitudes and
beliefs, social pressure and a knowledge of the options
available.

Other factors which can influence communication

are the age of onset, severity of hearing loss, type of
hearing loss and educational alternatives and support.

For

the hearing parent of a deaf child, the attraction of using
the dominant language of English is extremely strong.

The

hearing parent may decide that the deaf child should
incorporate English in either the aural/oral mode or by an
accompanying form of English-based manual communication.
The small number of Deaf children of Deaf parents will
rarely face the same cultural and linguistic dilemmas as
the hearing parents of a deaf child.

The communication

modalities and language and social affiliations will
already be established and functioning within the family
unit.

Because a tremendous diversity in visual-auditory

communication options exists, it is sufficient to say that
each individual (hearing or deaf) is unique in his/her
needs, skills, abilities and personal preferences.
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The diversity of languages and communication modes
utilized by deaf/Deaf people can be viewed as a finite
continuum, with auditory-based English on one end and the
visually-based ASL on the other.

An important aspect of

this continuum is that the choices are not static.

The

child may start life using one mode of communication and
later change to another.

Or, the child may employ several

modes of communication, depending upon his/her skills and
the educational or social situation.

Some deaf/Deaf people

may have skill in both English and ASL in what can be
thought of as a degree of bilingual competency.

However,

it is rare for a deaf/Deaf person to acquire native
competency in any form of English.

James Woodward (1982)

estimates that only 12% of all deaf/Deaf people have
native-like language skills in English.

Similarly, it is

rare for a hearing person to approach native competency in
American Sign Language.

Woodward (1973) first suggested

placing these various communication modes and languages on
a continuum similar to the following illustration
(Table 1):
ORALISM (ENG)

SIGNED ENGLISH

PIDGIN SIGN EN:2LISH

ASL

<------------------------------------------------------------------>
SPEOCH READING

AUDITORY/MANUAL

INTERLINGUAL

VISUAL-LANGUAGE

Viewing the continuum from left to right, several
changes in communication modalities and languages can be
noted.

The deaf/Deaf individual who communicates through
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speechreading (the use of residual hearing and lipreading
techniques) is communicating in an English-like manner,
although his/her ability to hear the language may be
severely restricted and the ability to speak clearly may be
limited.

In Signed English communication, there is the

combination of a visual/manual representation of English
along with the utilization of residual hearing and
lipreading techniques.

As previously mentioned, educators

of the deaf have contrived several communication systems
that try to replicate the dominant spoken language
manually.

The earliest forms date back to tbe 1760;s and

the development of methodical sign language by Abbe de
l;Eppe at the National Institution for the Deaf in Paris,
France (Lane, 1984).

The success of these systems in truly

replicating spoken French or English in a manual sign mode
is questionable.

The positive or negative impact on a

deaf/Deaf student;s performance and knowledge abilities in
English from instruction and use of a signed English system
has not been definitive.

Most importantly, the employment

of a signed English system has not demonstrated an
appreciable increase in the deaf/Deaf student;s overall
English abilities (McAnally, Rose and Quigley, 1987).
Pidgin Sign English (PSE) is a language point
between a manual representation of English and the visual
language of American Sign Language that has specific
1 inguistic characteristics (Luca s and Valli, 1989).

"PSE
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allows the transmission of information in a code native to
neither deaf or Hearing individuals, but in a channel to
which the deaf person is clearly more attuned" (Markowicz
and Woodward, 1975, p. 7).

The contact point can also be

thought of as an interlingual point between English-like
sign and ASL.

An important aspect of the PSE is the

function it serves as a way to accommodate a communication
bridge between the hearing and deaf/Deaf community (Lucas
and Valli, 1989).

As with all pidgin Languages, it is not

a distinct representation of either

language~

rather, bits

and segments of both languages are combined to bridge the
communication gap between two distinctly separate
languages.
ASL is a visual language, a language not structured
for auditory reception and not based upon English grammar
or syntax.

ASL is not derived from English, nor is it a

form of English slang; it has its own syntax, grammar and
cultural uniqueness (Wilbur, 1980; Higgins, 1980; Baker and
Cokely, 1980; Woodward (1982; Barnum, 1984; Moores, 1987;
Padden and Humphries, 1988).

ASL is a visual language seen

by the human eye and produced by the human body, a language
that follows well-defined patterns of development among
deaf/Deaf children, especially those from signing Deaf
families.

These patterns of development are very similar

to those found in all human languages, be they auditory or
visual.

---------

.......... .
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American Sign Language, Physiological
Properties and Development
In the late 1960's during a discussion of human
language, Noam Chomsky referred to language as "a specific
sound meaning correspondence" (1967, p. 75).

When asked if

this was meant to exclude sign language, he replied with
the following statement:

"I mean 'signal.'

said 'signal meaning correspondence.'

I should have

It is an open

question whether the sound part is crucial.

It could be,

but certainly there is little evidence to suggest it is"
(Chomsky, 1967, p. 85).

The traditional belief that

languages must be sound-based has been challenged by
research on sign languages.

Although Chomsky submits there

is little evidence to support the notion that language must
be sound-based, a bias for languages which are sound-based
has permeated perspectives on what constitutes acceptable
human language.

Research initiated by William C. Stokoe in

the linguistics research lab at Gallaudet College in 1957
is often cited as the first systematic investigation of ASL
as a language (Gannon, 1981).

While exploration over the

past 20 years has analyzed the linguistic and cultural
components of ASL, attitudes towards the language have been
slow to change.
All languages have building
are called parameters.

blocks~

in ASL these

Handshape, orientation, movement

and placement form the four primary building blocks of ASL

--------------------

--
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(Baker and Cokely, 1980).

While not always included in

discussion of the four parameters of sign, facial
expression and body language are considered a single
critical component, or a fifth parameter of ASL.

In ASL a

handshape, coupled with a specific palm orientation, a
distinctive movement and placement of the sign in
relationship to the signer's body, all combine to produce
meaning.

The meaning of a sign can be changed or lost by

subtle alterations in one or more of the five parameters.
For example, the ASL sign APPLE has exactly the same
handshape, orientation and movement as the sign ONION.

signs are differentiated only by the location.

The

The sign

APPLE is made on the cheek and the sign ONION is made next
to the eye.

The placement differs by less than three

inches, yet the signs convey dissimilar meanings.

A change

in one of the parameters can also discriminate between a
noun and verb in noun-verb pairs.

Noun and verb pairs in

ASL are recognized by their movement, sharing all the same
parameters except for type of movement.

Nouns have

restricted and constrained movements, and verbs have
continuous elongated movements (Baker and Cokely, 1980).
An example can be seen in the sign AIRPLANE and the sign
for FLY-BY-AIRPLANE.

These subtle changes in movement

highlight how meaning is derived (and changed) through the
artful modification of co-occurring linguistic information
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presented through the hands and use of the threedimensional signing space.

Additional information can be

supplied by the signer's face and body posture, which can
simultaneously indicate a boring or interesting flight.
American Sign Language is not an internationally
understood language.

Australian Sign Language differs from

American Sign Language which differs from Chinese Sign
Language.

A signer of anyone of these languages cannot

readily understand or communicate with the signer of
another.

The ASL sign for APPLE has exactly the same four

parameters as the Australian sign for WILL.

In essence,

the two signs are made with precisely the same handshape,
orientation, movement and placement, but have totally
different meanings.

The Chinese sign for FATHER and the

ASL sign for SECRET share the same four parameters, yet
again, differ significantly in meaning.

Tracing the

semantics and origin of these or other Chinese, Australian
or American signs is virtually impossible since the
evolution of signs is from iconic to arbitrary (Klima and
Bellugi, 1979).

The structure and meanings of signs have

evolved independently of the majority of spoken languages
in China, America or Australia and independent of other
international sign languages.

Throughout the world, Deaf

signers share the same sense of cultural autonomy and
identity with sign as hearing people feel with spoken
languages.
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Research on how the human mind handles the complex
functions of language has been a topic of intellectual and
scientific speculation and debate for centuries.

The

French surgeon Paul Broca first began his exploration of
hemispherical specialization for language in the mid
l800~s.

His subsequent publications helped substantiate

speculation that language was predominantly a function of
the left hemisphere.

The controversy over the left

hemisphere's specialization and the possible role of the
right hemisphere continues today.

Over-simplification of

this complex topic is all too possible.

Therefore, the

following quote was selected to provide a generic scope of
current thinking regarding hemisphere lateralization in
relationship to spoken human language:
Today scientists agree that specific neuroanatomical structures, generally of the left
hemisphere, are vital for speech and language, but
debate continues as to which structures are
committed to the various linguistic capacities.
For most individuals the left hemisphere is
dominant for language, regardless of handedness.
Approximately 70 percent of all individuals with
damage to the left hemisphere will experience some
type of aphasia, as compared with only 1 percent of
those with right hemisphere lesions (Akmajian,
Demers and Harnish, 1980, p. 308).
The left hemisphere has other functions related to
language.

Damage to portions of the left hemisphere result

in various patterns of aphasia (Berndt, Caramazza and
Zurif, 1983).

The right

hemisphere~s

predominant role is

the processing of non-language sounds and visual-spatial
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information from the environment.

The right hemisphere

provides management of sounds and information such as:
"horns, whistles, laughter, the squeal of tires, waves
breaking on the beach • • • " (Parker, 1986, p. 201).

The

left hemisphere is primarily responsible for language,
temporal order perception, logical reasoning and other
functions that can be described as " • • • analysis, or
breaking the whole into parts, while the right hemisphere
is specialized for synthesis . • • " (Parker, 1986, p. 201).
A caution against the development of absolutes in these or
other lists and generalizations regarding hemisphere
specializations is reflected in Parker;s writings and in
other publications.
Insight into the ways in which the human mind
manages spoken language may be gained by research on Deaf
signers and how their brains handle the visual language of
signs.

ASL is a language that is built to be seen and

produced by the unique articulators of the hands, arms,
face and body.

Not all of the formational and evolutional

qualities of ASL are fully understood, however:
it is conducive to comfortable communication.
Being a visual-gestural language and not a code for
representing an auditory-vocal language, it may
allow for an easier, more efficient internalization
of the world around them (Stewart, 1985, p. 383).
Speculation about the ways the human mind processes the
visual language of signs has been considered for many
years.

In the late l800;s, the British neurOlogist,
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Hugh1ings Jackson, published an article in which he
predicted that a Deaf signer might lose part of his/her
signing ability as a result of an injury to the brain
(Poizner, Klima and Be11ugi, 1987).

Reports of Deaf

signers losing their ability to sign after suffering a
stroke are intermittently cited in the literature from the
1800~s

,

to the present.

However, formalized in-depth

investigation into the ways in which control of sign and
spoken languages might be managed by the brain in similar
yet different fashions has only recently begun.
The most comprehensive research on visual languages
and the brain is that which focuses on Deaf stroke victims.
Locating post-stroke Deaf individuals who are congenitally
or life-long signers is extremely difficult.

An estimated

9% of the total population in the united States is
projected to have some form of hearing loss (U.S. National
Center for Health Statistics, 1987).

The logistics of

identifying and locating those Deaf individuals within this
approximate 9% is a very formidable task.
In pursuing comparative language research of Deaf
and hearing people who have suffered strokes, it is
important to consider the contrasting differences between
their languages.

In addition to the obvious visual-versus-

auditory modes between ASL and English, there exists
another unique difference.

The majority of spoken

languages are produced in a sequential fashion; however,
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ASL has multiple layers being produced simultaneously
(Poizner, Klima and Bellugi, 1987).

As an example, in ASL

a cat can be shown stalking a bird and leaping in the air
at the same instant the bird takes flight.

Or, a signer

can tell a story of two friends seeing each other across a
crowded room and simultaneously walking up to each other in
the middle of the room.

The production of a sign is not a

static singular occurrence.

Continuous movement, well-

defined parameters and employment of the three-dimensional
signing space all co-occur to define the grammatical
structure in the three-dimensional signing space (Wilbur,
1987).

This co-occurring aspect of ASL in conjunction with

the unique visual rather than auditory modality poses
interesting questions related to left or right hemisphere
involvement; for instance, does the inclusion of a threedimensional signing space in the expression and reception
of ASL together with the use of arms, hands, face and body
in articulation automatically incorporate the right
hemisphere as well as the left hemisphere?
Until recently, the finite number of Deaf stroke
victims and the limited scientific interest in ASL has
severely constrained investigation into brain functioning
among deaf signers.

The majority of intensive work done in

this area has been undertaken by Howard Poizner, Edward S.
Klima and Ursula Bellugi and their associates in
California.

Their research with six Deaf stroke victims
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supports earlier findings and speculation of brain
lateralization for language in Deaf signers (Poizner, Klima
and Bellugi, 1987).

Testing of the three right and three

left hemisphere stroke individuals yielded results that in
a few instances closely paralleled or resembled several
specific types of aphasia symptoms found in hearing stroke
victims.

The debilitating impairments affected the ability

of Deaf stroke victims to produce certain components of
speech (sign).

The co-occurring or multilayer aspect of

ASL production was interrupted, resulting in impairment of
syntactical abilities, memory recall of signs, sUbstitution
of incorrect signs, and decreased visual-spatial abilities.
The severity and manifestation of impairment depended on
the site of the lesion.

The aphasia caused by left

hemisphere strokes produced selective language deficits
rather than an all-or-nothing language dysfunction.

These

impairments of ASL functioning support the idea that
language need not be dependent on an auditory mode or
channel.
The three Deaf individuals who suffered strokes in
the left hemisphere had linguistic deficits in their
production of language.
scan indicated a "

One left hemisphere victim's CT
lesion that involved most of the

convexity of the frontal lobe, including Broca's area
" (Poizner, Klima and Bellugi, 1987, p. 62).

In-depth
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testing revealed signing patterns which resembled Broca;s
aphasia in hearing victims.
The characteristics of this syndrome include
production that is awkward and dysfluent, lacks
grammatical formatives, and is syntactically
impoverished; comprehension, however, is
relatively spared (Poizner, Klima and Bellugi,
1987, pp. 76-77).
Another of the left hemisphere stroke victims demonstrated
Wernicke-like poststroke writing skills and his manual
communication resembled jargon-like signing.

This

individual tended to inflect (modify) his signing in ways
incongruent with ASL structure or semantic meaning usually
associated with a particular sign.

These modifications

again approximate the patterns similar to those found in
hearing stroke victims:
• • • the patient;s speech output is typically
fluent, rather than hesitant or halting, and has a
normal intonation contour. However, it generally
consists of anywhere from 30 to 80 percent
neologistic jargon (Parker, 1986, p. 206).
The right hemisphere victims tended to have
impairment of visual-spatial utilization and perception in
the three-dimensional signing space and specifically the
left visual-spatial portion.

The impact of this type of

impairment is potentially critical to the production of
ASL, as ASL utilizes the three-dimensional space for
establishment of syntactical relationships.

One Deaf

individual experienced an extensive lesion in the right
hemisphere, leaving her left arm and leg paralyzed.

She
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displayed left hemispatial neglect and did not gaze
directly at the person she was addressing in sign.

Rather,

she would look downward and slightly to the right when
conversing with someone sitting on her right.

This is

unusual, because in ASL conversations the signers gaze
directly at each other and make prolonged eye contact.
This stroke victim stated she could see the person she was
signing to even though she continued to demonstrate a
downward deflection in eye gaze.

Her signing was conducted

with her right hand only and she did not display any
grammatical errors or distortion in her ASL skills.

When

asked to relate a story from a picture presented to her,
she neglected the components on the left side of the
picture until the interviewer brought them to her
attention.

This type of left hemispatial neglect is often

found in hearing right hemisphere damaged individuals.
Another right hemisphere stroke victim tested by
Poizner, Klima and Bellugi (1987) displayed good poststroke
written English and grammatical signing abilities.

She

also neglected the objects and people in the left side of
the picture.

When asked to describe her room from memory,

a unique and apparent affect of the visual-spatial
impairment became clear.

Furniture and artifacts in her

room, such as the dresser and bed, were literally "piled"
upon each other in a disorganized fashion on the right hand
side of the signing space.

----------.-._-_ _. __
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This topographical mapping is
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an intricate part of ASL signing.

However, she did employ

the entire signing space to indicate syntactical
relationships.

It is interesting to note that when this

individual was signing syntactical relationships, her arms
and hands crossed the midline of her

body~

yet, when

mapping items in the sign space, she neglected the right
side.

As Poizner, Klima and Be11ugi (1987, p. 211)

observed, they " • . • found left hemisphere neglect for
mapping but not for syntax in signing."

This

disassociation strongly suggests that the internal
representation for the two uses of space in signing-spatial mapping and spatialized syntax--are substantially
distinct in ASL.

"Spatial relations may be differentially

affected by brain damage, with the syntactic relations
disrupted by left hemisphere damage and spatial relations
disrupted by right hemisphere damage" (Poizner, Klima and
Be1lugi, 1987, p. 211).

For the designated six Deaf

individuals, it is clear that accurate expression and
reception of the visual language of ASL requires that both
the left and right hemisphere be relatively intact.

The

research conducted by Poizner, Klima and Be11ugi (1987) and
Bel1ugi, Poizner and Klima (1989) highlights the
specializations and interdependence of the right and left
hemispheres, in the production, reception, channel and
modality of ASL.
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Recent research into the ways that strokes affect
the processing of ASL has provided insight into the human
brain~s

capacity to manage a visual language.

uncovers more about the physiological
new ways to assess a Deaf
abilities may emerge.
individual~s

person~s

As research

proper~ies

of ASL,

ASL and English

Currently, assessing a deaf/Deaf

English and/or ASL performance and knowledge

is a difficult task.

As mentioned in Chapter one, the

average English reading level of deaf/Deaf adults is
between the fourth and sixth grades.

This implies that the

average deaf/Deaf adult reads at roughly the same grade
equivalency as a nine or ten-year-old hearing child.

There

are exceptions on both ends of the reading-language
spectrum, with some deaf/Deaf adults reading well above or
below this grade level.

However, overall reading scores

have remained relatively unchanged during the past 60+
years, although various communication and instructional
methodologies have been tried (Moores, 1987).

The majority

of approaches have traditionally been either strictly Oral,
or a form of Signed English.
Approximately 90% of all deaf children have one or
both hearing parents (Moores,

1987)~

of both parents being deaf/Deaf.

the other 10% consist

On occasion, one parent

will be deaf/Deaf and the other will be hearing, although
this is somewhat rare.

With both parents Deaf and a

primary horne language of ASL, it is easy to pinpoint the
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Deaf child's first language.

In this situation, the child

has consistent and continuous language input prior to
beginning his/her formal education.

This situation differs

from development of ASL language skills in a deaf/Deaf
child of hearing parents.

This child will likely not gain

exposure to ASL until he/she enters school.

The

acquisition of ASL will occur outside of the classroom in
peer social and/or dormitory settings.
Measuring the ASL linguistic competence and
performance abilities of deaf/Deaf individuals is a
necessarily subjective assessment, due to the lack of
standardized instruments.

The deaf/Deaf individual may

develop fluency with the language but have little knowledge
of the linguistic terms or meanings as they apply to syntax
and grammar of the language.

This is not surprising, given

four possible reasons:
a)

English-like signing or auditory English is
typically the formal language of instruction in
educational programs for the deaf (Woodward, 1982);

b)

there is a small number of children (Deaf parents/
Deaf child) who use ASL at home as their primary
means of communication;

c)

there is a paucity of literature on the formal
inclusion of ASL instruction and curriculum as part
of the kindergarten through 12th-grade education of
deaf students; and

d)

ASL is rarely employed by teachers in educational
classrooms for the deaf.
A survey conducted by Woodward and Allen (1987) of

the classroom use of ASL by teachers found:
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• • • of some 1,888 teachers so surveyed, 140 when
asked directly replied that they used ASL in the
classroom. However, a series of questions asking
about specific communication behavior successively
reduced this number to 25 teachers who may be using
ASL in the classroom and 6 who probably are (1987,
p. 1).

Even if the research by Woodward underestimates the use of
ASL in the classroom, the lack of formal ASL instruction
for deaf/Deaf children and lack of ASL use by teachers
emphasizes an apparent exclusion of the language from the
formal educational setting.
When parents are hearing and do not sign, the deaf
child~s

first exposure to language will be English.

However, the degree of English competency the child will
ultimately develop through traditional auditory channels is
questionable.
affect the deaf

A number of critical factors can directly
child~s

language of English.

mastery of the auditory-based

For the child who establishes a

rudimentary language foundation prior to losing his/her
hearing, the English language acquisition will be
expedited.

The degree, age of onset and type of hearing

loss dictates the use of residual hearing and the potential
benefits from amplification.
another consideration.

Age of formal intervention is

Other variables include:

the

intensity and age at which aural and oral language training
was begun, exposure to a manually coded English sign system
and degree of parental involvement.

Perhaps the most

important variable is the deaf child and his/her potential
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to master a language that has a primary mode of
transmission through an auditory channel.
Hearing parents provide a rich English language
environment for their deaf child.

In the acquisition of

English language skills (specifically reading), it is
believed that the use of an internal speech code is
necessary for many deaf children (Conrad, 1979; Quigley and
Paul, 1984; King and Quigley, 1985; Hirsh-Pasek, 1986;
McAnally, Rose and Quigley, 1987).

Speech coding entails

the development of an inner speech (phonological) code
which is an important component for mediation of the
English language.

Evidences of this speech coding system

have been detected when investigating hearing individuals'
recall of auditory words:
when the printed letter c is given as a
stimulus, it is not misremembered as the visually
similar 0, but rather as the phonetically similar
voiced Zi the auditory rather than the visual
aspect of the material predominates (Klima and
Bellugi, 1979).
One study investigating the relationship between an
internal speech code and English language abilities was
conducted by Lichtenstein during the early 1980's.
Lichtenstein's (1983) study investigated the relationship
between English language skills, short-term memory and the
employment of an internal speech code with 86 deaf/Deaf
students at the National Technological Institute for the
Deaf.

Results demonstrated that deaf/Deaf 'students who had
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superior English skills reported utilizing an internal
phonological speech code during language processing.

The

deaf/Deaf students in this study who reported using an
internal sign or visual code to represent English did not
possess equivalent English abilities compared to those
using the phonological base.

The 86 students came to NTID

from diverse educational and communication backgrounds,
including Sign, Oral or Total Communication.

However, the

study does not indicate if any of the deaf/Deaf students
had Deaf parents, potentially making them native ASL
signers.

It is important that the distinction between

hearing parent groups and Deaf parent groups be made for
three reasons:
a)

It is often the case that Deaf children of Deaf
parents read English better than deaf children of
hearing parents (Meadow, 1980; King and Quigley,
1985);

b)

the presence of an internal speech code in ASL Deaf
children of ASL Deaf parents who consistently
demonstrate superior English skills may demonstrate
that an internal speech code may be language which
is not bound to a specific sound modality; and

c)

the internal language code derived from ASL
interaction may provide a necessary platform for
bilingual instruction of English.
Some light can be shed on the internal language

processing techniques of Deaf children of Deaf parents by
earlier studies conducted by Edward Klima and Ursula
Bellugi (1979).

Klima and Bellugi investigated short and

long-term memory in Deaf individuals with Deaf parents who
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signed ASL, or Deaf individuals who had ASL as their native
The majority of subjects involved in this

language.

testing had Deaf parents.

They found intrusive errors in

recall of the visual formational components (parameters) of
signs during short-term memory recall.

In contrast, the

intrusion of "boat" for the word "vote" might occur in an
internal speech code error; in ASL the sign "TEA" for
"VOTE" might occur (Klima and Bellugi, 1979).

The sign TEA

and VOTE have the same visual parameters (handshape, palm
orientation and placement) except the movement parameter
differs.

Another example might be the memory recall error

of the signs SOON and NAME which share the same parameters
except for movement.

These studies did not produce results

indicative of errors based on the semantic meaning of the
signs.

However, on occasion a semantic and formational

error would appear, such as CANDY and APPLE which share
movement and orientation parameters and are semantically

similar (Klima and Bellugi, 1979).

This indicates that the

internal coding of language by these Deaf individuals is
based on the visual formational building blocks of ASL.
Intrusive errors in memory recall affected the visual
parameters to the extent that a different sign was
remembered.

However, the sign had similar visual

characteristics to the original sign presented.

In fact,

"the errors tend to be minimally differing in form from
the original items presented" (Klima and Bellugi, 1979,
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p. 101).

The parallel between a phonetic error and a

formational sign error offers a perspective of how internal
coding operates independently from a sound-based modality
and language.
The concept of an internal language code based upon
the visual language of ASL raises several unanswered
questions.

The visual internal code enables Deaf children

with Deaf parents to read and master English better than
deaf children of hearing parents.

It is possible that the

internal language code and robust interaction between a
Deaf child and Deaf parents provide the child with a well
for-mulated language basis from which he/she can master
English.

The first language of ASL and internal coding

system provided by ASL may establish the language skills
necessary for deaf/Deaf individuals to learn English.
Bilingualism Among the Deaf
The power embedded in the act of defining the
manner through which groups communicate is phenomenal.

The

dominant culture's view of language often hinders the
social acceptance of variations in modality and structure
utilized by minority groups.

In spite of strong cultural

opposition, deaf/Deaf people in the United states have
enhanced and actively refined ASL.

The ideology that would

make English accessible for the deaf/Deaf through aural
teaching techniques, amplification or Signed English is

----------
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admirable.

However, the deaf/Deaf remain a unique·

population who receive information in a predominantly
visual manner.

Regardless of how the English language is

represented to deaf/Deaf individuals, they do not have the
incidental input of English that hearing people experience.
The term "immigrant" takes on an interesting twist for the
child born in the United States to a family whose horne
language is not English, or for a deaf child who cannot
hear the family language of English.

For the deaf child,

it is not a matter of leaving his/her traditional values or
a horne language behind in his/her quest to become a fluent
English-speaking "American" (Reagan, 1988).

The deaf child

will not encounter difficulty becoming enculturated due to
the family's language or heritage, but rather, due to the
inability to communicate readily with the family.

Padden

and Humphries (1988) ascertained that the majority of Deaf
children belong to a culture other than their hearing
parents.

The enculturation process into the Deaf minority

culture is usually accomplished through individuals other
than the immediate family members.

It takes place in a

residential school for the deaf or through association with
and membership in the Deaf community.

Communication plays

a key factor in this process as the deaf/Deaf child learns
the visual language (ASL) unlike the language of his or her
hearing parent.
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Many deaf children of hearing parents start out in
a linguistic limbo.

Exposure to English often occurs in a

piecemeal fashion from a very early age, resulting in
delayed and limited competency in English.

The deaf/Deaf

child of hearing parents may learn ASL from peers in a
residential school, but they learn from role models not
much more advanced than themselves.

Teachers and other

staff members have often discounted the ASL linguistic
experience by insisting on oral or manual English.

Yet,

after 12 years of public education the majority of deaf/
Deaf adults cannot read English above the fourth to sixthgrade level (Trybus and Karchmer, 1977).

When compared to

the research findings of Pintner and Patterson (1916), it
is clear that the acquisition of the English language by
deaf/Deaf individuals has not changed significantly during
the past 60 years.
ASL has been blamed for the deaf/Deaf student's
poor performance in English and has been predominantly
excluded from the educational

setting~

however, ASL may be

the only language many Deaf adults and students know (Paul,
1987).

Interestingly, the only language many Deaf people

are fluent in is the one that is not formally included in
his/her education.

At the same time, English, which has

consumed 12 years of his/her public education, remains
mildly to significantly impoverished.

As noted earlier in

this chapter, Woodward (1982) estimates that only
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approximately 12% of all deaf/Deaf adults have native-liJce
competency in English.

This low percentage indicates that

a small group of deaf/Deaf individuals are true ASL/English
bilingual speakers.

Perhaps it is more appropriate to

believe that limited degrees of bilingualism exist
throughout the Deaf community.

Research by Quigley and

Kretschmer (1982) on Deaf children of Deaf parents concurs
with studies by Meadows (1980) suggesting that these
children consistently do better in reading, writing and
self-generated thought than deaf children of hearing
parents.

It is not that Deaf children of Deaf parents are

inherently brighter than the deaf children of hearing
parents; it is that with Deaf parents there is continual
language stimulation for the child.

The Deaf child of Deaf

parents is socialized to language by an older generation
who can provide them vocabulary, grammar and communication
from birth.
The desire to communicate effectively in English is
essential for any minority language speaker living in the
United States.

English represents the language of the

hearing majority; educational institutions and employment
environments require it.

The motivation to learn English

is certainly present, even though the physiological
predisposition for learning an auditory language may be
nonexistent.

The Deaf community is aware of the tremendous

influence hearing people and English exercise over their
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lives (Padden and Humphries, 1988).

The construct of

mindfulness as described by Salomon and Globerson (1987)
offers a unique perspective that can be applied to the
mentally demanding skills exerted by deaf/Deaf people
learning English.

Mindfulness is:

• • • the volitional, metacognitively guided
employment of non-automatic, usually effortful
processes. Mindfulness is a mid-level construct
which reflects a voluntary state of mind, and
connects among motivation, cognition and learning
(Salomon and Globerson, 1987, p. 623).
This conscious and voluntary mental activity plays an
important role in the wayan individual brings prior
knowledge to new or existing situations as an aid to
learning.

The deaf/Deaf child/adult may be able to employ

a more mindful state to the study/analysis of English when
information is transmitted through ASL rather than English.
If ASL provides an easier avenue for the transmission of
information, then becoming actively involved, or "mindful,"
may be a much more easily obtained state through ASL than
English.

The physiological/linguistic structure of ASL may

provide a more familiar and complete avenue for the deaf/
Deaf individual to objectively analyze and understand
English.

In essence, for some deaf/Deaf individuals, being

immersed in an arbitrary and manual representation of
English may provide two significant barriers.

A manual

representation of English cannot directly correspond to, or
fully represent the sound-based language of English.

97

Secondly, the formational properties of signed English do
not always follow the same structural and formational
properties of ASL, potentially making signed English an
"unnatural" modality for effective communication.

The

additional linguistic as well as physiological/structural
barriers of signed English may prevent deaf/Deaf
individuals from obtaining a beneficial state of
mindfulness for the study of English.
The deaf/Deaf child of hearing parents may graduate
from school with delayed English language skills,
substantial exposure to a form of Signed English, some
auditory and speech training, and a powerful performance
skill in ASL.

The young adult probably has not received

formal training in ASL--the one language in which he/she
has fluency and competency.

Although he/she can quickly

recognize the sign proficiency between hearing and deaf/
Deaf individuals (Padden and Humphries, 1988), the
individual most likely will not have the linguistic
knowledge to explain the variances between the languages of
ASL and English.

The Deaf child of Deaf parents has a

language, but because ASL is not an educational requisite,
he/she will not be able to explain the grammatical
functions or structure of ASL.

A deaf/Deaf individual may

code switch between ASL and a form of Signed English or
Pidgin Signed English, "contact signing," when he/she
converses with a hearing person, but this switch is a way
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of accommodating the hearing person rather than the code
switching that happens between linguistically balanced
bilinguals.

Bilingualism exists in the Deaf Community in

degrees, but few deaf/Deaf people reach a true bilingual
equality between the languages of ASL and English.
Summary
Society has spent extensive educational effort
attempting to integrate the deaf/Deaf person into the
hearing social structure and restore the missing auditory
acquisition of the majority language.

This endeavor has

been proposed through auditory and speech training, aural
rehabilitation and creation of signing systems intended to
represent English on the hands.

Although admirable, they

have netted little command of the majority language above
the fourth to sixth grade for most deaf/Deaf people.
Research into reading techniques has demonstrated
that, for some individuals, successful reading ability may
be related to the development of an internal (phonological)
speech code.

Work by Klima and Bel1ugi (1979) has

demonstrated the presence of an internal code which may
indicate that an "internal speech code" transcends the
modality of audition and is better characterized as an
"internal language code," rather than a "speech" code.
This factor is potentially significant, given the superior
English language abilities of Deaf children of Deaf
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parents.

This English language ability strongly suggests

that the internal presence of a well developed code (visual
or auditory) may also playa critical role in the second
language acquisition of English.
Research conducted by Bellugi and associates adds
to the growing body of knowledge substantiating the claim
that ASL is a true human language--a language that is
stored by the brain in ways similar to the way that the
brain stores and manages auditory languages.

Right and

left hemisphere activity is involved in the enactment and
reception of ASL, and lesions in either hemisphere share
certain characteristics common to either auditory or visual
languages.

The long standing distinction and alleged

differences between ASL and English may be an indicator of
social and educational perception rather than research and
potentially offers an explanation for not incorporating ASL
in the study and acquisition of English.
It is the underlying similarities in the management
of ASL and English by the human brain that are important
factors in considering a bilingual ASL and English approach
for deaf/Deaf individuals.

As noted earlier, research by

Poizner, Klima and Bellugi (1987) and Bellugi, Poizner and
Klima (1989) has demonstrated that the modality or surface
structure of a language does not dictate substantial
differences in brain organization of visual-versus-auditory
language.

The findings by Poizner, Klima and Bellugi
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(1987), as cited earlier, do not give direct support to
Chomsky's reference to human language as a " • • • 'signal
meaning correspondence.'
the sound part is crucial.

It is an open question whether
It could be, but certainly

there is little evidence to suggest it is" (Chomsky, 1967,
p. 85); however, it does lend support to the idea that
language universals do exist regardless of the surface
structure and, in this situation, without regard to the
modality (visual or auditory) nature of the language.

The

perspective that language can be visually or auditorily
based is a critical factor in utilizing ASL as a first
language or as a language tool in the study of English.
The positive or negative role an individual's first
language plays in the study of a second language is a
principle tenet of bilingual theory.

Since ASL is a

language, the role it potentially can assume in the
acquisition of English will need to be further explored in
light of bilingual theory, principles and practices
presented in the next chapter.
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CHAPTER 4
BILINGUALISM
The term "bilingual speaker" generates images of an
individual who speaks two or more languages fluently.
Language preference and competency of the bilingual speaker
may not be readily apparent to a monolingual speaker.
Although language preference is often not apparent, few
bilingual or multilingual spealters speak all the languages
in their command with the same proficiency.

In reality,

degrees of bilingualism exist as do degrees of proficiency
in anyone language.

Francois Grosjean and Carlos Soares

(1986) provide a useful perspective on bilingualism and
bilinguals:
Bilingualism is the regular use of two (or more)
languages, and bilinguals are those people who need
and use two (or more) languages in their everyday
lives. Bilinguals use their languages for
different purposes and hence rarely have the same
level of proficiency in the two languages (p. 178).
To the individual who grows up in a multilingual
family where one language is the majority culture's
language, speaking two or more languages may not present a
linguistical or cultural barrier for communication outside
of his/her horne.

However, if the language(s} spoken in the

horne does not include the majo:t'i ty language, communication
outside the horne can be significantly difficult.

For
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example, an individual growing up in the United States in a
non-English speaking home, who becomes proficient in
English and is subsequently bilingual, may proceed through
a very complex linguistical and cultural process
(McLaughlin, 1985).
To the native speaker of English in the United
States, learning a second language and becoming bilingual
can serve personal, professional or academic goals.
However, for those raised in non-English speaking homes,
learning a second language, while not a prerequisite for
living in the society, may become a matter of personal,
cultural and economic survival.

The focus of this chapter

will be on the latter of the two second-language learners,
the non-native speakers of English.

The chapter will begin

with a brief synopsis of the types of bilingual programs,
followed by a historical overview of bilingual education
and pertinent sociological and cultural considerations.

A

final section will address current approaches to bilingual
education and bilingualism in American society and in the
summary draw together educational and sociolinguistic
parallels between bilingual education for hearing minority
speakers and deaf/Deaf individuals.
Bilingual education can be separated into three
categories, all with the common link of employing the
individual's first language in some fashion while learning
the second (target) language (McLaughlin, 1985; Fillmore
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and Valadez, 1986; McAnally, Rose and Quigley, 1987).

In

the maintenance bilingual approach, " • • • programs try to
develop and maintain the minority child's cultural heritage
as he or she is introduced to the majority culture
(Grosjean, 1982, p. 215).

"

The concept is to preserve

language and culture while learning the language and
culture of the majority society.

A second bilingual

approach that initially utilizes the child's first language
for a limited period of time while he/she learns the
majority language is known as a transition program.

The

goal is rapidly to prepare the child to live in the
majority culture and use the majority language exclusively.
Another form of programming often associated with bilingual
education is found in an immersion approach.

This

methodology groups children who have not had prior contact
with the target language together in the same classroom and
uses the target language for instruction (Grosjean, 1982;
Cummins and Swain, 1986).

Another term and approach

commonly associated with bilingual education is that of
submersion.

Submersion is similar to immersion, in that

the child must switch between the home and school language
and children also grouped together in the same classroom.
However, the children may have some degree of ability in
the school language (Cummins and Swain, 1986).

It is easy

to appreciate how the distinction between the immersion and
submersion groups can become vague and hard to discern.
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The terms immersion and submersion are used separately
throughout this text to help clarify the subtle differences
between these second language learners.
In contrast to approaches which utilize the
individual's first language in the instructional process
are two general categories of English instruction.
Complete immersion or submersion into the majority language
is truly not a bilingual approach; it literally places the
minority speaker in an all-majority language environment
and expects him/her to adapt.

English as a Second Language

(ESL) provides instruction for minority language speakers
in special English "pullout classes" (Fillmore and Valadez,

1986).

The ESL student receives all daily classroom

instruction in English and attends the special ESL class to
help him/her learn the English language.
Historical Perspective of
Bilingual and Bicultural Communication
From a historical perspective, acquiring command of
English language in conjunction with the educational system
of the united States provides a major step in "becoming an
American" for immigrants and children from non-English
speaking homes.

The educational system provides a means to

instill in the young and newcomers the myths, visions,
culture and heritage of this country.

The English

language, through which math, history and other specific
educational information is taught, is also heavily

-------------------
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interwoven with ideals, tradition, and an identity of the
American culture (Pratte, 1979).
In the 1800's, a number of private minority
language schools flourished in the united States.

These

included the French schools in Louisiana and the German
schools in Indiana and Ohio (Grosjean, 1982).

The

establishment of these private schools was a result of
close ethnic ties to immigrant "communities" and their
desire to pass on a cultural and 1inguistica1 heritage to
future generations.

During this same era, a number of

public schools adopted similar educational approaches:

the

utilization of the minority language to teach academics.
The private and public schools which chose to use the
minority language for instruction selectively varied on the
incorporation of English.

However, toward the end of the

1800's, as America continued to develop a stronger sense of
unity, an increased pressure was felt by minority language
schools to adopt English as a part of their instructional
process.

The following is an example of how a minority

language and English might have been utilized by teacher(s)
and students:
A typical Franco-American school in New England
would teach basic subjects in English in the
morning, and the history of Canada, religion, and
the French language in French in the afternoon
(Grosjean, 1982, p. 69).
The relevance of teaching in the minority language
first and or using it in conjunction with English was well
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established in the United States during the 1800's.

While

numerous techniques, methodologies and theories have been
generated and expanded, the underlying belief in the
cultural and linguistical importance of the individual's
first language (L 1) for second language (L 2) learning has
been retained in current bilingual education).

The

popularity and attitudes toward bilingual education have
fluctuated extensively during the past 100+ years.

The

changes in the perception of minority languages and
bilingual instruction have caused significant shifts in the
level of support provided by the majority culture
(Erickson, 1984).

A major negative shift toward languages

other than English occurr.ed in the United States with the
advent of World War I.

During both World Wars, legislation

enacted by numerous states spelled doom for minority
languages as primary instructional modes and as bilingual
instructional tools (Grosjean, 1982).

Discrimination

against ethnic minorities during this era restricted the
possibility for growth and support of bilingual education.
This type of linguistic prejudice occurred even though
minority-language children educated in English-only schools
were often condemned to academic failure (Erickson, 1984).
As America expanded and further developed an
identity as the melting pot for people of many
nationalities, English became the predominant language of
instruction.

The tide against minority languages continued
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well into the 1950's and 1960's.

Not until the Civil

Rights Act of 1964, which attempted to mandate social
behaviors, was a basis laid for the"

• rights of

language-minority individuals to receive services specific
to their needs" (Erickson, 1984, p. 5).

Numbers alone

cannot give a complete picture of the population trends and
demographic profiles of people from non-English language
backgrounds in the United States.

However, in 1980 an

estimated 30 million individuals fit into this category.
The number is projected to reach 40 million by the year
2,000 (National Advisory Council for Bilingual Educatiori,
1981).

In terms of school-age children nationally between

the ages of 5 and 14, recent statistics show between 1.5
and 2.4 million who are "limited in English proficiency"
(O~Mal1ey,

1982).

These numbers demonstrate the growing

segment of population that comprise a language background
other than English.
The non-English population is not increasing
directly from immigration as might be expected; births from
families in the United States are having a significant
effect.

It is interesting to note that of the non-English

language speakers, " • • • two out of three (or 18.5
million) were in fact born in one of the 50 states, Puerto

Rico, or a United States territory" (Grosjean, 1982, p.
48).

This information was drawn from a survey conducted by

the National Center for Educational Statistics in 1976
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under the u.s. Department of Health, Education and Welfare.
In effect, the number of individuals born in the united
States who will gain their competency in English outside of
his/her home language is notable.
The United States was founded by immigrants who
brought a diversity of ethnic and linguistic ties to the
new land.

Language served as a strong unifying force and

at the same time clearly separated one group from another.
Legislation of the early 1900's reflected negative social
attitudes toward languages other than English.

Laws

enacted to alleviate prejudice against minorities during
the 1960's laid a foundation for the use of minority
languages and the further development of bilingual
education.

This recent legislation in and of itself cannot

change social attitudes; however, legislation has provided
a means to explore the potential of bilingual education in
the United states.
Bilingual Theory and Education
In the United States, the question of how an
individual's first language hinders or assists the
acquisition of a second language has long been a concern of
educators, researchers and policy makers.

In the early

1900's and years following World War I and II, an
individual's first language was seen as a major source of
interference for the acquisition of a second language.
reason for historically viewing the first language as a

The
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separate entity with little or no positive overlap to the
second language may have been founded in social attitudes
rather than well-documented research.
In fact, many states in the late 19th and early
20th century passed legislation requiring that
English be the language of instruction and imposing
fines on teachers who used any other language.
Children were punished for talking to one another
in their mother tongue, and the non-English
speaking child was forced to "sink or swim" in a
totally Anglo-American environment (Grosjean, 1982,
p. 70).

Post World War I and II attitudes toward languages
other than English did little to foster research that
supported bilingual education.

The prominence of English-

only instruction and the direction taken by the research
can be viewed as a reflection of the social values of the
time.
One account of how an individual acquires his/her
first language is closely linked to behaviorism and the
process of reinforcement.

The child's first language is

reinforced by his/her parents, the appropriate responses
become habit, and the incorrect responses are extinguished.
From the 1950's until the late 1960's, this approach was a
popular tool for second language instruction and also
provided an explanation of the difficulties encountered by
second language learners (McLaughlin, 1985).

Through

positive reinforcement, newly obtained responses in the
second language would be maintained.

Errors in the second

language were then explained as habit (learned behaviors)

-------------------------
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carried over from an individual's first language.

with the

use of reinforcement, these "bad" habits in the second
language could be overcome (Fromkin and Rodman, 1988).

The

behavioral approach also became an important tool for
explaining and investigating second language acquisition
during this time.
The Contrastive Analysis approach to understanding
second language acquisition emerged during the 1950's
(Ellis, 1986).

This concept was founded on the assumption

that specific surface differences between languages
constituted a potential problem for the second language
learner.

The hypothesis asserted was that by identifying

differences between two languages, errors made while
learning the second language could be predicted.

The

Contrastive Analysis approach stated that dissimilar parts
of two languages could be identified and a list of these
features compiled.

Instructional attention was then given

specifically to these dissimilar components.

In essence,

this approach has a basis in behavioral psychology (Gass
and Selinker, 1983).

It was believed that by focusing time

and energy on the dissimilar components, the second
language learner could overcome potential miscues and
dissimilar components.

However, Contrastive Analysis was

unable to predict many of the errors that actually surface
in second language learning (Ellis, 1986).

The behavioral

approach and the Contrastive Analysis which evolved in the
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1950;s and 1960;s primarily focused on the tangible
differences between languages and the overt behaviors of
the second language learner.
In opposition to behavioral approaches for studying
first and second language acquisition are others that
examine structures unique to all human languages and the
ways in which man/woman constructs language.

One of the

primary individuals to investigate underlying language
structures is Noam Chomsky.

Chomsky proposed a Universal

Grammar theory founded on the assumption that all humans
have a unique physiological predisposition/potential for
learning language.

He believed a Universal Grammar existed

in all humans which predisposed any form that human

language (sentences) would take (Parker, 1986).

This

theory suggested that human language is innate.

It also

set the principles by which sentences can be generated.
Universal Grammar is the ability of all humans to develop
language; it is common to every individual regardless of
the language he/she cultivates, be it German, French,
English, or any other (Chomsky, 1981).

Linguists such as

Chomsky were often referred to as "mentalists," those who
theorized the acquisition of language in terms of a
physiological basis as well as some form of interaction
with his/her environment (Parker, 1986).

In terms of

second language learning, the mentalists; perspective can
be seen in the Creative Construction theory (Duluay and

112
Burt, 1974) which holds that " • • • children seem to be
guided in second language learning, as in first language
learning, by strategies that cause them to formulate
certain types of hypotheses about the language system being
learned" (McLaughlin, 1985, p. 14-15).

The child goes

through a process of reconstructing the rules which helped

in mastering his/her first language.

While the Contrastive

Analysis and Creative Construction approaches have not been
definitive in and of themselves, they provide a platform(s)
for investigating the potential universal relationships and
differences between first and second language acquisition.
The question of an individual's age as it relates
to his/her ability to learn remains open to speculation and
debate.

Ideas and hypothesis have been explored which

attempt to correlate age with a specific critical
chronological time of life for learning a second language
(Snow and Hoefnagel-Hohle, 1978).

This "critical period"

usually begins in early childhood and ends around the time
of puberty.

Several hypotheses have been forwarded

attempting to link physiological development and language
acquisition together.

One explanation for the apparent

ease with which young children learn language is found in
the concept that a child's brain has more "elasticity" for
learning a second language than does the adult's.

This

concept of elasticity or plasticity has been seen as a weak
explanation (Asher and Garcia, 1982) as well as a
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sUbstantive explanation (Bochner and Albertini, 1988).

The

research related to age and the ability to learn a second
language is inconclusive; however, as Fillmore and Valadez
(1986, p. 677) note:

" • • • it is remarkable when older

learners acquire a native-like control over a second
language, it is remarkable when young children do not."

It

may be the apparent ease with which children seem to learn
second language(s) that has prompted search for a
biological key.

Studies exist which suggest that children

and adults utilize similar processes in second language
acquisition (Bailey, Madden and Krashen, 1974), and
research into the sociological and psychological factors
may provide greater explanation of alleged or real
differences between the child and adult learner (EvinTripp, 1974; Krashen, Long and Scarcella, 1982; Grosjean,
1982).
The view of how a first language positively or
negatively affects an individual learning a second language
can strongly influence the methodology used for teaching a
second language.

In addition, a belief that the younger a

child learns a second language the better off
linguistically and culturally he or she may be can affect
instructional methodology and programming.

As noted in the

chapter introduction, two divergent methods for instructing
a second language learner in English have been employed.
traditional educational methodology for teaching the

A
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non-English speaker English is simply to expect him/her to
master English by being placed in an English-only
educational environment (Fillmore and Valadez, 1986).

As

noted earlier, another widely utilized instructional
methodology exists, generically known as bilingual
education.

The significant difference is that in a

bilingual education approach, an individual's first
language is employed in helping him/her learn/understand a
second language and culture (Fishman, 1982).

Pifer (1979)

provides a helpful opening perspective on the cultural and
linguistic as well as the potential educational benefits of
bilingual education:
While the particular approaches used vary widely,
the term usually refers to programs that employ a
child's native tongue as a medium of instruction
while he or she is being helped to learn English.
The theory is that by enabling students to master
cognitive skills in the language they know best
before making the transition to English, bilingual
classes will prevent academic retardation. Often,
a secondary aim is to enhance and maintain a
child's proficiency in the home language. Classes
also frequently draw on a child's heritage and
culture as a means of building self-esteem and
increasing comprehension and motivation to learn
(1979, p. 3).
In either approach, the age of exposure to English,
personal motivation, ability to master a new language,
educational opportunities, knowledge of his/her first
language and other social/individual variables contribute
to the proficiency range in second language competency
(Trevise and Porquier, 1986).

Although different
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educational methodologies exist, the bilingual approach is
founded on the involvement of the

individual~s

language while learning a second language.

first

Of central

consideration in bilingual education is the ongoing
question of the positive or negative relationship of a
individual~s

first language on the second language he/she

is presently learning.

Two opposing perspectives are

central to this key issue of bilingual education.

It is

around this issue that proponents and skeptics of bilingual
education differ strongly.

Cummins and Swain (1986)

present both sides as they state:
The issues revolve around two alternative
conceptions of bilingual proficiency which can be
termed the separate underlying proficiency (SUP)
and common underlying proficiency (CUP) models
(1986, p. 80).
From the separate underlying proficiency
perspective, the individual

~s

first language interferes and

hinders his/her acquisition of English.

Because the

individual's first language is unlike English, skills and
content of the first language are not transferable to
English (Cummins and Swain, 1986).

Professionals who do

not believe a common underlying proficiency exists between
an

individual~s

first and second language see little

advantage to using the first language as part of the
instructional and learning process.

Use of the separate

underlying proficiency model suggests that best results
would be gained by providing the student with maximum
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exposure to the English language.

To accomplish this

maximum exposure, an immersion approach to English rather
than any type of bilingual educational setting would be the
most conducive to learning.
Contrasting with the separate underlying
proficiency model is the common underlying proficiency
model, which states that the underlying literacy aspects of
the

individual~s

first language and the language being

learned are interdependent (Cummins and Swain, 1986).

In

this model, surface differences between the two languages
do not diminish or separate the common underlying
proficiencies of both languages.

Existing language

knowledge, abilities, and skills obtained in the first
language will bolster learning of the second language.

In

effect, there exists an interdependence between the native
language and the language being studied (Gaies, 1979;
Cummins, 1979).

The common underlying proficiency approach

views second language learning in much broader terms than
the separate underlying proficiency model.

Overlap between

the first and second language is seen as a positive element
rather than as a detriment to learning a second language.
The belief that first and second languages have
commonalities forms the basis for inclusion of the first
language during the second language learning process in
bilingual education (McLaughlin, 1985).

-------
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Evidence offering support for the separate
underlying proficiency model cannot be gained by examining
the process of first language acquisition and how similar
processes are reflected in second language acquisition.
Although the processes involved in first and second
language acquisition are not definitively explained by
subjective or empirical research, distinctive similarities
surface among language learners.

utterances by a child

learning his/her first language do not always bear a
resemblance to utterances by adult speakers of the same
language.

Expressions found in English such as:

"Mommy

sock"; "No the sun shining"; and, "What the dollie have?"
(Ellis, 1986, p. 44) were also found across all first
language children.

Longitudinal studies strongly suggest a

"natural sequence" that is followed by an individual in
second language acquisition (Bailey, Madden and Krashen,
1974; Vaid, 1983; Ellis, 1986; Fromkin and Rodman, 1988).
This sequence is not viewed as a rigid schematic.

It is a

process that each individual follows enroute to becoming
proficient while learning a language.

Ellis (1986)

identifies four broad stages through which an individual
proceeds:

a)

basic syntax, i.e., invariant word order;

b)

variant word order; c)

morphological development; and

d)

complex sentence structure.

Overlap exists between

these four stages, and individuals employ different
strategies to gain mastery of each stage.

The procedures
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for language learning appear to function independently of
either the individual's first or second language, which
suggests a"

• 'universal' route that was largely

uninfluenced by such factors as the age of the learner, the
context in which learning took place, or the learner's L 1
background" (Ellis, 1986, p. 42).

The similarities found

in first and second languages offer support for the
existence of common underlying proficiencies between first
and second acquisition.

The common underlying proficiency

model also implies that the human mind may actually
utilize the first language in a variety of ways while
learning a second language.

If the same processes for

learning a first language are employed in learning a second
language, then exclusion of the first language does not
serve a specific linguistic function.

Perhaps

law~

excluding languages other than English served the
ethnocentric and sociological needs of a society recovering
from the World Wars, rather than the educational needs of
the children (Grosjean, 1982).
The purpose of transitional, immersion or
maintenance bilingual education is to assist an individual
in learning a second language by employing his/her first
language in the instructional setting.

As previously

mentioned, speakers of the majority language may wish to
add a second language for educational or personal reasons.
Lambert (1975) labels this "additive" bilingual education
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when the individual's first language is in no danger of
being replaced by a second language.

In essence, his/her

first language has a dominant position in the culture.

On

the opposite end of the spectrum is "subtractive" bilingual
education (Lambert, 1975).

These are speakers of a

minority language who may need to add the majority language
for reasons of economic, educational or psychological
survival.

For the speaker of a minority language whose

first language is in danger of being replaced by the
majority language, the benefits of learning the majority
language may cause cultural, personal and linguistical
dissonance.

Cummins and Swain (1986) characterize this

type of bilingual education in the following manner:
The linguistic double standard is simply that
majority language children are praised for learning
a second language even if the result is non-nativelike in its characteristics, where~s minority
language children must demonstrate full native-like
competency in the second language to receive the
same praise (1986, p. 46).
A major difficulty in evaluating the validity and
benefit of immersion, transitional or maintenance programs
compared to submersion or ESL education is in locating
comparable studies (Willig, 1981-1982).

Because of the

complex social sanctions and beliefs surrounding language
in America, assessing the available studies is difficult.
In reviewing "additive" and "subtractive" bilingual
studies, several patterns emerge.

To begin, additive

programs tend not to be on a large scale in the united
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States, such as those conducted in Canada, where English
speakers learn French in immersion programs.

An immersion

(English/French) program in Canada initiated in 1970 is
examined by Barik and Swain (1975).

This study followed

the progress of native-English speakers learning French
from kindergarten through second grade in the ottawa public
schools.

Ten classes were initially selected for the

French immersion approach and, as each class graduated,
another class was established to take its place.

Nine

English instruction-only classes in the same school
district were used for comparison purposes.

"These pupils

were comparable to those in the French immersion program
with respect to linguistic characteristics and socioeconomic background (generally middle to upper-middle
class)" (Barik and Swain, 1975, p. 5).

The English-only

comparison group received 15-20 minutes of French
instruction each day of French-as-a-second-1anguage.
first-year immersion group included 219 students.

The

The

majority of these students stayed with the program; only 50
had left the program by the time the kindergarten class
reached the second grade.

During kindergarten and first

grade, the students were taught only in French.

During the

second grade, English was introduced 60 minutes per day for
teaching "English Language Arts" (Barik and Swain, 1975,
p. 3).

By the end of the third year, the students had not

obtained native-like fluency in French, but "

were far
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superior to their English-speaking peers who receive 20
minutes per day of French-as-a-second-language" (Barik and
Swain, 1975, p. 28).

As a group, these students performed

almost as well across the board on English language tests
and learned as much math as their English-only counterparts
(Barik and Swain, 1975).
Barik and Swain (1976) also reported on a similar
grade one through grade four partial French bilingual
immersion (PFI) longitudinal study of classes in Ontario,
Canada.

This particular immersion program began in 1970

and was known as the Elgin Study.

The study began with a

class of grade one native-English speaking students who
received instruction 50% of the time in English and 50% of
the time in French.

The 50% English and 50% French

instruction continued from grades one to four.

As each

class advanced to the next grade, another (grade one) class
was established to take its place.

At the end of grade

one, the student's English skills were on a par with
students not in the immersion program.

The immersion

student's English language abilities remained at grade
level through grade four.

By the end of grade four, the

students had retained their English competency and learned
French at what appeared to be an acceptable rate.

As

pointed out in the report, "French reading and/or
achievement at the Grade two-four are above expectations in

-----_._-_.
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relation to a TFI (total French immersion) program" (Barik
and Swain, 1976, p. 16).
These two "additive" programs are part of more than
a decade of bilingual programming, research and evaluation
of English speakers learning French in Canada.

The

immersion programs are optional for parent and child; those
enrolled are native-English speakers.

French does not pose

a threat of replacing their first language, and the
cultural/social climate is conducive to acquiring English/
French bilingual skills.

Results of the immersion

bilingual programs undertaken in Canada have demonstrated
that the majority English language speakers do not suffer
any appreciable detriment to their English language skills,
academic abilities or psychological well-being while
obtaining near grade-level abilities in French (Swain and
Lapkin, 1982).
Comparable bilingual programs in the United States
are difficult to find, since the majority of students
enrolled in bilingual education are minority language
speakers learning English.

In addition, these bilingual

programs tend to be transitional in nature, with the goal
being to expedite the studentis English abilities with
secondary concern for his/her first language.

In his

comprehensive review of approximately 75 years of bilingual
and foreign language education in the United States, Dolson
(1985) states:
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• • • a comprehensive analysis of the literature
on the relationship between bilingualism and
scholastic achievement leads us to conclude that
the advantages of bilingualism are closely tied to
the process of additive bilingualism while the
disadvantages are more strongly related to
subtractive bilingualism (1985, p. 16).
The difficulty remains in locating bilingual programs that
have "additive" characteristics, with equal emphasis given
to the addition of English language skills while enhancing
skills/knowledge in the minority language speaker's first
language.
A type of bilingual maintenance program for second
grade native-Choctaw speakers near Philadelphia,

Mississippi was undertaken in the 1979-1980 school year
(Doebler and Mardis, 1981).

The academic year-long

longitudinal study involved seven classrooms in six Bureau
of Indian Affairs managed schools located in six
reservation communities.

The study contained 63 children,

37 assigned to a control group taught solely in English and
26 assigned to an experimental group taught solely in
Choctaw, utilizing some especially prepared curricula.

ESL

instruction was employed in a supplemental fashion for the
experimental Choctaw students; however, it is unclear to
what extent the ESL instruction was included as part of the
student's daily, weekly or monthly instruction.
language of the school and horne was Choctaw.

The social

The only time

the students were exposed to English was in the classroom,
and at the time the study was begin "

• none of the

124

students were fluent in English" (Doebler and Mardis, 1981,
p. 25).

The Metropolitan Achievement Test was administered

in English during October and again in April to all
students.

The areas of reading, mathematics, language,

science and social studies were examined.

Overall, the

experimental group performed better than the control group,
but not at a significant level (Doebler and Mardis, 1981).
While the results are encouraging, given the short
length of the study, it is difficult to analyze the
improvement in English skills by either group, since
neither group was fluent when the study began.

It is

encouraging to see that the cognitive functioning and
general academics of the students were not negatively
influenced by the bilingual approach.

It is possible that,

with continued Choctaw bilingual maintenance and
supplemental ESL instruction, the students' abilities in
English would benefit, as would their overall academic
performance.
Dorothy Legarreta (1979) reports on a longitudinal
study which incorporated and compared five different models
for teaching native-Spanish speakers English.

The models

employed are:
1)

Traditional or regular kindergarten, taught in
English, with no formal English as a second
Language (ESL) training.

2)

Traditional with daily ESL.
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3A)

Bilingual, using the concurrent translation
approach, no ESL.

3B)

Bilingual, using the alternate immersion
approach, no ESL.

4)

Bilingual, using the concurrent translation
approach with daily ESL (1979, p. 521).

The students participating in the study were five-year-old
monolingual Spanish-speaking children selected (not
randomly selected) from 17 kindergarten classrooms in a
large West Coast city.

The students participating in 3A,

3B and 4 were the total population of six of the 17
kindergarten classrooms.
we~c

In October of 1974, 80 students

pretested, and because of attrition, transfer to other

schools, or. ... English dominance, only 52 were posttested in
April, 1975.

Using a battery of pretest and posttest

instruments, the children were assessed for Spanish
dominance, cognitive functioning, and their Spanish and
English abilities across a variety of domains.
The balanced bilinguals (3B), using 50% English and
50% Spanish alternate immersion approach, did significantly
better than the (3A) unbalanced bilinguals using concurrent
translation between English and Spanish.

Additionally, the

bilingual approaches " • • • 3A, 3B and 4 produced
significantly greater gains in oral comprehension in
English than did the traditional all-English treatments
(1 and 2)" (Legarreta, 1979, p. 531).

It appears students

will wait for their native language to be spoken in
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concurrent translation with ESL bilingual programs and that
the ability to communicate in English was best accomplished
by the groups not using ESL components.

The non-ESL:

1,

3A and 3B approaches produced better gains in terms of
Spanish vocabulary than when ESL 2 and 4 was incorporated.
And, the balanced bilingual 3B group attained better
Spanish communication competence than the concurrent
translation bilingual 3A and 4 groups.
While the exact reasons for the general superior
attainment of the balanced bilingual 3A group is not
clearly delineated, there does appear to be positive
interfacing between the first and second languages.

As

Legarreta (1979) proposes, the acquisition of first or
second language seems to involve the human mind's
predisposition for language and interaction between the
individual and his/her environment.
Rather than being trained by adults in a set of
verbal habits, the child abstracts the structure of
the language, either first or secDnd, by producing
a series of provisional grammars, besed on natural
input in a variety of contexts, and reflecting a
not-yet-clear set of universal semantic, syntactic
and phonological constraints found in all human
languages (1979, p. 522).
A tangential factor to the ideas forwarded by
Legarreta which may shed light on the interaction between
the first and second language is that of the threshold
hypothesis presented by Cummins (1979, 1981).

This

hypothesis suggests that bilingual students must reach a

127
certain level of linguistic competency in their first
language and second language for bilingual education to be
advantageous.

"

As Cummins (1979, pp. 230-231) states:

• • if a bilingual child attains only a very low level

of competency in the second (or first) language,
interaction with the environment through that language,
both in terms of input and output, is likely to be
impoverished."
hypothesized:

Thus,

H •••

two thresholds are

one below which cognitive growth would

suffer without further linguistic development; and one
above which cognitive growth would be developed" (Cummins
and Swain, 1986, p. 6).

The threshold hypothesis also

supports the existence of language universals and their
role in second language acquisition (Gass and Ard, 1980).
However, Cummins does not delineate what the threshold

...

hypothesis means in terms of linguistic competency
necessary for second language learner success.

Although

Cummins' idea is not well defined, it provides another
perspective from which to view why additive bilingual
programs appear to be successful and why inclusion of a
student's first language can be beneficial to second
language development.
Successful bilingual programs are those programs
that structure an environment which fosters positive
interaction/learning in the individual's first language,
maintains that first language, introduces a second language

--------_._

...

_------
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as a

~eparate

addition to existing linguistic competencies

and promotes bilingualism as a means to an end.

This type

of bilingual education has been demonstrated extensively in
Canada with majority language speakers learning a second
language.

Reports on American bilingual education programs

(national and state levels) for minority speakers learning
English are fraught with controversy (Willig,
Sandoval-Martinez,

1982~

Dubois, 1982).

1981-1982~

The literature is

certainly not replete with successful minority language
speakers learning English in a bilingual setting.

However,

a small but growing number of successful additive programs
and studies have been conducted (Egan and Goldsmith, 1981;
Sandoval-Martinez,

1982~

Fillmore and Valadez, 1986).

While the results are not definitive, positive gains have
been demonstrated in both languages when an additive
approach is adopted.
Summary
There is evidence to suggest that universals exist
across all human languages (Chomsky,
and Klima, 1989).

1967~

Bellugi, Poizner

Strong evidence also exists for

universals in the sequence of first and second language
learning and acquisition (Ellis, 1986).

While the research

on language universals and language acquisition has been
growing appreciably during the past several decades, the
acceptance of bilingual education theory which rests on the
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interdependence. and interaction between first and second
languages has been extremely slow to gain acceptance in the
United states (Cummins and Swain, 1986).

Additionally, the

lack of robust research and theory development (Spo1sky,
1985) can account for part of the social hesitancy to
endorse bilingual education; however, the lack of
acceptance is also due in a significant part to attitudes
towards languages and speakers of languages other than
English (Grosjean, 1982).
The surface differences between ASL and English
belay the growing body of evidence supporting the concept
that language universals cross modalities of visual and
auditory boundaries (Klima and Bellugi, 1979; Poizner,
Klima and Bellugi, 1987; Be11ugi, Poizner and Klima, 1989).
These modality boundaries have historically strengthened
the linguistic and cultural preclusion of ASL from the
educational setting.

Immersion or submersion instruction

must not be seen as a means to an end for replacing an
individual~s

first language and a means of accommodating a

deaf/Deaf person into the hearing and English-speaking
society.

Language instruction must foster, enhance and

maintain linguistic skill and cultural pride in the
minority language.

For the deaf/Deaf, English acquisition

should not be at the expense of a visual language which
superficially differs in modality and structure from
English, however at another level serves the linguistic
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communication and cultural needs of a community.
Structuring a bilingual environment that is additive in
nature and not just a plan for incorporating an individual
into the majority culture may well be at the heart of
facilitative bilingual education for the deaf/Deaf.

The

bilingual educational experience must be linguistically and
culturally rewarding and structured to provide for
pluralistic survival in society.

The parallels between

successful bilingual maintenance programs and the molding
of ASL/English into a bilingual maintenance framework will
be further explored in the final chapter.
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CHAPTER 5
---

-

DEAFNESS AND BILINGUAL CONCEPTUALIZATION
with the advent of progressive rehabilitation
legislation during the 1970's, all colleges across America
experienced a growing enrollment of deaf/Deaf students,
mobility impaired students, visually impaired, and students
with limited English proficiency.

To accommodate the

deaf/Deaf population in the community college has meant
enlarging the scope of support services and employing
specialized personnel.

In the majority of community

colleges across America, professional interpreters,
notetakers and counselors with special training in ASL and!
or signed English are available for deaf/Deaf students
through offices serving special-need students.

These

student-support personnel work to facilitate and augment
communication between the deaf/Deaf students and the
hearing students, instructors, staff and other college
personnel.

The same ideology and legislation that works to

bridge communication between hearing and deaf/Deaf students
makes the community college "open door policy" accessible
to all community members.

For hearing individuals with

limited English language abilities, the necessary college
level English skills and an "open door policy" also creates
a unique dilemma.

The dilemma centers on developing
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appropriate ways to assist these hearing students with
limited English skills.
proficien~y

In order for these limited English

students to gain a college level mastery of

English, many community colleges have established specially
designed curricula (ESL, bilingual classes, remedial
reading, etcetera).
The traditional coursework for enhancing hearing
community college minority English speakers' abilities has
taken the form of bilingual ESL courses.

These courses may

not be appropriate for deaf/Deaf students in their current
configuration.

While the course content may include

writing and reading in the student's first language,
curricula are built on expressive and receptive auditory
language rather than visual.

For those deaf/Deaf persons

whose preferred mode of communication is ASL, entering a
community college without adequate English capabilities can
present a real barrier to academic success, particularly
since the current array of specially designed curricula may
well be inappropriate to meet their language needs.

Upon

entering the community college, the deaf/Deaf student is
faced with several unique obstacles:
a)

Dealing with an educational and social environment
where communication is primarily auditory-based;

b)

not possessing English language skills sufficient
to handle the academic requirements of a community
college;

c)

attempting to increase English abilities in a
setting where remedial lessons are delivered in an
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auditory modality and style;
d)

not having sufficient knowledge of the grammar/
structure of ASL to incorporate it as a first
language "tool" to assist in the study of
English; and

e)

a shortage of English instructors who are capable
of incorporating ASL in the instructional process.

Thus, while enrolling in a traditional remedial English
course in the community college provides many hearing
students with a viable learning environment, that may not
be the optimum language environment for deaf/Deaf students.
Since the establishment of the first permanent
American school for the deaf in Hartford, Connecticut, in
1917, instruction of deaf/Deaf students in English has
remained a crucial goal of all educational institutions.
However,

~any

deaf/Deaf students graduating from high

school routinely face college with only a piecemeal
knowledge of English.

Numerous theories and instructional

techniques have been developed in an attempt to explain in
part or full the reasons for the deaf/Deaf individual's
difficulty in mastering the English language (Moores,
1987).

Since traditional and current English instructional

techniques, policies and practices are not obtaining
effective English language results for most deaf/Deaf
students, it is necessary to examine further the
educational system's monolingual orientation to language,
and its exclusion of ASL and culturally relevant materials
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in light of communication and bilingual practices,
knowledge and research.
Rationale for the Maintenance Approach
The maintenance model has been selected for the
following compelling reasons:
a)

Immersion or submersion in the English language

throughout the kindergarten-through-12 classroom experience
(either auditory or Manually Coded English) has not
typically provided the deaf/Deaf adult with a grade-level
or near grade-level command of English.
b)

The addition of intensive special pullout ESL

classes would hardly differ from the historical K-12
English educational practices.
c)

Deaf students do not have mastery of English

upon entering school or upon graduation from high school.
Thus, imitating the successful Canadian immersion programs

is not feasible, since the deaf/Deaf student does not have
command of the majority language.

Plus, immersion would

not differ from the "immersion" or "submersion" in English
instruction he/she has already been receiving.
d)

Concurrent bilingual instruction would likely

encourage students to ignore the English and wait for the
explanation in ASL and would not provide a distinct means
for the student to separate the two languages.
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Additionally, rapid code switching between two languages
can be confusing.
e)

Of the current bilingual programs which appear

to be most successful with minority speakers seeking to
learn English in the united States, the bilingual
maintenance approach offers a first language enhancement
component and a means for maintaining a first language
while introducing English.
The maintenance model will serve as a schematic of
techniques in education for a bilingual methodology of
teaching deaf/Deaf students English.

Logic would dictate

that the largest number of students would be served by
establishing and evaluating an ASL/English bilingual
maintenance program with young deaf/Deaf children during
their first years of residential school education.
Potentially, an early maintenance program would allow the
deaf/Deaf student to reap the benefits throughout his/her
K-12 and college education.

The difficulty in establishing

such a program lies in the current communication policies
of residential schools for the deaf, which generally
preclude the use of ASL in the classroom in favor of an
English communication system (Woodward, 1982; Clements and
Prickett, 1986).

This is to not imply that ASL will never

become an integral instructional component in a bilingual
format of residential schools.

The possibility does exist
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for inclusj,on of ASL as an intricate component of language
instruction in residential schools for the deaf.
ASL/English
Although the long-term results and benefits of
bilingual education are not known (Grosjean, 1982),
educational alternatives for deaf/Deaf adults who typically
achieve a 4.5 English grade level warrant further
development and research.

ASL may provide a viable

linguistical foundation for deaf/Deaf students to employ in
the process of learning English.

While research in the

area of ASL/English instruction is extremely scant or in the
very preliminary stages of being developed, bilingual
education provides a unique opportunity to combine several
diverse fields.

A maintenance bilingual approach that

employs information from the field of sociology,
psychology, linguistics and communication will add to the
growing body of ASL/English knowledge by describing and
addressing several essential properties of current
educational practices and the yet to be cultivated fields
of deaf education and bilingual education.
The hearing minority language speaker will be
socialized in the home to the family's native language.
Depending on when the minority child begins formal
education, he/she may already have begun reading and
writing in the home language and gained a sociolinguistic
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orientation to the world.

In conjunction with the growth

in native language linguistic performance in the home, the
ethnic identity of the child's neighborhood and peers may
reflect and reinforce the family's language beyond the
property boundaries of his/her home.

The minority language

child may also gain formal/informal exposure to English
through the media, neighborhood or peers prior to starting
public education.

Upon entering school, the minority

language child may lack competency in English and possibly
the home language; however, he/she will likely have had the
opportunity to interact freely with adult speakers of both
languages prior to receiving formal education.

On the

other hand, assuming the deaf/Deaf child's parents are not
deaf/Deaf, the child will have limited exposure to language
(English or other auditory languages) prior to beginning
school.

In essence, the deaf/Deaf child may enter grade

school with a minimal knowledge of English or any other
language and little cultural awareness.

During the next 12

academic years, the deaf/Deaf student will likely acquire/
enhance ASL in the social and/or dormitory setting.

At the

same time, the student will attempt to learn English.
graduation, the question remains:

Upon

Which language is the

deaf/Deaf person's first language, ASL or English?

In

terms of linguistic performance, ASL is likely the deaf/
Deaf person's most powerful language of expression.
ASL is rarely included as a content area of study in

Since
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residential schools, linguistic competence will probably be
stronger in English.

However, a fourth-sixth grade level

does not demonstrate an extensive knowledge of English.
For the purposes of this maintenance approach, ASL will be
assumed to be the deaf/Deaf person's preferred language,
though not necessarily the first language (McAnally, Rose
and Quigley, 1987).
The deaf person's home will likely be English; yet,
as noted, the deaf child will not develop performance
mastery of this language prior. to entering public
education.

For the minority language speaker, a conducive

home-neighborhood atmosphere enables him/her to be
enveloped in a language well before he/she enters a formal
educational institution.

The minority auditory language

platform may only be the ability to speak fluently without
knowledge of the grammatical structure.

Since this type of

interactive language-reinforcing environment does not often
exist for the deaf child of hearing parents, facets of this
experience must be modeled for the deaf child.

An

educational setting cannot duplicate the uniqueness of
family interaction, diversity of communication situations
and learning that has occurred for the minority speaker
through his/her habitat.

However, the educational

environment can attempt to duplicate and add to some of
the language experiences of an environment which readily
incorporates ASL..

By duplicating a "natural" language
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environment in the classroom, the deaf child or adult may
continue to develop ASL performance abilities and begin to
develop ASL -linguistic competency.
Considerations in Developing
A Bilingual Approach
Human Language
Unlike the hearing child, the deaf child of hearing
parents is unable to interact freely with family, peers,
neis~bors,

and community environment to develop an

appreciation of the diversity of human languages.
young

child~s

The

orientation to language diversity may be

limited; and since English is the predominant educational
tool, many deaf/Deaf students are led to believe ASL is not
a language (Woodward, 1982).

To help the adult augment

his/her understanding of human languages and gain an
appreciation of the similarities and differences between
ASL and English, an initial step should include a
discussion of the nature of human languages.

This

orientation to language is also critical for the students
and teacher(s) to gain an understanding of the languages
and linguistic realities the students/teachers bring to the
class and of the languages to be studied.

While

Whorf~s

(1956) linguistic relativity hypothesis does not directly
address the deaf/Deaf, it does highlight the diversity in
the ways groups create a linguistic reality and the role of
culture in communication (Hall,

1959~

1976).

In
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application of the Whorfian perspective to the deaf/Deaf
population, it seems reasonable to assume that a difference
may exist in the linguistic realities between the hearing
child or adult and a deaf/Deaf child or adult.
Physiological perceptual differences may also exist and
potentially exert influence on the development of a
linguistic reality (Bellugi, Poizner and Klima, 1989).

By

presenting examples of the various commonalities and
differences among all human languages, the deaf/Deaf
student may gain a perspective on the ways ASL or English
are intertwined with the creation of their respective
cultures. Examples of commonality could include
characteristics of languages that cross boundaries of
auditory and visual modalities, such as the educational,
emotional and social purposes of discourse, as well as the
evolution of all human language.

Differences could draw

from Whorf's seminal work with SAE and the Hopi's language
and ongoing work by Bellugi and associates which are
exploring the physiological characteristics of language.
The linguistic reality of ASL can be understood by
examining the ASL sign glossed as THINK-HEARING.

The sign

combines the formal sign for a hearing person, but is made
at the forehead and has a negative connotation.

The sign

is used to describe hearing people who believe they are
more intelligent and "better" than deaf/Deaf people.

The

sign can also be used by a deaf/Deaf person when making a

--------_
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negative reference. to another deaf person.

The

modification of this sign reflects a shared linguistic
reality among Deaf

p~ople

formation of the ASL sign.

that is reflected in the actual
Another aspect of a group's

linguistic reality has been documented by Padden and
Humphries.

Padden and Humphries (1988) have described Deaf

folklore surrounding the origin and creation of French Sign
Language by the Abbe de l'Epee, a story shared by many in
Deaf clubs in France.

Whether the French Deaf folklore is

solely based on the visual nature, or grammatical structure
of the language, the reality is clearly a product of the
people and their language.
Closely related to an overview of the nature of all
human languages is the need to address the heritage and
culture of ASL.

This topic is perhaps one of the most

emotionally laden challenges faced by the deaf/Deaf
students since the idea of culture and ASL as a language is
a recent phenomenon.

As noted, a common belief among

deaf/Deaf people is that ASL is not a language, or
certainly not a language in the same sense as

English~

In

order to provide insight into the heritage, community and
identity of deafness, a second consideration is to present
relevant ASL/cultural information to the students.

Topics

covering the influence of French Sign Language, Methodical
Sign Language in Europe and America, the evolution of ASL,
Signed English and Oralism in the united States should be
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presented.

A historical/cultural summary of imposed

educational methods will help the student assimilate
various philosophical practices adhered to by schools for
the deaf and by society at large.

An academic exploration

encompassing the heritage and culture of ASL may strengthen
and give further meaning to the deaf/Deaf individual's own
linguistic reality.

Additionally, the strengthening of the

individual's sense of heritage and linguistic identity may
assist him/her to begin separating and differentiating the
ASL and English codes, an important step in gaining skill
in both languages.
ASL structure and Grammar
Research, by Klima and Bellugi (1979) and Poizner,
Klima and Bellugi (1987) has uncovered distinct grammatical
and syntactical components of ASL and unique physiological
properties of ASL and the brain.

Specifically, the work by

Klima and Bellugi (1979) and Poizner, Klima and Bellugi
(1987) and Bellugi, Poizner and Klima (1989) has
established the existence of an internal visual language
among many first language ASL individuals.

And, their work

has found distinct physiological properties of ASL in Deaf
stroke victims which parallel properties found in other
spoken language stroke victims.

By employing information

gained by Klima, Bellugi and Poizner and others, the deaf/
Deaf student may enhance or develop an internal visual
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language and gain sufficient knowledge of ASL which will
allow the individual to utilize ASL actively as a cognitive
tool in the study of English.
The research by Furth (1966; 1973), demonstrating
the ability of deaf individuals to think and reason without
apparent benefit of a verbal language, is an important
consideration in language instruction.

In education of the

deaf, the existence of an internal verbal language has been
strongly correlated to the ultimate development of English
language skills (Lichtenstein, 1983; Moores, 1987).
However, extensive research has also demonstrated the
superiority of Deaf children of Deaf parents in the
ultimate development of English language skills over deaf
children of hearing parents (Moores, 1987).

From a

Vygotskian perspective (Wertsch, 1985; Reiber and Carton,
1987), linguistic performance and competent ASL abilities

. ..

could potentially help provide a cognitive bridge for deaf/
Deaf individuals to achieve complex levels of cognition and
generalize word meaning of linguistic structures from ASL
to English.

Although Vygotsky did not discuss the

potential interrelationship between ASL and English, he did
believe first and second languages are intertwined (JohnSteiner, 1985).

As noted in the first chapter, Vygotsky's

perspective was that second language acquisition involves a
conscious involvement of the learner and is uniquely
intertwined with an individual's abilities and knowledge of
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his/her first language.

Second language acquisition

involves conscious cognitive and linguistic strategies,
with success being dependent on the learner's performance/
competency in his/her first language.

Although ASL and

English differ extensively in mode and structure, the
interdependency aspect may well exist and ASL potentially
could be utilized in a conscious manner to acquire English.
Linguistic parallels are evident between ASL and
English although modalities differ significantly.

For

example, the parameters (building blocks) of each sign are
formed with the hands.

The movement parameter

differentiates nouns and verbs which share the same
handshape, the only difference existing in the manner by
which verbs demonstrate action through movement.

These

nouns and verbs are recognized as noun-verb pairs.

This

visual representation of "action" in a verb can then be
transferred to verbs in English that show action, and
likewise, the restricted and restrained movements of a noun
in ASL can be transferred to nouns in English.

These

simple examples can then be expanded- to include non-noun
verb pairs, directional verbs and other basic language
building blocks of ASL.

These visual three-dimensional

building blocks can be incorporated into examples of
correct ASL simple sentence order, such as a Subject plus
Verb plus Object arrangement.

Generalization of

Vygotskian's "word meaning" as it relates to nouns, verbs,
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and sentence order in ASL can then potentially be expanded
by the individual to include nouns and verbs in English.
Depending on the individual's knowledge of English and ASL,
it is equally possible that generalization of word meaning
can also work from English to ASL.
Strengthening the ASL portion of the sign language
continuum in both linguistic competence and performance
also fits with the "separation" teaching approach described
in bilingual education (Fillmore and Valadez, 1986).

The

concept is to separate the usage of the first and second
languages rather than to mix the codes arbitrarily during
instruction.

This separation can be accomplished through

at least four means:

topic of the lesson, the presenter,

context of discussion, time or other categories.

This

methodology would allow for potential gains in
instructional consistency, cultural awareness, linguistic
expression and reception skills in a language familiar to
the deaf/Deaf student without rapid switching between
English and ASL codes.

Legaretta (1979) and Legaretta-

Marcadia (1981) assert that the separation approach has
been positively linked to significant gains made by
Spanish-speaking children learning English, compared to
classrooms where languages were readily mixed.

As noted in

Chapter four, the majority of bilingual speakers are
stronger in one language than the other(s) and may not
actually realize which language is playing a dominant role
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at a given time.

By working exclusively in the selected

language, the teacher(s) and students need not be concerned
about mixing the two codes in a potentially confusing
manner.

The concept of separation of the two languages

does not preclude the idea of common underlying proficiency
described by Cummins and Swain (1986), nor does it appear
to contradict the idea of generalizing "word meaning"
discussed by Vygotsky as a means of learning.
A concentrated effort to teach ASL first insures a
sequential acquisition of overall linguistic knowledge and
enhanced ASL abilities.

In order for an individual to

function comfortably in a second language and further
develop his/her cognitive skills, he/she must attain a
certain level (threshold hypothesis) of proficiency in a
first language (Cummins and Swain, 1986).

Although the

notion of a threshold level is somewhat vague and has not
been clearly defined or quantified (Diaz, 1985), it does
offer a potential reference point for additive bilingualism
when strengthening (teaching) ASL and English skills to
deaf/Deaf individuals.

The threshold hypothesis also ties

in closely with ongoing research which is exploring and
pointing toward interaction between the individual's first
and second language during second language learning.

It

seems apparent from English language assessment of deaf/
Deaf inoividuals that the traditional instructional
methodologies have not been able to achieve a minimum level
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of competency in English.

If this level is not readily

attainable through instruction in English, the strategy of
first reaching a necessary threshold level in ASL may offer
the linguistic basis for successful study of a second
language.
A Sign Bridge Between
ASL and English
A transition point between ASL and English is
encountered when including the Signed English and Pidgin
Signed English portions of the sign language continuum.
ASL is perhaps one of the only languages to have been
arbitrarily modified to represent the dominant culture's
language.

A deaf/Deaf student is exposed to many auditory

and visual communication modalities in grades 1 through 12.
However, the use of a particular English signing system may
vary in scope from educational program to program, and

"

• no evidence exists that the use of any of the

systems results in competency in English in any form"
(McAnally, Rose and Quigley, 1987, p. 157).

The student

graduating from an academic setting that utilizes an
English-like sign system in the classroom and ASL in social
settings will generally incorporate aspects of both in
his/her signing.

A reintroduction of the underlying

philosophy, inherent modifications of signs and the
arbitrary creation of new signs in signed English systems
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should be reiterated to focus the student's attention on
the current sign systems, PSE and ASL, he/she employs.
Explaining the contact point of Pidgin Signed
English that exists between ASL and Signed English will aid
the student in his/her understanding of the characteristics
of a pidgin language and gain awareness of his/her own
signing.

By exploring the differences between Signed

English, PSE and ASL, the student can also gain insight
into the linguistic and social functions of code switching.
As noted earlier, sign conversations between a Deaf person
and a hearing person usually move into the PSE or Signed
English realm as a form of accommodation for the hearing
person.

An understanding of the linguistic and social

aspects of the code switching process may also provide the
Deaf and the deaf student with insight into his/her prior
hearing teacher's and family's signing styles and modes.
This type of knowledge may assist with the study of English
and ASL and may add to his/her understanding of the
dynamics of childhood and current interactions with many
hearing people.

As mentioned in earlier chapters, ASL does

not have a written format.

However, a gloss system has

evolved, and this system potentially offers deaf/Deaf
students and instructors an additional way to separate and
contrast English and ASL in a "written" form (Baker and
Coke1y, 1980; Liddell, 1980; Poizner, Klima and Bel1ugi,
1987).

Examples can be seen in the ASL glosses
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PHILOSOPHY, COMPUTER, or CREATE.

In some instances, one

ASL sign must be glossed with several

~nglish

words joined

together with hyphens, such as the ASL glosses RUN-AWAY or
TAKE-UP.

Another example can be seen in glosses for ASL

compound signs, such as GIRL SAME or LAW PERSON.

One

example of how inclusion of this gloss writing system may
help the student to distinguish visually and cognitively
between the need for one, two, or three English words is
to portray the meaning found in one ASL sign, or how one
English word may require the compounding of several ASL
signs to portray the meaning.

In addition to separating

the two languages, this system can readily show the
difficulty in direct translation between distinctly
different languages and how not all "words/signs" exist in
both languages.
Inclusion of a gloss system may provide students
and instructor(s) alike with a type of metalanguage for
analyzing and highlighting differences and similarities
between the languages.

It may also visually bridge the gap

between auditory English and visual ASL in a manner that
allows the same students to add a visual written language
to the internal visual ASL language researched by Klima and
Bellugi (1979).

In this way, the gloss system provides the

student with additional tools for studying English through
ASL.
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Utilizing Both Languages and
Bilingual Curriculum
The deaf student will be attending mainstream
college classes with an interpreter while he/she
simultaneously attends an ASL/English class.

Or, the

student may enroll in the ASL/English class as part of a
preparatory studies program.

In either case, the student

will not be attending an all-day maintenance bilingual
program where the day is divided into specific
instructional periods, with literature taught in English
and math taught in ASL, or when English is used in the
morning and ASL only in the afternoon.

In a community

college setting, the instructional format will be part of
the overall mainstream process and the maintenance ASL/
English class will work within those constraints.

This

would not preclude the utilization of history or math as
the platform of instruction and practice in English.

From

the deafness perspective, Deaf folklore and culture can
provide a meaningful basis for the analysis and instruction
of ASL.
When the decision is made to introduce and begin
teaching English, an assessment/evaluation of the

student~s

English aptitudes is necessary before instruction can begin
at the appropriate level.

Extensive curricula and

materials have been developed for teaching deaf/Deaf
students English {Powell, Finitzo-Hieber, Friel-patti and
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Henderson, 1985; Martin, 1985; King and Quigley, 1985;
Moores, 1987; McAnally, Rose and Quigley, 1987; Bunch,
1987).

These existing materials and curricula may need

modification for use in a bilingual maintenance program.
While outlining a specific curriculum is beyond the scope
of this approach, an example of progressive bilingual
handbooks, related video tapes and curriculum materials is
being developed and implemented for the deaf/Deaf community
college students by Brodesky and Cohen (1988) at Pima
Community College in Tucson, Arizona.

The development of

ASL/Eng1ish bilingual curriculum materials is an area of
potential growth.

Since ASL is visual language, new

curricula that incorporate interactive computer and video
technologies present a new area of specialized development.
Programming, Areas for Evaluation
and Consideration
In order to ascertain which students would
potentially benefit from this bilingual approach, an
extensive screening and student selection process must be
developed.

The identification and matching of students

according to ASL and English signing competency would
require the development of new screening tools.

Screening

related to educational, psychosocial and socioeconomic
background for random assignment into control and
experimental groups would be difficult, yet an important
consideration in conducting a study to assess the value and
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long-range impact of a maintenance bilingual approach.

A

partial list of more specific considerations necessary for
the planning and implementation of a bilingual approach is
noted by McAnally, Rose and Quigley (1987, p. 163) in their
review of areas for evaluation of a bilingual program for
young deaf/Deaf children:
1)

Identification of deaf students for placement in a
bilingual program.

2)

Assessment of grammar and communicative competency
in ASL.

3)

Evaluation of achievement in academic subjects
presented via ASL.

4)

Assessment of grammar and communicative competency
in English.

5)

Evaluation of achievement in academic subjects
presented via English.

6)

Evaluation of psychosocial aspects (e.g., attitude,
motivation).
The development of an instrument(s) that addresses

the deaf/Deaf student's ASL competency and performance is
critical.

This is a pivotal point for the selection of

students to participate in the bilingual program.
Measurement(s) of ASL skill and

systematic evaluation

procedure to assess linguistic and academic progress
ensures an objective appraisal of the pros and cons
associated with the approach (H. Cohen, personal
communication, December 8, 1988).

In addition to directly

measuring linguistic abilities, a positive attitude toward
ASL and the study of English by students in the course may
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have implication for. their continued post-secondary
education and vocational aspirations.

This will help to

make the instruction of English and mainstreaming into the
community college a more "additive" than "subtractive"
bilingual process among the Deaf community.

A related

spinoff is the impact this type of instruction might have
on the recruitment of other deaf/Deaf individuals who might
traditionally not enroll in higher education.

This

tangential recruitment may well occur by enhancing a deaf/
Deaf individual

~s

English language abilities and

potentially he/she developing a more positive attitude
towards English.
The relevance of an ASL threshold level and its
potential impact on second language learning for deaf/Deaf
individuals is enormous.

As outlined earlier, the Cummins

and Swain (1986) threshold hypothesis needs further
clarification as to the level of language performance and
competence necessary to provide a strong basis for learning
a second language.

The threshold level of ASL (a visual

language) necessary for learning English (an auditory
language) presents a totally new area for investigation.
The most obvious question is:

At what level of competency

in ASL should English then be introduced to the deaf/Deaf
student?

If specific linguistic competencies can be

identified that have a positive impact on second language
learning, they would open another area for investigation,

154

specifically the existence of common underlying proficiency
between visual and auditory languages.
Two instructors would best serve the dimensions of
the ASL/English bilingual maintenance program.

Of the two

instructors, the English instructor should be skilled in
sign, but not necessarily a native-ASL signer.
instructor should be a native-ASL signer.

The other

Each instructor

must be bilingual and must share cultural and linguistic
It is

knowledge of the other's respective first language.
doubtful that either instructor would have the true

bilingual competency, linguistic expertise, instructional
skill and sufficient cultural insight necessary to
facilitate interaction/instruction in both languages.

This

type of separation of languages by the instructors would
also augment the concept of a separation instructional
approach discussed in Fillmore and Valadez (1986).

The

potential exists that a notetaker needs to be available
since it is extremely difficult to watch someone sign and
take notes at the same time.
Keeping with the concept that this approach to
English is truly a language(s) study course, the classes
would best be served by a lecture-lab combination.
Something approximating a three-hour credit course with an
additional one-hour lab component would provide for six
contact hours per week.

As noted earlier, ,the actual day-

to-day curriculum and related material development or

- - - - - - - - - - - - - .. -.

-
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modification of existing curriculum/materials goes beyond
the scope of the development of this theoretical

foundatio~.

for such a program.
Conclusion
Humans possess an innate predisposition for
learning language and, given normal intelligence, will
readily learn the 1anguage(s) to which they are exposed
(Chomsky, 1981).

Through the centuries, individuals

including Abbe de I 'Epee, Laurent Clerc and Thomas
Gal1audet argued that the deaf/Deaf community possess such
a natural rule-governed visual human language.

This

position has been substantiated through research by
Friedman (1977); Lane and Grosjean (1980); Liddell (1980);
Poizner, Klima and Bellugi (1987), and others who have
demonstrated ASL to be a unique language with a rich
heritage.

Deaf children of Deaf parents will readily

acquire ASL in the family unit in ways (steps) that
resemble the ways hearing children acquire spoken languages
(Newport and Meier, 1986) and, in time, typically possess
superior English skills compared with those deaf/Deaf
individuals with hearing parents (Meadow, 1980; Moores,
1987).

Based on the ongoing research, the exclusion of ASL

from the formal educational setting must rest solely on the
misconceptions and linguistic prejudice concerning this
visual language used by many deaf/Deaf in North America.
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Research by Klima and Bellugi (1979) has
demonstrated the existence of an internal language code
related to short-term memory in Deaf children of Deaf
parents or Deaf individuals who consider ASL to be their
first language.

This internal language parallels the

internal speech code believed to be an important factor for
mastery of English in deaf/Deaf and hearing individuals
and, as noted in Chapters one and three, may well cross
lines of linguistic modalities (Bellugi, Poizner and Klima,
1989).

This internal phonological code and overall grasp

of English is extremely difficult for the majority of deaf/
Deaf people to grasp through the traditional Signed
English, Oral or TC approaches as demonstrated by

th~

consistent fourth-sixth grade reading levels of high school
graduates.

The need to have a well-established internal

code for mastery of a language ties in closely with the
Cummins and Swain (1986) threshold hypothesis and common
underlying proficiency model and the view that a "good"
command of an individual's first language is requisite to
proficiency in a second language.

For the deaf/Deaf

individual, this threshold may be attainable through ASL,
even though the maintenance approach in this situation
cannot recreate a natural first language environment for
those individuals not from a Deaf family.

However, this

maintenance approach can help provide a close approximation
to a well-defined first language that will provide first
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language competency and provide for positive cognitive
interaction between first and second language acquisition
and further aid in the "additive" acquisition of English.
The

valu~

and validity of an ASL/English

maintenance bilingual educational option needs further
investigation and refinement that can only be gained
through well-designed, controlled and executed field
testing.

The concept of bilingual education is well

defined, and a body of supporting studies is slowly
beginning to evolve.

In the field of ASL and English

bilingual instruction, preliminary results of a pre-test
and posttest multiple choice grammar inventory (both
English and ASL) in the Pima project are demonstrating very
tentative, yet promising results (Brodesky and Cohen,
1988).

The Pima project offers a potential alternative

educational scheme founded on a positive inclusion of ASL

in the maintenance and additive qualities of bilingual
education.
The key principles of additive ASL/English
bilingual education ultimately rest with the blending of
two related areas.

The first is the continued ASL

linguistic research and research on successful bilingual
programs.

The second is an area which is just beginning to

be explored.

It is the social/cultural impact deafness and

ASL has on cognition and the acquisition of English.
demands that we not see ASL as a detriment to the

---------
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acquisition of English, but rather that we explore further
the ways ASL can be incorporated into the overall learning
process and specifically into the study of English.
A diversified approach incorporating the principles
of communication, bilingual education and other areas can
help emphasize and explore

th~

communication, language and

learning facets of an ASL/English approach (Reagan, 1985).
As Cummins and Swain (1986) have noted:
• • • a priority of education should be to ensure
that the child has a sound basis in his or her
first language. By doing this, we will provide for
the child a social-emotional environment in which
the basic conditions for learning can occur; and in
which the linguistic and cognitive development in
the first language will support the same in the
second language (p. 105).
The key to the ASL/English approach is the
incorporation of ASL in the learning process, but the goal

is for deaf/Deaf individuals to achieve a better command of
and understanding of English.
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