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ABSTRACT 

Educators have long recognized that the average deaf high school graduate achieves 

only a third to fourth grade level education. Because of the low achievement of deaf 

children in America, there has been a growing interest in the concept of educating deaf 

children bilingually, acknowledging the value of American Sign Language (ASL) and 

English in the classroom. In recent years, there has been a move in the field of deaf 

education in Europe, Canada, and the United States toward the adoption of a bilingual-

bicultural (BiBi) model for language and literacy instruction for deaf students. However, 

because very little research has been done on ASL/English instruction and methodology, 

Femandes (1997, p. 2) states, "There is ongoing reluctance in the United States to 

capitalize on deaf children's bilingual, bicultural capacities in promoting literacy and 

competence." Although several research studies have investigated the relationship between 

ASL and English literacy acquisition and have provided strong theoretical support for 

educating Deaf children bilingually, there is still a lack of study on practical strategies or 

"how-to's." Furthermore, the teacher-training programs in Deaf Education historically 

have not attracted potential ^plicants with fluent ASL skills and knowledge of bilingualism 

and literacy. Most of the programs strongly emphasize medical-pathological views rather 

than appropriate pedagogies that access and build upon deaf students' linguistic and cultural 

knowledge. 

Hence, this dissertation addresses practical strategies for teaching deaf students by 

analyzing teachers' retrospective stories on their experiences with implementing a new 

bilingual model in their classrooms. As adapted from Livingston's claim in her book, 

Rethinkine the Education of Deaf Students (1996), in light of our goals, we wish to 

address the dire need for prospective teachers and teacher educators to rethink their views 

of us. Deaf people, and in doing so, rethink the theoretical underpirmings of their teaching 

methodologies in teacher education programs and schools. 
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CHAPTER 1 

INTRODUCTION: BACKGROUND TO THE STUDY 

The purpose of this dissertation is to provide a qualitative case study 

documenting before-and-after data on the beliefs, knowledge, and skills of 

selected teachers who taught deaf and hard of hearing (hh) students and attempted 

an American Sign Language (ASL) and English bilingual model in their 

classrooms. Through analyzing teachers' retrospective stories on their attempts to 

apply the ASL/English bilingual model in their classrooms, this case study shows 

how teachers shaped their ideas and transformed their teaching practice. The 

study also includes practical ASL/English literacy teaching strategies derived from 

the training intervention. This study is thus a form of action research. It is guided 

by research on teachers' stories as a form of inquiry and positive change. 

Greenwood and Levin (1998) defined action research as a process 

consisting of at least two analytically distinct phases. The first phase involves the 

clarification of an initial research question, whereas the second phase involves the 

initiation and continuation of a social change and meaning construction process 

(Clift, Veal, Johnson, & Holland, 1990; Greenwood & Levin, 1998; Noffke, 

1992; Stringer, 1996). Greenwood and Levin fiuther stated that outsiders are the 

professional researchers who seek to facilitate a co-leaming process aimed at 

solving local problems. Clift et al. suggested that action research implies that the 

goal is to instill changes in practices. They stated 

Action research is a way of thinking that implies the use of reflection and 

inquiry as a way of understanding the conditions that support or inhibit 

change, the nature of the change (or intervention), the process of change, 

and the results of change (pp. 54-55). 
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I am interested in exploring and applying the findings of my study as a form of 

action research to transform the teaching of deaf students. Specifically, it is my intention to 

explore the "bottom -up" answers to the questions that emerged from teachers' 

retrospective stories on their experiences with implementing a new bilingual model in their 

classrooms and to interact with them rather than using the "armchair" research approach 

(Hammersley & Atkinson, 1990). My case study focuses primarily on teachers' stories 

and their reflections about their practice in both wrinen and videotaped interviews. 

Teachers' stories focus on teachers' personal knowledge and central moral and 

philosophical themes merged with feelings, purposes, images, aspirations, and personal 

meanings, rather than on teaching skills or methods in isolation from personal experience 

or biography. Teachers' theories and practices are integrated through their experiences 

(Connelly & Clandinin, 1990). Combs (1965) claimed that a personal perspective in 

teacher education is not uncommon. Historically teacher education has focused on theories 

that present a sense of self-efficacy, clarifying one's values, and discovering one's own 

personal meaning and style in teaching. 

Teachers' stories involve reflections on teachers' curriculum knowledge and use of 

pedagogies; through well-remembered stories, they reflect and articulate such knowledge 

and teaching practices (Carter, 1993; Connelly & Clandinin, 1990; Elbaz, 1991). There are 

a number of ways in which teachers' reflective stories can be enhanced (Louden, 1991). 

One is journal writing, an example being learning logs involving teachers' written record of 

their reflections on the results of their practices. Through writing, teachers come to 

recognize and understand their beliefs and goals. Writing also enhances the process of 

analyzing, developing, and experimenting with the teachers' premises with respect to 

teaching and learning. In the present study, another useful way to enhance retrospective 

stories of teachers' experiences with ASL/English literacy instruction was through dialogue 

with others (e.g., videotaped interviews). Dialogue about teaching practices enhances 
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reflection and promotes common language and goals related to ASL/English literacy as well 

as the teacher education program. 

Carter (1993) explained that the stories — the view of cases as occasions for 

teaching reasoning — are not only a powerful pedagogical tool for representing teaching 

but also a means of understanding the fundamental way in which teachers, regardless of 

their experiences, know and regard their woric. A combined emphasis on the biography 

and story of teachers leads to pedagogies in which teachers either tell their own stories or 

write their cases (Clandinin, 1992; Richert, 1992). Carter's idea of well-remembered 

events can be viewed as "short stories" from teachers' streams of experience that reflect 

their growing knowledge of teaching. Emphasis is being placed on teachers' voices 

underlying their authentic expression of their work and concerns. 

There are concerns about the view of cases as stories. For instance, the stories may 

present inherent ambiguities. Stories indicate the multiplicity of connections between 

actions and situations, thus representing the complex demands of teaching. Moreover, 

Tochon (1994) pointed out that there are potential variables that may influence the condition 

of the stories which can be easily manipulated by a researcher during the interpretive 

process. For instance, it was a challenge for me as a researcher to translate from the 

videotaped signed data into English and to attempt to interpret the results of narrative 

inquiry in terms of categories of results and themes rather than as individual case stories. 

Throughout the research process, I continued to review and re-analyze the data to be certain 

that my interpretations truly represented the teachers' experiences. 

Carter (1993) noted that the concept of the teachers' stories may be 

resisted due to ambiguous interpretations. However, we have "a great deal to 

learn about the interpretive space within which story can become teacher education 

pedagogy," she added (1993, p. 10). She concluded that the analysis of stories 

provides a way to reframe a field away from conventional research methods and to 
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give voice to teachers. Further, Feiman-Nemser and Remillard (1996) claimed 

that advocates of case-based teacher education see the use of stories as one way to 

situate teacher learning in problems of practice. For instance, through pre-

services and in-services on the analysis of stories, teachers can leam concepts and 

practices that reveal their use and allow for the kind of reasoning and problem 

solving that "real" teaching entails. 

The Role of Researcher 

This dissertation emerged from an action research project, 'The Star Schools 

Project," initiated by my colleague, Steve Mover, a language planner at the New Mexico 

School for the Deaf (NMSD) in Santa Fe. In 1997, the NMSD was awarded a $1.3 

million, five-year grant through the Office of Educational Research and Improvement, U.S. 

Department of Education. The main purpose of the project was to present a different 

approach to Deaf Education in order for deaf students to master ASL and English and 

succeed academically (Nover & Andrews, 1998). 

Throughout this study, I served as a member of the Star Schools Project's 

Educational Research Team. For the sake of clarifying my role, both as the 

primary researcher for this dissertation and as a co-researcher in the larger Star 

Schools Project, I first describe my two major responsibilities and my role in the 

latter project. 

Beginning in 1997,1 joined the Educational Research Team of the Star 

Schools Project. This team was comprised of 10 professionals, including five 

deaf and five hearing educators with more than 20 years of experience in deaf 

education. Of those 10 persons, there were eight white, one AMcan American, 

and one Native American. Our role was to discuss, implement, and function as 

peer reviewers in achieving the project goals. We woriced with two schools, the 



16 

New Mexico School for the Deaf and the Texas School for the Deaf, and attended 

the monthly seminars held mostly at the New Mexico School for the Deaf. Also 

attending the seminars were 14 teachers from both schools. These 14 teachers' 

backgrounds are described further in the methodology chapter. 

As a teacher trainer, I was the sole provider of consultations and ongoing 

inservices to the Star School Project teachers. During their instruction, I observed 

and conferred with them and discussed their teaching methods on a monthly basis. 

My dissertation is largely based on these activities. For instance, during 

inservices, I discussed practical strategies—the "how-to's" for teaching dea£^ 

students—as explained in Chapter 5. 

Furthermore, according to my contract with the Star Schools Project, my 

professional services to NMSD were as follows: 

1. Provide consultation for Star Schools teachers in the instructional use of ASL 

and English in bilingual settings. 

2. Provide consultation to develop ethnographic tools for the effective use of 

bilingual/ESL methods. 

3. Participate in Educational Research Team meetings. 

4. Additional tasks as agreed upon between the Contractor and Project Director. 

Even though the contract expired on September 30,1999,1 continued to serve on and to 

meet periodically with the Education Research Team. 

As a member of the Project's Education Research Team and with the 

consent of teachers and the Principal Investigator, I used this project as the 

foundation for a smaller, more focused study. The Education Research Team and 

the Project Director have worked together to develop the content of the larger 

project. By conducting research into teachers' stories and using the findings to 
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develop standards and objectives, provide input/feedback on teachers' questions, 

and so forth, my study takes the Star Schools Project a step further. 

Research Questions and Goals of the Study 

The purpose of this study is to contribute to the growing body of knowledge on the 

most effective teaching practices for deaf/hh students by scrutinizing teachers' reflective 

experiences. The teachers' stories are responses to the implementation of a proactive, 

aggressive strategy teacher preparation designed to improve literacy leaming for dea£^ 

students. 

This study has two goals; (1) to construct and validate a theoretical and 

practical model of ASL/English literacy and (2) to explore how teachers' stories, 

as a form of inquiry inform and improve the teaching of dea£^ students. Four 

research questions relate to the first goal, as follows: 

1. What theories and/or reading strategies do teachers recognize as 

compatible and effective for teaching deaf students? 

2. What ASL and English literacy teaching methods and/or strategies do 

the teachers use to teach deaf students? 

3. In what ways have teachers changed their behaviors and beliefs about 

teaching ASL and English literacy as a result of attempting a bilinguaiybicultural 

model in their classrooms? 

4. What factors affected teachers' perspectives regarding Deaf Education? 

The research questions were developed based on the relevant research 

from my studies of theories and practices of second language acquisition, 

bilingual/bicultural education, and English as a Second Language (ESL) at The 

University of Arizona (UA). A review of literature on bilingual education 

indicated that it is significant that once deaf and hard of hearing students' language 
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is incorporated in the school curriculum, they are likely to perform successfully in 

that curriculum. Incorporating the students' language gives them access to 

information and builds second-language literacy. Incorporating their culture helps 

to create a positive attitude toward their own identity and toward the school and 

enhances academic achievement as well (Mahshie, 1995). 

Embedded within the four questions above is a fifth, theoretical question: 

How can the use of teachers' stories, as a form of inquiry, inform and improve 

the teaching of deaf and students? This question relates to the second goal of this 

study: to explore the infrastructure of teacher education programs in Deaf 

Education promoted by the teachers' retrospective stories. As a teacher educator 

of Deaf Education at Western Oregon University (WOU), I am interested in 

redesigning the WOU teacher preparation program in Deaf Education, including a 

more intensive intemship in professional development schools and a range of 

diverse experiences under supervision so that the prospective teachers leam to 

teach diverse learners effectively. I recently joined the profession of teacher 

education and I have seen a serious gap and lack of collaboration between the 

schools for the Deaf that are implementing educational reform and teacher 

education programs. For instance, more schools are now implementing 

Bilingual/Bicultural (BiBi) educational programs. Teachers of the dea£^ ate 

using American Sign Language (ASL) as the language of instruction and teaching 

English through writing and reading (Johnson, Liddell, & Erting, 1989; Mahshie, 

1995; Strong, 1995; Vernon & Daigle, 1994). Studies on bilingualism continue 

to indicate that minority language children need to develop a strong foundation in 

their primary language before being able to leam a second language (Collier, 

1995; Cummins, 1979; Lessow-Hurley, 1996; Krashen & Terrell, 1993). I have 

seen first-hand that novice and experienced teachers alike often confiront a great 
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barrier due to a lack of appropriate training and skills in ASL and second language 

instruction. Often, those instructors who enter without full preparation do not 

have adequate ASL skills, are ignorant about the language itself, are unaware of 

deaf children's learning styles and skill levels, and are less able to plan and 

redirect instruction to meet students' needs. This is mainly because, historically, 

the widely held majority view that deaf/hh people are a "medical-pathological 

problem" has prohibited the acceptance of ASL and Deaf culture (Lane, 1992, 

Lane, Hoffmeister, & Bahan, 1996; Woodward, 1982). 

Thus, through this study, it is my intent to acknowledge and examine 

qualitatively the voice of the teachers who attempt to use a bilingual education 

approach, thereby breaking the pattern set by a system of oppression and audism' 

against deaf/hh people (Lane, 1992; Woodward, 1982). Also, this case study 

may be used as a postmodern approach in deconstructing the patriarchal 

assumptions of dea£^ as deficient. 

The Use of an Ethnographic Approach 

This study involves a descriptive/interpretive case study contrasting 

before-and-after data on the beliefs, knowledge, and skills of selected teachers 

who teach deaf and hard of hearing students. It was conducted using participant 

observation and ethnographic interview techniques (Seidman, 1998; Spradley, 

1980). This research occurred in the classroom and involved observations, 

videotaping, and written reflective journals or learning logs which are further 

explained in Chapter 4. Each teacher participating in the study was individually 

interviewed and observed by the researcher. (See Cluster 4 for criteria on the 

'Audism is the notion that one is superior based on one's ability to hear or behave in the manner 
of one who hears (Humphries, 1975). 
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selection of teacher-paiticipants.) For puqx)ses of data analysis and transcription, 

interviews with participants were videotaped by the researcher with conditions of 

confidentiality being maintained, as is standard ethical and ethnographic practice. 

Applied to my research, ethnographic approaches were used to examine 

how teachers share their reflections on their own experiences, and how these 

teachers shape ideas of schools, teaching, language ability, and diversity. 

Furthermore, I analyzed a corpus of teachers' reflective stories as well as 

ethnographic interviews and observations of their evolving practice. 

The Relationship between ASL and English Literacy 

The problem of deflning literacy is not new. There are numerous interdisciplinary 

perspectives such as psychology, pedagogy, literary criticism, linguistics, and the like 

(Bartine, 1989, 1992). For instance, English literacy can be described as including 

reading, writing, and computer and mathematics abilities (Douglas, 1989; Garton & Pratt, 

1989; Paul, 1993a). Other scholars claimed that literacy should include both spoken and 

written language skills (e.g., Garton & Pratt, 1989). Goodman (1976, 1985) claimed that 

literacy involves an integrated set of socio-psycholinguistic abilities to make sense of print; 

Goodman referred to this as the psycholinguistic guessing game (1976, 1985). This view 

is related to naturalistic views of literacy (Antonacci & Hedley, 1994). 

ASL does not have a written form like English. ASL literacy refers not just to a 

high level of proficiency in the language but to the knowledge of and ability to produce the 

"oral literature" of the culture, in this case, signed literature, e.g., poetry, storytelling, etc. 

In fact, ASL, even though not a written form, can afford the user a high level of precision 

and beauty in the language. This study focuses on the interactive relationship between ASL 

and English. Specifically, I was concerned with how teachers used ASL to teach reading 
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and writing in the second language, English (Paul, Bernhardt, & Gramly, 1992). Chapter 

5 further addresses the relationship between ASL and English literacy. 

Research indicates that ASL is a rule-governed language with its own complex 

phonology, morphology, syntax, and discourse structure (Klima & Bellugi, 1979; Stokoe, 

1978; Wilbur, 1979). Unfortunately, since ASL has been officially used in some schools 

for the deaf for more than 100 years (Van Cleve & Crouch, 1989), there is little educational 

research that includes ASL as the language of instruction, as explained further in Chapter 2. 

Deflnitions 

Because a new paradigm has been presented for understanding Deaf 

people as a cultoral-linguistic minority, which implies a cultural difference rather 

than a medical-pathological or deficit model, it is necessary to establish definitions 

of terms. 

1. The uppercase Deaf refers to a particular group of deaf people who 

identify culturally with the Deaf Community, whereas the lowercase deaf^ard of 

hearing (hh) refers to the audiological condition of not hearing (Padden & 

Humphries, 1988). These differences must be recognized and respected (Ewoldt, 

1993-1994; Livington, 1997; Nover, 1995). Baker and Cokely (1980) noted that 

hearing persons tend to focus on how deaf people are different and how they 

deviate from "normal" people, thus perceiving their differences negatively (the 

medical-pathological view). In contrast. Deaf people consider themselves as a 

cultural-linguistic minority, perceiving themselves as not "disabled." Chapter 2 

further discusses the historical treatment of deaf people with regard to the 

pathological view. 

2. American Sign Language (ASL) is defined as a visual/manual spatial 

language created by Deaf people and used by approximately a half million 
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Americans and Canadians (Baker & Cokely, 1980; Baker & Padden, 1978). 

English, on the other hand, is an aural/oral and print language. 

3. In terms of bilingual-bicultural (BiBi) education, "bilingual" refers to 

the use of both American Sign Language (ASL) and English for reading and 

writing. "Bicultural" refers to Hearing (so called "American" or mainstream) 

society—those who "hear or "speak"—and Deaf cultures. Deaf learners, of 

course, represent diverse language and cultural backgrounds. 

4. Total Communication is a combination of the oral method plus the use of signs 

and fmgerspelling. Children receive input through speech reading, amplification, signs, 

and fingerspelling and express themselves through speech, signs, and fingerspelling. Signs 

are differentiated from fingerspelling in that signs may represent complete ideas or words 

rather than individual letters of the English alphabet (Mootes, 1996). 

5. The Oral method also is called the aural/oral method. Children receive input 

through speech reading (lip reading) and the amplification of sound, and they express 

themselves through speech. All programs prohibit the use of signs and fingerspelling 

(Moores, 1996). 

6. Signing Exact English (S.E.E.) is a manual code referring to an 

invented or artificially developed means of representing English. It uses one-to-

one correspondence between English words or syllables and a single sign for each 

word, syllable, or affix (Baker & Cokely, 1980). 

Overview of this Dissertation 

This dissertation is divided into seven chapters. Chapter 1 is an 

introduction, including the background on the present study. Chapter 2 provides 

an historical overview of deaf education and teacher education programs, 

including the Bilingual/Bicultural Movement. Chapter 3 addresses a review of 



23 

literature and theoretical support related to literacy acquisition among dea£^ 

children as well as ASL and English literacy. I also discuss research and theorize 

about ASL and English literacy instruction. Chapter 4 describes data documents 

and discusses methodological issues. Chapter 5 discusses the salient principles of 

literacy development and practical models for structuring literacy teaching for deaf 

students and portrays certain samples of effective practical teaching strategies 

promoting ASL and English literacy. Chapter 6 presents the data analysis and 

findings of this study and highlights before-and-after data from teachers' stories. 

Finally, Chapter 7 is a discussion of implications and recommendations on how 

this study contributes to pre-service and in-service professional development. In 

line with the focus on teachers' stories, I conclude this chapter with my personal 

story. 

Use of Results and Expected Contribution of This Study 

The results of this study will be used to produce further deaf-centered 

research, portions of which may be published in scholarly journals, as well as a 

"How-To" guidebook for teachers of deaf students. This study also has 

implications for teachers' stories, as a form of inquiry, and for research in the 

fields of literacy, linguistics, and sociolinguistics. 

This study intended to assist teacher educators by creating and studying 

new ways to situate teacher learning in practice. Furthermore, this study, its 

results, and its outcomes will be relevant for inservice teachers and pre service 

teachers. For instance, at the preservice level, college teacher-trainers should have 

the students read the bilingual/ESL articles as well as apply these concepts during 

their practicum and student teaching experiences with dea£^ children. 
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Moreover, the information in this study may be beneficial for those in schools that 

practice ASLTEnglish bilingualism. 

As a result of the study, a videotape was developed with a demonstration 

of the teaching strategies along with a voice over. This can be used within teacher 

education programs as well as by teachers working with deaf/hh children. There 

are two major advantages of the technology: 

1. Educators will be able to comprehend how ASLTEnglish literacy works 

through the visual and/or aural demonstration. They can review it whenever 

needed. 

2. Educators will be able to develop their ASL skills mote effectively and 

use appropriate ASL signs for the purpose of teaching ASL/English literacy. 

Hence, the signs become more consistent and sensible. 
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CHAPTER 2 

IN SEARCH OF A NEW PARADIGM: DEAF EDUCATION 

Introduction to This Chapter 

This chapter provides the historical background on Deaf education as a means of 

understanding why it has been a failure, particularly in empowering deaf children to read 

and write. Since I joined the profession of teacher training in the Teacher Preparation: Deaf 

Education (TPD) program at Western Oregon University (WOU) in 1995,1 have been 

bombarded with a staggering amount of information regarding the failure of deaf education. 

As one of the few Deaf teacher educators in the approximately 70 training programs in the 

United States, I am frequently asked questions by parents, members of the Deaf 

Community, professionals, and researchers. As findings regarding deaf education's failure 

have become more widely known, a strong outcry for educational reform has come from 

educators and Deaf Community leaders such as myself, who argue for a bilingual/ 

bicultural (BiBi) approach in deaf educational settings (Johnson et. al., 1989; Livingston, 

1997; Reynolds, 1994; Reynolds & Titus, 1991). 

I have observed that there is a serious gap and lack of collaboration between those 

undertaking educational reform in schools for the deaf and teacher education for teachers of 

the deaf (Gallimore, 1992; Nover & Andrews, 1998; Vernon & Daigle, 1994). More 

teachers of the deaf are instructed to implement BiBi educational programs using American 

Sign Language (ASL) as the language of instruction and to teach English through writing 

and reading. Unfortunately, the overwhelming majority of the teachers do not possess the 

ASL competence to instruct deaf children effectively (Lane et al., 19%; Vernon & Daigle, 

1994; Woodward & Allen, 1987). 

Teachers who are actively teaching in the classroom generally do not know the 

difference between ASL and English-based sign systems (SE). SE represents a manual 
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code for English using a one-to-one correspondence between English words or syllables 

and a single sign for each word, syllable, or affix (Baker & Cokely, 1980). Teachers often 

receive little or no training for their roles and frequently have very little direct contact with 

the teacher training programs. Such a gap may reinforce their conceptions that deaf 

children are unable or slow to leam (Woodward, 1982). Hence, the lack of appropriate 

training for novice and experienced teachers of the dea£^ has resulted in educational 

programs for children in this country that deny the linguistic needs of children from deaf/hh 

families (Johnson et al., 1989). 

Numerous studies indicate that Deaf education has been a failure due to these flaws 

in teacher preparation (Johnson et al., 1989; Lane et al., 1996; Nover, 1995). The failure 

of the E)eaf to leam to read has been well documented. For instance, Allen presented 

statistics in his 1994 report which show that most deaf high school graduates can only read 

at a fourth-grade reading level. In this report, it was noted that only two deaf children out 

of 100 go to college and that high school graduates can't read a newspaper. "In the United 

States alone, the deaf illiteracy rate is 91%" (Wamow, 1999, p. 2). This statistic presents a 

dismal future, which has been perpetuated for more than a century. Strong and Prinz 

(1997) added that approximately half the deaf students in the United States are reading 

below the fourth-grade level at the time of their graduation from high school. I believe the 

main reason for this failure is that the prospective teachers of the Deaf are not gaining the 

knowledge needed to work within a bilingual/bicultural framework (Nover, 1997; 

Woodward & Allen, 1987). They do not have ample opportunity to leam and/or effectively 

apply ASL, to study the linguistics of the language, or to become knowledgeable about 

Deaf culture. To facilitate change, the educational reform movement must view American 

Sign Language and Deaf Culture as having equal status with English and so-called 

"Hearing" or mainstream American culture and ensure that deaf children gain mastery of 

both languages. This means that we need to take a close look at the cuniculum and content 



27 

of the teacher education programs. Before doing this, we need to raise questions regarding 

the type of philosophy and beliefs implemented in teaching deaf/hh children. 

A seminar on Research on Teacher Education offered at The University of Arizona 

provoked me to explore the infrastmcture of teacher education programs in Deaf Education. 

As a product of the hard-set, century-old, flawed system and a Deaf professional in the 

field of Deaf Education for almost half of my life, I see and know first-hand how 

challenging changing that infrastructure can be. I also know the frustration that grows 

from working within systems that do not work due to a lack of leadership in deaf education 

in promoting the needs of deaf children. 

To expose a paradigm to non-deaf readers, I use a different body of anthropological 

and educational research than the traditional, white, hearing type readings, one that is more 

compatible with the issues surrounding the Deaf Community. I address three areas: 

historical factors that promote the failure of Deaf Education, an overview of the bilingual-

bicultural movement in the education of deaf children, and, finally, attributed factors for 

failure in teacher education. 

Historical Treatment of Deaf People: Pathological View Versus Cultural View 

Because deaf people are one of the smallest populations in the United States, 

approximately 1%, it is easy to overlook the historical background as to why the profession 

of educating deaf students has been and continues to be mired in theoretical and 

methodological misconceptions (Livingston, 1997; Schein & Delk, 1974). Also, there are 

numerous assumptions about terras of pedagogy and deaf children's cognitive development 

(Erting, 1988). I have selected several major historical highlights which are recognized as 

turning points that impacted deaf education. 
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At this point, it may be helpful to recognize the historical treatinent that has been 

ascribed to Deaf people from both a pathological view and the more recent revitalization of 

a cultural viewpoint. This perspective shows how such views have shaped deaf education 

for several centuries. The parallels to other language minority people such as Native 

Americans and Mexican Americans are many (Ballin, 1930; Davidson, 1996; Lane, 1992; 

Spindler & Spindler 1990). 

Mainstream society's view of the deaf is pathological; Deaf self-view is cultural. 

The pathological view carries over into (I) education and language planning for Deaf 

children, (2) training of teachers of the Deaf, and (3) educational and social research 

involving Deaf children and adults. The origin of this pathological view can be discovered 

by analyzing the historical treatment of deaf individuals and other individuals who are 

deemed "different" for some reasons by the Hearing society-at-large (Baker & Cokely, 

1980). By using a critical theory, one can deconstruct the pathological view and 

demonstrate its similarity to patriarchal assumptions found in many other situations that 

involve majority/minority interactions (Woodward, 1982). 

Society's view of the deaf is an outgrowth of more general beliefs about people 

with differences—for example, "normal" versus, "handicapped." The pathological/clinical 

view takes the behaviors and values of the majority as the "standard" or "norm" and then 

focuses on how disabled people deviate from the norm. This view has been historically 

and traditionally held by the majority of able-bodied persons who interact on a professional 

basis with disabled people. Deviation from the norm is likely to entail a stigma (Lane, 

1992) which in turn serves to reinforce the patriarchal, colonial assumptions of the 

politically and economically elite (Reinhaiz, 1992). On the contrar>', a cultural view 

focuses on the language, experiences, and values of a particular group of people who 

happen to be different from the norm. 
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Chronology of the Historical Treatment of Deaf People 

The pathological/clinical view has a long history that has only recently been 

challenged. Table 1 presents a brief chronology of milestones in views about Deaf people. 

This chronology shows a gradual shift from viewing Deaf people as "incapable of reason" 

(Aristotle as cited in Gannon, 1981, p. xxv), to capable of learning, and, most recently, 

capable of leading. The pathological/clinical views of Deaf people held by the 

hearing culture have not seemed to change over time; however, the views held by the Deaf 

and their supporters have changed to a cultural perspective. The most explicit example of 

this progression can be taken from the history of Deaf Education in the United States. The 

next section portrays the highlighted periods that reflect the treatment of Deaf people. 

Oral Versus Manual Controversy ^ 

School policies and questions about which methods of communication to use in the 

classrooms for Deaf children have been excessively and heatedly debated over the last 170 

years. This trend was codified by the 1880 Conference on the Education of the Deaf in 

Milan, Italy where Hearing participants voted to forbid the use of signs in the education of 

Deaf people. Gannon (1981) explained that Deaf people are still huiting from the indignity 

they suffered at this international meeting of educators, which banned the use of sign 

language in the teaching of deaf children and led to the expulsion of deaf teachers from 

classrooms. As a result, deaf people had practically no input as to how deaf children were 

educated. Prior to the Milan Conference in 1880, about 50% of the teachers of the deaf 

were Deaf (Gannon, 1981). Currently only 15.6% of the teaching force is Deaf (Andrews 

& Franklin, 1996-1997). 

^ Oralism is a restricted communication technique limited to speech, speechwriting, writing, reading, and 
amplification by hearing aids (Mindel & Vernon, 1987); manual communication uses sign language and 
fingerspelllng, sometimes with the help of body movements and facial expressions (Jacobs. 1974). 
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Table 1 

Chronology of the Historical Treatment of Eteaf People 

355 B.C. The birth of Western "Philosophy" or "Reason": Aristotle said those "bom 
deaf become senseless and incapable of reason" (p. xxv). 

800 B.C. During the Classical age. Deaf newborns were cast out in the mountains 
to 500 A.D. because people such as the Spartans aimed to be "perfect, normal, healthy." 

0 to 500 A.D. During early Christianity, people believed that Deaf individuals were 
possessed by the devil. Jesus was summoned to heal the Deaf (St. 
Matthew 11:5). 

721 A.D. St. Bede wrote about St. John of Beverly teaching Deaf-Mutes to speak. 
Rudolphus Agricola (1443-1485) wrote about a E)eaf-Mute who learned to 

1485 read and write. 

1500 Girolamo Cardano (1501-1576) is the first physician to recognize the ability 
of the deaf to reason. 

1600-1700 Juan Pablo Bonet published the first book on education of the deaf in 
Madrid, Spain (1620); John Wallis (1616-1705) published De Loquela. 
Johann Ammon (1669-1724), a Swiss medical doctor, developed and 
published methods for teaching speech and lip-reading to the deaf called 
Surdus Laquens. Samuel Heinicke (1712-1790) established the first oral 
school for the deaf in Germany, diaries Michel Abbe de I'Epee 
(1712-1789) established the first free school for the deaf in Paris, France. 

1760-1975 Deaf schools were founded in various parts in the world. 

1500-1817 Deaf people were being taught to read and write and had become noted 
painters, poets, inventors, authors, lawyers, school founders, etc. In the 
U.S., the first permanent school for the deaf taught by the first Deaf teacher 
Laurent Clerc, opened in Hartford, Connecticut in 1817. On Martha's 
Vineyard, De;^ and Hearing people used sign language to communicate 
with each other on a daily basis, even during business hours (Groce, 1985). 

1840s William Willard, Deaf founder of the Indiana School for the Deaf and 
graduate of the American School for the Deaf, documented his eariy 
analysis of sign language. 

1880 Birth of the National Association of the Deaf and Deaf Movement; Deaf 
people were concerned about the educational conditions in schools for the 
deaf and about the methods of instruction. Pure oralism was threatening the 
leaming fifeedom of deaf children and the employment of Deaf teachers. 
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Table 1 - Continued 

1880 The beginning of the Great Oral versus. Manual Controversy and decline of 
the education of the Deaf; International Congress on Education of the Deaf 
met in Milan, Italy and adopted infamous resolution banning the use of 
sign language in teaching deaf children. 

1960 Rediscovery of sign language in the U.S., American Sign Language (ASL). 

1970s Birth of English-based sign systems controlled by non-deaf professionals. 

1988 The first Deaf president of Gallaudet University was selected after the Deaf 
President Now Movement. 

1990s Birth of the Bilingual/Bicultural educational movement, using ASL in 
classrooms. 

Note: Adapted from Gannon, 1981, pp. xxv-xxxi 
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Efforts of Alexander Graham Bell 

Alexander Graham Bell, inventor of the telephone, which he thought would benefit 

his deaf wife and mother similarly to a hearing aid, was one of the biggest proponents of 

the oral movement. In 1883, he presented a paper, "Upon the Formation of a Deaf Variety 

of the Human Race," before the National Academy of Science in New Haven, Connecticut. 

Bell (as cited in Gannon, 1981) wrote, "Those who believe as I do, that the production of a 

defective race of human beings would be a great calamity to the world, will examine 

carefully the causes that lead to the intermarriages of the deaf with the object of applying a 

remedy" (p. 75). Bell would have razed all residential and day schools for the deaf. He 

believed that "herding" deaf children under one roof was a cruel thing to do. He broached 

the possibility of forbidding deaf-deaf marriages by law, arguing that such marriages 

would produce deaf offspring (Gannon, 1981). A century later, Mindel and Vemon 

(1987) challenged Bell's theory by demonstrating that 90-95% of deaf people are bom to 

Hearing, "normal" parents and have Hearing children. Furthermore, an administrator at one 

school disputed Bell's theories by pointing out that if heredity were a primary cause of 

deafness, his school would be lacking pupils. Of 119 students attending the school, only 

two were the children of deaf parents (Gannon, 1981). 

George W. Veditz, a Deaf teacher and former President of the National Association 

of the Deaf (NAD), a political organization, called Alexander Graham Bell the American 

most feared by Deaf people, saying, "He comes in the guise of a friend, and [is], therefore, 

the most to be feared enemy of the American Deaf, past and present" (Gannon, 1981, 

p. 77). As a result of the oral movement, which was greatly influenced by Bell, the manual 

(sign) method was abolished from the classroom, and the hearing perspective dominated 

the education of the Deaf. 
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Recognition of American Sign Language 

In 1960, William C. Stokoe was the first non-deaf linguist (still one of few) to 

apply linguistic science to the study of American Sign Language (ASL). He recognized 

ASL as a legitimate language. Only recently have universities accepted ASL as a fulfillment 

of the foreign language requirement for graduation. Also during the l%Os, the Civil 

Rights movement, along with advocacy and community groups such as the NAD and Deaf 

Pride, spurred government action targeting the Deaf and other "handicapped" groups. 

These groups used ASL as their symbol of Deaf pride and culture to campaign for "Deaf 

awareness/heritage" as well as greater government action in an area where, up until then, 

little attention had been paid. Recognition of ASL as a language, as well as the political 

empowerment of the Deaf Community, has renewed the struggle for the power of the Deaf 

to determine their language choice. However, hearing, non-native ASL educators still 

dominate the educational process and seriously affect the lives of Deaf children by denying 

them the use of ASL in the classroom. 

ASL Versu.s Engli.sh-Based Siyn Systems 

The oral-manual controversy has entered a new phase. The issue has moved from 

whether or not to sign with Deaf students to what kind of signing to use, for example, the 

"English-based sign systems" versus ASL (Stedt & Moores, 1990). This exemplifies 

how, historically, even though language planning is not new to the Deaf Community, 

the control of language policy has been in the hands of non-deaf professionals. 

Since Stokoe's (1960) demonstration that ASL is indeed a true language, more and 

more signed language researchers and scholars have made significant contributions to the 

study of language acquisition. In addition, a number of books on sign languages such as 

ASL, French Sign Language, British Sign Language, and others have appeared along with 

a myriad of deaf-related books addressing such topics as linguistics, sociolinguistics. 
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language acquisition, second language learning, English as a Second Language, and 

psycholingusitics. 

Unfortunately, the outcome of the 1880 Milan Conference still profoundly affects 

daily life in the American Deaf Community. Prejudice and discrimination were inherently 

expressed by parents as well as non-deaf educators in the decision made at that conference. 

The central idea put forth at the conference was that oralism is superior to manual 

communication. This fosters the illusion that Deaf people are in agreement with the concept 

that every Deaf child should be given a chance to be like a hearing, "normal" child (Lane et 

al., 1996). 

The histoiy of Deaf Education indicates that audism (Lane, 1992), hearization, 

and domination significantly affect Deaf people in varying ways. An examination of the 

parties who are playing significant roles in the development of Deaf Education reveals 

this situation. In addition, history indicates that those in Deaf Education have been 

effective in addressing the concerns of the Deaf Community about Deaf Education (Lane et 

al., 1996). However, language planning is still under the control of Hearing educators 

(Nover, 1995). Lane (1992) stated that Deaf Education in America is actually hearing-

teacher centered. Some programs have adopted or are in the process of adopting the 

bilingual and bicultural approach explained later in this chapter, but these are still very 

controversial and do not easily replace the institutionalized hearing orientation to Deaf 

Education. 

Where do Deaf people stand now? What has been the impact of this history on 

Deaf Education and the quality of life for Deaf children? Where do Deaf people begin the 

"attack" to change this situation? Unfortunately, many of these questions cannot yet be 

answered. The pathological perspective is much mote deeply ingrained in American 

society than most people realize. It pervades the foundations of education and research. 
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Pathological Perspective Maintained Through Education and Research 

The majority of researchers wiio conduct various studies on the Deaf Community 

have been trained and exposed only to literature that emphasizes English-only, 

pathological, and non-Deaf orientations. The pathological perspective is still being 

perpetuated in teacher training programs as well as by many of the researchers who study 

Deaf people. A noted Deaf researcher and professor, Humphries (1980), argued that 

"We've had a specific method here and a technique there, but we've never had a deaf 

educational system informed and designed by deaf people, reflecting their cultural 

community" (p. 11). There is a small but growing number of researchers who have 

conducted their research from a Deaf Cultural perspective. 

Numerous statistical and quantitative studies have documented the failures of 

E)eaf students, and the work of social scientists has been used to hinder advancement in the 

education of Deaf children by reinforcing the concept of handicapism as well as disability. 

The pathological perspective is perpetuated in research being conducted by social scientists 

using traditional approaches with a hearing orientation. Shapiro (1993) noted that in 

research, non-disabled people use "prettifying" euphemisms and rely on the stereotype that 

disabled persons should be an inspiration by overcoming their challenges. To the contrary, 

Blackwell (1993), who experienced education as an oppressed, mainstreamed student, did 

not consider herself a handicapped individual. She was angry that deaf people were 

allowed to believe they were handicapped. Bahan (as cited in Wilcox, 1989) proclaimed 

that it is the hearing worid that tells us we are handicapped and disabled. Educators trained 

to think of Deaf children as handicapped and disabled continue to lower the educational 

expectations and achievements of Deaf children. In turn, this encourages Deaf children to 

believe they are handicapped and disabled in the eyes of the majority of hearing people; 

thus, they will never equalize themselves with their hearing peers. 
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The Bilingual/Bicultural Movement in Deaf Education 

This section provides an overview of the bilingual-bicultuial (BiBi) movement in 

deaf education which emerged from an existing controversy in which deaf education has 

been embroiled for centuries. The bilingual approach to the education of deaf children is 

currently a major issue in the field of deafness. The nationwide movement toward BiBi 

education for deaf children has stirred emotions and raised many questions among parents 

and professionals. The BiBi approach generates "far more emotional fever (pro and con) 

than research, solid data, and operationally stated procedures for implementation" (Vernon 

& Daigle, 1994, p. 121). The concept of BiBi education was a grassroots idea. It began 

during the 1980s when members of the Deaf community expressed their dissatisfaction 

with the outcome of the deaf education. Paulo Freire (1992) addressed the importance of 

grassroots movements and described the situation of oppression that often exists between 

minority and majority groups. He went further to state that only the oppressed can liberate 

themselves. The members of the Deaf Community represent an oppressed group and thus 

fit Paulo Freire's model of the oppressed liberating themselves. 

Since 1990, there has been a shift toward the BiBi approach to education of the 

Deaf. The ASL/English biiingualism movement has been adopted by several schools for 

the Deaf in states including Indiana, California, Massachusetts, Texas, New Mexico, 

Maryland, Minnesota, Colorado, Utah, New York, Texas, Kansas, and Arizona 

(Livingston, 1997; Nover, 1995; Philip, 1992; Reynolds & Titus, 1991; Strong, 1995). In 

following the BiBi approach, teachers in the schools serving deaMih children are expected 

to use ASL as the language of instruction and teach English through writing and reading, 

rather than learning to speak only or using Signed English. This approach is a potential 

solution to the linguistic and educational barriers that are faced by deaf/hh children and 

allows them to view the situation from a biiingualism perspective (Johnson et al., 1989). 

However, over the past decade, there has been political turmoil and controversy regarding 
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bilingual education. Researchers and practitioners who rigidly adhere to old and 

unsuccessful practices have continued to claim that ASL has no place in the classroom for 

teaching. Research in second language acquisition among speakers of minority languages 

indicating that development of the first language will help acquisition of and leaming in the 

target language in school settings is categorically ignored (Cummins, 1984; Hakuta, 1986). 

To justify ASL and EngUsh literacy and their emphasis on promoting more deaf-

centered research, one must look at the results of several studies. According to the studies 

of Allen (1994), DiFrancesca (1972), Hoffmeister (1996a), Padden and Ramsey (1997), 

Strong and Prinz (1997), Trybus and Karchmer (1977), and Vemon and Andrews (1989), 

30% of deaf students in the United States leave school functionally illiterate (at Grade 2.8 

or below on education achievement tests). Sixty percent read at grade level 5.3 or below 

(DiFrancesca, 1972; Trybus & Karchmer, 1977). Only 5% achieve a lOth-grade level or 

above (Jenesma & Trybus, 1978). The average reading level for deaf students completing 

school is at the fourth grade level (Allen, 1994). Approximately one-half of deaf high 

school students are unable to meet the academic requirements for a diploma, exiting instead 

with a certificate or less (Schildroth, Rawlings, & Allen, 1991). Those who drop out or 

age out of high school programs account for 29% of those leaving (Schildroth et al., 

1991). 

Poor education has a severe impact on the ability of a student to make the transition 

from school to employment and independent living. A series of surveys conducted by 

MacLeod (1983, 1984, 1985) revealed employment trends among deafi^ graduates of 

residential and mainstreamed public school programs. Persons responding to those 

surveys experienced rates of unemployment higher than the norm for hearing persons; if 

employed, they typically found work in blue-collar occupations where they earned a lower 

salary, demonstrated little upward mobility, and tended to stay at the same job for a long 

period of time. Furthermore, Dr. Frank R. Turk (1996), former director of North 
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Carolina's division of deaf and hard of hearing services, claimed that today, approximately 

70% of the nation's deaf-school graduates receive Supplemental Security Income (SSI)-

Turk claimed that something must be done to change that, and students in school would 

appreciate very much our immediate action on this issue. 

Fundamental to this failure to educate deaf children is the issue of the teacher's sign 

communication skills (Luckner, 1991). Many teacher preparation programs do not 

adequately instill sign language proficiency in her/his students (Johnson et al., 1989). The 

impact of a teacher's poor sign skills on their students may be far reaching given that 

greater mastery of American Sign Language (ASL) in students is positively correlated with 

their higher English proficiency (Hoffmeister, 1996c; Padden & Ramsey, 1997; Schley, 

1994; Strong & Prinz, 1997). No doubt the underlying reason for inadequacy of teachers' 

skills is that the majority of American society finds it difficult to see Deaf people as 

members of a linguistic minority. The widely held, majority view that Deaf people are a 

medical problem prohibits the acceptance of ASL and Deaf Culture (Lane, 1992; 

Woodward, 1982). The underlying principle of this view is to "fix" Deaf children. The 

pathological view perpetuates the belief that the ultimate educational goal for Deaf children 

is to "pass as Hearing." 

Recent compelling evidence for the need to improve the education of deaf students 

has implications for the preparation of teachers for the deaf. The President's 1988 

Commission on Education of the Deaf stated in its final report: "The present status of 

education for persons who are deaf in the United States, is unsatisfactory. Unacceptably 

so. This is the primary and inescapable conclusion of the Commission on Education of the 

Deaf (p. viii). Pressure was exerted by segments of the Deaf community for the use of 

ASL in a bilingual context with English as a second language (ESL) (Reynolds & Titus, 

1991). 
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The literacy perspective promoted by the Deaf community has provided some 

support for the ASLTEngiish bilingual movement but most particularly for the use of ASL 

as the first language and major medium for communicative exchange between and among 

individuals who are deaf, hard of hearing, and hearing (Nover, 1995; Reynolds & Titus, 

1991; Vernon & Dangle, 1994). Nover and Andrews (1998) stated that most deaf people 

have "gut" feelings in favor of bilingualism because they have grown up struggling to learn 

English. ASL has its roots in the Deaf Community, a linguistic and cultural minority. The 

growing movement in the Deaf Community has spawned ASL bilingualism. Like the 

critical theorists who are interested in issues such as empowerment, enlightenment, 

instrumental rationally, and oppression (Freire, 1989; Wink, 1997), Reynolds (1994) 

claimed that, "Empowerment is the core of the BiBi philosophy. It is a process of 

identifying and dismantling oppression" (p. 122). Duffy (1989) described an example of 

oppression by stating that if we deny children access to ASL, we also deny those children 

their culture. In other words, BiBi means cultural survival. 

According to Cummins (1986), students who are empowered by their school 

experiences develop the ability, confidence, and motivation to succeed academically. 

Empowerment of deaf children occurs when the teachers and the students share the same 

language; when communication is effective, expedient, and clear; and when a sense of 

belonging and group identity is instilled. Historically, the quality of the classroom 

discourse in most situations has rarely been in the spirit of natural and effective 

communication. Most deaf children go through years of schooling without experiencing an 

environment conducive to free and effortless communication. No longitudinal data exist on 

an educational program where deaf children could move through the years from one 

classroom to the next being able to use ASL fineely and to engage in the communication 

dynamic common to hearing classrooms. Biologically, deaf children are equally as capable 

as hearing children to develop and to use language. It is the environment that has been the 
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limitation. The BiBi movement seeks to remedy this situation by creating an environment 

that is conducive to communication in a natural and human way throughout the child's 

school years, an environment that nurtures the child's self-esteem and tells her or him that it 

is "okay" to be deaf. 

The impetus for the BiBi movement is a genuine desire to address the persisting 

low achievement levels among deaf children. Deafness itself should not be used to 

rationalize the low level of performance. Deaf children are in every respect as capable of 

achieving academic excellence as their hearing counterparts. The Deaf Community believes 

that even though there is a multitude of variables that contribute to the achievement and 

success of deaf children, communication is the common thread that brings these variables 

together. Natural communication through ASL will provide deaf children the opportunity 

to interact freely with knowledge and subject matter as well as with teachers and peers. It 

is such an environment that will allow for maximum academic, social, and emotional 

growth. 

Concerns and Assumptions of Bilingual Deaf Education 

Vernon and Daigle (1994) stated that "The bilingual approach remains highly 

controversial with hearing children with whom it has been tried in various forms and under 

controlled conditions for several centuries" (p. 123). In fact, the concept of ASL/English 

bilingualism is still young, not studied long enough or under sufficiently formal 

circumstances to assess its value even though four decades of studies indicate that deaf 

children of deaf parents tend to outperform academically those of hearing parents 

(Meadow, 1968; Vernon, 1972; Vernon & Andrews, 1989). Moreover, Nover and 

Andrews (1998) claimed that there is a lack of standards and publications of curricula or 

guidelines in schools. This notion was supported by Cokely (1978), Stewart (1992), and 

Strong (199S). There is a dire need for strong theoretical and empirical support of the 
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value of bilingualism to deaf students (Ewoldt, 1996; Mayer & Akamatsu, 1999; Padden & 

Ramsey, 1993; Vernon & Daigle, 1994). 

Due to limited research, those who advocate the use of BiBi are not always clear in 

explaining in operational terms exactly how an ASL/English bilingual model will be 

implemented. Parents, teachers, and professionals working with deaf children have been 

asking a myriad of questions concerning language learning and literacy (Ewoldt, 1993-94; 

Femandes, 1997; LaSasso & Metzger, 1998; Liddell & Johnson, 1992; Livingston, 1997; 

Paul, 1998; Prinz & Strong, 1998: Strong, 1995; Walworth, Moores, & O'Rourke, 1992). 

Implementation issues take the form of these frequently asked questions: 

• If I use American Sign Language, when and how will the children learn 

the English of the text? 

• How can ASL be used to make information about the English language 

in print explicit to deaf children? 

• How is it best to teach students who are deaf to read and write English? 

• What kind of knowledge do deaf children and adults have about 

English, for example, how words are pronounced and how they 

compare structurally to other words? 

• How should one introduce young children to reading? 

• Is reading introduced via sight vocabulary? 

• If a young deaf child has limited proficiency in the first language, do 

you start him/her with an all ASL or ASL and English curriculum? 

• In the classroom, should the students sign ASL while reading English 

written stories? 
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• What is the benefit for the students if ASL is used in conjunction with 

English? 

• What are the effective techniques used to read a story using ASL? 

• At what age/grade or language developmental level should English be 

formally taught? Which is more effective for deaf students: English 

grammar-based approaches, basal readers, or a whole language 

pedagogy? 

• How would one teach reading and assess reading skills using only ASL 

as a mode of communication and instruction? 

It has frequently been stated that mastery of printed English is the primary goal of 

bilingualism with deaf children. Because of assumptions and ignorance among the 

professionals working with deaf children, there have been several inteipretations regarding 

bilingual education for deaf children which have created confusion and misunderstanding 

(Vernon Sc Daigle, 1994). For instance, some think this approach excludes the use of 

English and focuses mainly on ASL as a tool of teaching. Others think this approach only 

uses ASL as a stepping stone to teach deaf students English. Vernon and Daigle (1994) 

addressed assumptions about English in the BiBi classroom. If English is to be introduced 

to deaf children early or midway in the critical stage, then it will have to be done 

in some manual form, such as Pidgin Sign^, because few preschoolers are neurologically 

or cognitively able to learn to read English in printed form or to master it from 

speechreading or finger-spelling. The authors further discussed other beliefs that one 

possible solution to this problem would be that the introduction of English would 

'Pidgin Sign represents a middle range of variation between ASL and a manual representation of English. It 
often serves as an intermediary through which English can influence ASL and ASL can influence manual 
representations of English (Woodward, 1973). 
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be delayed until the deaf child is old enough to leam to read. However, it may be too late 

for the deaf child to leam English after the critical or optimal stage is past. Deaf children 

must master English through reading and writing to which they will always have limited 

exposure relative to the exposure hearing children have to English because they hear it all 

day. 

The main reason for such assumptions is that teachers often receive little or no 

training for their roles and frequently have very litde direct contact with the teacher training 

programs. As mentioned earlier, those who are actively teaching in the classroom generally 

do not know the difference between ASL and English-based sign systems (SE). Such a 

gap may reinforce the teachers' conceptions that deaf children are unable or slow to leam. 

Hence, the lack of appropriate training for novices and experienced teachers of the dea£^ 

has resulted in educational programs for the children in this country that deny the linguistic 

needs of children from dea£^ families (Johnson et al., 1989). 

Because of assumptions and ignorance, there have been several interpretations 

regarding bilingual education for deaf children that have created confusion and 

misunderstandings. These misunderstandings indicate the need for more study to 

document what the actual interpretations of the BiBi approach have been and the 

characteristics of BiBi programs. 

Rather than listing endless assumptions for this study, in Chapter 3,1 posit that the 

major substance of deaf education has been overlooked in the understanding of a theory of 

language and literacy acquisition specifically addressed to deaf children. Moreover, I will 

address bilingual/bicultural teaching theories and methodology used by these BiBi schools. 

The Attributed Factors for Failure of Teaclier Education 

Based on the historical treatment of Deaf people, this section discusses issues of 

how teacher education programs have influenced and shaped the nature of the teachers. 
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indicating an impact on deaf education as well as deaf children's identity, self-esteem and 

behaviors. Feiman-Nemser and Remillard (1996) and Holt-Reynolds (1992) pointed out 

that teacher candidates' beliefs and prior knowledge play a powerful role in learning to 

teach as well as helping or hindering professional learning. For instance, unless teacher 

candidates recognize and experience their own intellectual powers, they may not value this 

quality in their pupils (Feiman-Nemser & Remillard, 1996). Weinstein (1988) pointed out 

that prospective teachers already have their own preconceptions about their future students 

that are rooted in their own experiences, even during instruction. 

Because of their prior knowledge, beliefs, and values, both teacher educators and 

teachers have continued to look upon deaf people from an audist and pathological point of 

view. The underlying principle of this view is to "fix" deaf children. The pathological 

view perpetuates the belief that the ultimate educational goal for deaf children is to "pass as 

Hearing." Despite the good intentions of those who have believed in an English-only 

approach, a blow was dealt to them in 1988. The federal report presented by the 

Commission on Education of the Deaf (COED) in 1988 once again labeled the deaf 

education system as a failure (COED, 1988; Nover, 1995). Despite improvement in the 

development of tests, early amplification, and the implementation of early intervention or 

preschool programs, most students were still functionally illiterate upon graduation firom 

high school (Paul, 1998). With the American attitude of English language superiority, 

ASL was cast as an inferior language. It was felt among educators that using ASL in the 

classroom would prevent deaf students from learning English and from integrating with the 

hearing community. They considered the use and teaching of ASL as putting Deaf people 

at a social, economical, and educational disadvantage. This attitude prevailed regardless of 

the fact that ASL is recognized as the dominant language of the deaf community within the 

United States and parts of Canada (Padden & Humphries, 1989). Moreover, Swisher 

(1989) pointed out that the belief that ASL would hinder the development of acquiring 



45 

competence in English language and/or speech skills was unfounded. Bamum (1984) 

maintained that research recognized the fact that native signers can do well academically if 

they receive education through the use of "natural sign language." 

As mentioned in the section on history, for centuries, the language of deaf 

education in this country has been signed/spoken English, and the power of education of 

the deaf has been in the hands of hearing people for whom English is a first language. 

BiBi philosophy changes the language of education of the deaf, recognizing ASL as the 

dominant language of discourse. Therefore, deaf people are beginning to assume new 

positions within educational programs and attain positions of power (Reynolds & Titus, 

1991). This shift may seem threatening to those who are habituated to the previous power 

structures. Language is power (Pattison, 1982). Those who are sensitive to the power 

inherent in language realize that changes in language policy will instigate shifts in power. 

As a result, they may see the situation through a set of "filters" that protect their own 

interests and need to dominate. One such filter is the equating of a language and 

methodology. By looking at BiBi education in this manner, ASL continues to play a 

secondary or complementary role to English, and thus the power within the educational 

system or training program remains in the hands of hearing people. Continuing to view a 

language as a method postpones the real issue of deaf people deciding what is best for 

them. 

During the "ASL in Schools: Policies and Curriculum" conference held at 

Gallaudet University, Washington, DC, in the Fall of 1992, where my colleague, Steve 

Nover, and I gave plenary presentations, Nover (1995) illustrated a true and powerful case 

that the English-only education of deaf and hard of hearing students is being threatened by 

ASL and Deaf culture gains in society. Edward L. Scouten (as cited in Nover, 1995), a 

well-known hearing leader and educator of the deaf, sent a warning letter to the 

administrators of programs serving deaf and hard of hearing students: 
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The specific subject will be "ASL in Schools: Policies and Curriculum." This 

conference marks a dangerous trend in American education of the deaf. It diverts 

attention firom the long established goal of providing prelingually deaf children with 

the full opportunity to learn and use the English language as a practical mode of 

receptive and expensive communication, i.e. reading and writing and possible 

speech. As educators, we must remember that English is the key to all academic, 

technical, economic, and social disciplines in the workaday world which awaits our 

prelingually deaf students, (p. 112) 

Unfortunately, in most teacher education programs, the current educational policy is 

traditionally against the use of ASL, and, as a result, the sign language has had no formal 

role in the education of deaf children (Supalla, 1992). However, even though many 

problems exist in American Hearing education, English is not blamed for that failure. 

Languages do not fail. ASL does not and will not fail. The ability to understand the 

significance of language and to develop methodologies that respect and incorporate that 

significance can cause education of the deaf to fail. 

Tables 2 and 3 explain the factors for why, with this attitude, English-only ideas 

grow, and why it is difficult to grasp the concept of ASL as the language of instruction 

rather than a method or "tool" for teaching English. 

Content Analysis of Teacher Education Programs 

Tables 2 and 3 scrutinize current teacher education programs' course requirements 

which the majority of prospective teachers have taken. These requirements have not been 

reformed for several decades. Furthermore, within the training program, we see how 

deficit views might be ingrained and reinforced. Below are two examples of orientation 

analysis of the training courses by Nover (1995) and Mason (1995). In Table 2, for the 

sake of anonymity, Nover described an example of a teacher education program that 
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Tabic 2 

An Analysis of Orientation of the University's Courses 

Department and College Courses 
(E) Foundations of Special Education and Rehabilitation (3) 
(O) Disciplined Inquiry in Education (3) 

Subtotal: 6 units 
Concentration Core 
(E) Education and Rehabilitation of Deaf and Hard of Hearing Individuals (30) 
(D) Intermediate American Sign Language (4) 
(D) Intermediate American Sign Language (4) 
(E) Language Development Exceptional Child (4) 
(E) Language and Reding Intervention: D/HH Children (3) 
(E) Principles of Audiology (3) 
(E) Aural Habitation: Children (3) 
(E) Oral/Aural Communication Development: D/HH (3) 

Subtotal: 29 units 
Practicum 
(E) Observation and Participation (3) 
(E) Communication Practicum (2) 
(E) Internship (15-18) 

Subtotal: 20-22 units 
Electives (O) 

Six units in the area of specialization (early childhood education, education of 
multihandicapped children, bilingual/bicultur^ education with a focus on minority children 
and those de^ children whose first language is American Sign Language, elementary 
education with a focus on literacy. 

Subtotal: 6 units 
Total: 61-63 units 

Note: Adapted from Nover, 1995, p. 140 
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Table 3 

The Various Courses on the Lists Received from 29 Graduate Preparation Program 

Categorized courses Total 

Foundations of Education 7 

Orientation to Deaf Education/ 
Foundation of Deaf Education 12 

Curriculum and Instruction 22 

Practicum/lntemship 28 

Language Acquisition and Development 
(English-emphasized) 37 

Aural/Oral Communication Science 83 

Communication Methods/Modalities 6 

Psychology and Related Fields 43 

School/Home/Community Relations 5 

Orientation to Science and Technology 3 

American Sign Language for Teachers 43 

Research and Development 17 

Multiple Handicapped 4 

ASL Literacy, Deaf Culture 2 

Source: Mason, 1995, pp. 5-6) 
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represents part of a general trend. 

As can be seen, 10 courses in Table 2 are related to an English-only-centered 

orientation; only two have a Deaf-centered orientation. As for the electives, there are only 

six units, meaning two courses that are either Deaf or English-only centered. 

Table 3 describes a survey of 29 master's degree programs for the education of deaf 

and/or hard of hearing students, subsequently referred to as Deaf Education programs. The 

survey focused on graduate-level programs rather than undergraduate programs, mainly 

because the graduate programs were presumed to be more easily definable. Mason (1995) 

sent the survey questionnaire to 60 such programs in Canada and the United States during 

the 1992-1993 year. This table focuses on the program contents (course and activities). 

In the support of the pathological view, the two most often offered courses are 

Aural/Oral Communication Science (83) and Language Acquisition and Development 

(English-emphasized) (37). Based on this study and survey. Mason (1995) argued that 

previous literature suggested that existing educational programs and approaches have not 

been satisfactory in meeting the needs of deaf children, youths, and adults. The poor 

performance of monolingual educators of recent decades necessitates a reconceptualization 

of the factors of educational models based on bilingual principles (Johnson et al., 1989). 

This need is also supported by the long history of audists'* failures (Lane, 1992). The 

educators graduating from the type of program mentioned above tend to give minimal value 

to the students' first language and ethnic cultural values (Rodda & Grove, 1987). 

Moreover, the low literacy rate among deaf individuals is attributed to the dubious quality 

of education available for them (Carver, 1989). 

As mentioned earlier, because of the historical treatment of Deaf people, it would be 

practical for teacher education programs to offer core classes such as linguistics (i.e., ASL, 

* proponents of audism 
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biculturalism, oppression and empowerment, language acquisition, and bilingualism. 

Implications and reconunendations for teacher education programs in Deaf Education will 

be further addressed in Chapter 7. People need to understand the history and culture of 

Deaf people as well as understand the struggles of deaf education. They need to develop 

and maintain cultural sensitivity by being immersed in the Deaf Community. In this way, 

we might prevent history from repeating itself. Reynolds (1994) concluded that "BiBi 

means that we, the deaf, will get our language and culture back; and for the Hrst time in 

history we will have our rights" (p. 130). 
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CHAPTER 3 

LITERATURE REVIEW AND THEORETICAL SUPPORT 

Introduction to the Chapter 

The goals of this chapter are fourfold. One aim is to address bilingual/bicultural 

teaching theories and methodology. The second aim is to provide an overview of the 

theory and research on language acquisition that promotes literacy among deaf children in 

support of the theoretical framework regarding language learning and literacy. The third 

aim is to address Nover's (1998) new conceptual frameworic for deaf education, 

bilingualism, and ESL. In this study, I wish to pursue the ^plication of theory to practice, 

including Nover's framework, and apply it in the "real worid" of the classroom as well as 

in the teacher education program described in the following chapter. The fourth and final 

aim is to discuss issues of the ASL/English bilingualism. 

Even though some dea£^ students manage to succeed despite the current flawed 

Deaf education system, we recognize that bilingual and ESL theories and practice do not 

exist in Deaf education in United States. Yet, such countries as Sweden, Denmark, and 

France have employed these methods for several decades (Bouvet, 1983; Mahshie, 1995). 

Scholars now argue that traditional trends and practices in the education of deaf 

children are failing, and it is time to implement approaches that are well-grounded in 

linguistics and the social sciences (e.g., psychology and anthropology; Johnson et al., 

1989; Lane, 1992). There are strong theoretical justifications for applying the principles 

and practices of bilingual education to the teaching of deaf education. Vemon and Daigle 

(1994) claimed that 

Bilingualism is theoretically an exciting approach to teaching deaf students. It has 

highly credible supporters from within the realms of linguistics, education, and 
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from the Deaf Community, but solid empirical data demonstrating its value is 

lacking. This is understandable because the theory is quite new. (p. 125) 

Even after over 30 years of research into ASL and its status being recognized as a 

language on par with other languages of the world (Femandes, 1997; Stokoe, I960, 

1978), advocates of ASL/English bilingual education need to establish the credibility and 

validity of ASL/English bilingualism through scientifically conducted research (Ewoldt, 

1996; Padden &. Ramsey, 1993; Vemon & Daigle, 1994). Mayer and Akamatsu (1999) 

expressed their concerns about the claims of the ASL/English bilingualism, stating that 

"Research and theoretical supports must be examined as comprehensively, and as 

holistically, as possible" (p. 1). Of the several programs (Livingston, 1997; Nover, 1995; 

Never & Andrews, 1998; Philip, 1992; Reynolds & Titus, 1991; Strong, 1995) now using 

or purporting to be using the bilingual approach, to my knowledge, only a few colleagues 

(e.g., Nover & Andrews 1998) are conducting well-designed longitudinal research on its 

effects. 

There is a great need for information on how to teach deaf children about ASL and 

English. It is important to face the fact that deaf children have limited access to aural/oral 

English in comparison to English spoken language users. Because of this, English is 

considered as the second language to the majority of deaf children. As with a BiBi 

approach, ASL and English as a Second Language (ESL) may work for some deaf 

children. The important research regarding ASL/English bilingualism would be 

• theoretically grounded in context descriptions of the ways deaf children and adults 

accomplish and use literacy and 
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• strategic, practice-oriented and leading to developmentally reasonable teaching 

strategies for introducing the English language to deaf children through print (Padden & 

Ramsey, 1993). 

There is a wide variety of ESL approaches that may be beneficial for deaf children; 

however, before we may consider specific strategies for instructing deaf children, we need 

to acknowledge and determine how much ASL they actually have. ESL methods are 

designed for the majority of spoken language users who have already acquired the primary 

language or passed the "critical period." The effectiveness of ESL strategies may be 

dependent on the degree of the deaf children's competence in ASL as their primary 

language. It is dangerous to assume that one can utilize ESL methods without 

modification to an ASL/English bilingual approach. 

In the field of Deaf education, the limits of education research and current 

knowledge about teaching American Sign Language (ASL) and English literacy are not 

uncommon. The valuable descriptions and explanations about what teachers attempt in an 

ASL/English bilingual approach should not forestall discovery of new practices. 

The research-based practices for teaching ASL and English literacy described in this 

study stem from recent studies in which the researchers compared the procedures used by 

researcher-defined effective teachers with those used by effective teachers (Femandes, 

1997; Mahshie, 1995; Mather, 1987, 1989; Nover & Andrews, 1998; Padden & Ramsey, 

1998). From this research, patterns of effective practices have emerged based on the 

theoretical framework which will be addressed later. However, the results do not preclude 

the development of better practices in the future. They mean simply that with regard to the 

range of current practices, certain procedures can be said to be better than others under 

certain conditions. Although this research of the frameworic, like the ASL and English 

literacy instruction, can inform us about best practices within the confines of the traditional 
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paradigm, it does not tell us very much about worthwhile innovations that may occur in the 

future. 

A number of historical and theoretical roots come together and provide the rationale 

for the ASL/English literacy instruction model. These include ideas from systems analysis, 

social or behavioral modeling theory, and teacher effectiveness research. Historically, 

some aspects of the model derive from an outcry for education reform, as explained in 

Chapter 2. 

Bilingual/Bicultural Teaching Theories and Methodology 

This section discusses bilingual/bicultural teaching theories and methodology with 

the intent of benefiting both novice and experienced teachers. The topic of discussion 

influencing the education of the Oeaf has centered around cognition, language, and 

communication for more than a century. Reynolds and Titus (1991) explained that the 

bilingual-bicultural philosophy has recently emerged because of the meaningful 

collaborations between both Deaf and Hearing professionals. The authors further 

mentioned that teachers need to realize that bilingual/bicultural (BiBi) education is not 

simply another method of education; it is a philosophy. Teachers must respect the language 

and culture of dea£^ children in the classroom as well as out of the classroom, including 

the hallways, the board/parent meetings, the cafeteria, and throughout the educational 

experience of the children. In other words, teachers sign ASL in the presence of deaMih 

children. Reynolds and Titus (1991) discussed that the BiBi philosophy respects the right 

of dea£^ children to acquire a natural language, ASL. A BiBi school provides a multi

media/visual environment (e.g., captioned TV, authentic environmental prints like EXIT, 

GIRLS/BOYS restroom) and posters of well-known deaC^ persons where deaf^h 

children are enculturated in American Deaf Culture. Teachers need to recognize that BiBi 
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education is different from previous philosophies (e.g.. Total Communication, Aural/Oral, 

or Signing Exact English as defined in Chapter 1). 

Furthermore, BiBi does not have an instructional manual. People have longed for a 

recipe book to cure the ills of deaf education quickly. BiBi is not just turning off one's 

voice, not just hiring more deaf/hh teachers, and not just a matter of following a manual. 

BiBi is a lengthy, sometimes painful, process but the outcome of healthy and bright young 

deaf/hh adults may be well worth the effort (Reynolds & Titus, 1991). The BiBi approach 

differs for each individual school; a school that is truly committed to the BiBi philosophy 

must go through a complex process of change. Faculty, staff administrators, parents, and 

students need to understand the concept of BiBi education before it begins (Philip & Small, 

1990; Reynolds, 1994). 

Cummins (1984) claimed there is no difference between bilingual education and 

bilingual special education (i.e., education for deaf students). He identified four crucial 

aspects of a bilingual program: inclusion of the students' minority language and culture, 

community participation, teaching methods and strategies that promote use of the students' 

own language, and location of academic difficulties in the program not in the student. 

Deaf students should be considered as part of a minority group rather than addressing 

cultural and linguistic differences as disorders (Cununins, 1984). 

There are a number of approaches to bilingual education, of which the additive 

approach (Lambert, 1975) appears to be the most appropriate for deaf students. This 

approach focuses on enrichment by the addition of a second language while supporting the 

primary language as the language of instruction (Wolfe, 1992). One of the features of 

additive bilingual education that appears to be particulaiiy salient for deaf elementary 

students is the emphasis on instruction using the student's primary language. This focus 

directly addresses the diversity in students' language development. The students who enter 

school without a well-established primary language will have an opportunity to attain 



56 

sufficient proficiency in their primary language (ASL) before they begin to learn to read 

English (Cummins, 1981). 

Because ASL does not have a written form like numerous other languages, young 

deaf students cannot learn to read in their primary language. Their knowledge and mastery 

of ASL serves as the conduit for teaming to read and write English (Drasgow, 1993; 

Mahshie, 1995). The emergence of English literacy, then, for deaf students becomes the 

process of becoming bilingual. 

English is an auditory-linear language; the manner in which words and sentences 

are formed is very sequential. The nature of English is that it is built for the mouth and the 

ears and cannot be fully represented in sign (Baker, 1978; Marmor & Petitto, 1979). It is 

taught and used in its written form. ASL, on the other hand, is a spatial, simultaneous 

language. A certain message can be conveyed in ASL and in spoken English in the same 

amount of time (Bellugi, Fischer, & Newkirk, 1979). From this perspective, a "bilingual 

deaf person" is a fluent signer who is also fully literate in reading and writing English 

proficiently (Hansen, 1990). The bilingual approach focuses on the visual and cognitive 

skills of the deaf learner rather than on the language-deficiency models that focus on 

weaknesses as of an auditory system that does not facilitate language processing. 

Theories of Language Acquisition 

According to the 1988 Commission on Education of the Oeaf (COED) report. 

Findings on the Educational Status/Needs of Deaf and Hard of Hearing (hh) Children, a 

child faces significant barriers if she/he does not posses a strong language and 

communication base. Because spoken language (e.g., English or Spanish) is less 

accessible to deaf children, they are at risk for developing a solid language b^, which is 

critical for learning. This is especially true with respect to the vast majority of deaf children 

bom to non-signing, hearing parents. Many of these children are not exposed to signed 
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language input within the critical period for language learning (Chomsky, 1965; Krashen, 

1973; Lenneberg, 1964; Newport, 1981). Furthermore, those children who do receive 

signed language input in early childhood often experience inadequate or unconventional 

linguistic input. The implications of this kind of language deprivation experience are far-

reaching and profound with respect to education and literacy. 

A different, but also serious, problem arises among deaf children of deaf parents. 

Although they may be able to develop a strong language base at home as they acquire ASL 

as a native language from their deaf patents, these children are often denied access to 

curricular content in ASL because most educational settings for deaf children do not permit 

the use of the child's native language in the classroom. Instead, most classrooms for 

dea£^ children in America are conducted in Simultaneous Communication (spoken 

English produced simultaneously with an English based sign system, such as Signed 

English) (Baker, 1978; Moores, 1996). 

In their document tided, "Unlocking the Curriculum: Principles for Achieving 

Access in Deaf Education," Johnson et al. (1989) argued that language accessibility is of 

paramount importance in evaluating the present state of education for dea£^ children. All 

deaf/hh children are entitled to an educational experience in a language they can learn and 

master. Simultaneous conununication (or Sign Supported Speech as Johnson et al. call it) 

was presented as a linguistic experiment conducted over the last 25 years by educators of 

the deaf. This experiment appears to have gone awry. Deaf children do not appear to be 

mastering English via this educational methodology, as evidenced by their continually 

depressed English reading and writing scores (Allen, 1994). 

It appears that when dea£^ children's learning is filtered through a sign-based 

English conununication system that has not evolved naturally as a language and which 

apparendy violates some of the basic organizational principles of natural signed languages 

(Supalla, 1991), they fail to acquire the target language, English. As a result, deaf 
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children, especially deaf children of hearing parents, may fail to develop what most 

educators, parents, and linguists would call a native language. 

The U.S. Department of Education has acknowledged that this situation must be 

investigated. In an announcement requesting proposals to the Office of Special Education 

and Rehabilitative Services (OSERS), new research is being solicited with regard to the 

role ASL might play in deaf education, how ASL proficiency might be able to facilitate the 

acquisition of English and English literacy skills, and how ASL proficiency may facilitate 

more successful outcomes in social and emotional development among deaf children 

(Bowe, 1988; Mahshie, 1995; Nover, 1995; Nover & Andrews, 1998). 

Research with hearing bilinguals suggests that knowing more than one language is 

not detrimental. Moreover, linguistic knowledge acquired in LI (one's first language) 

transfers to the acquisition process of learning L2 (one's second language) (Cummins, 

1981; Hakuta, 1986). Taking this bilingual perspective, educators and researchers have 

suggested that ASL should be considered the first or primary language base for deaf 

children because 

• ASL is accessible and easily learned by deaf children, 

• ASL provides linguistic access to curricular material, 

• ASL is an effective tool for peer/peer and adult/child interaction, and 

• ASL facilitates normal social and emotional development (Johnson et al., 1989; 

Nover & Andrews, 1998; Philip & Small, 1990; Stone, 1995). 

Three Language Acquisition Theories 

Hence, 1 address the three common language acquisition theories that create an 

impact on literacy acquisition and then offer a parallel with deaf children. Th^ theories 

are the Behaviorist view, the Innatist view, and the Interactionist view. 



59 

The Behaviorist View 

First, there is the Behaviorist view proposed by B. F. Skinner (1957) which was 

the prevalent theory in the early to mid 1900s. This view is summed up by the following 

explanation, "An individual is reinforced (positively or negatively) for responses to various 

stimuli" (Lindfors, 1991, p. 97), for example, by administering positive reinforcement 

when a child does something desirable (praising, smiling) or administering negative 

reinforcement (scolding or correcting) when an undesired behavior occurs—much like 

Pavlov's dog. By doing this, one encourages the desired behavior to be repeated and the 

undesired behavior to occur less frequently. It is believed that a child must be actively 

taught everything. Thus, language acquisition is accomplished by environmental shaping. 

For example, if the child says, "Monuny, Bog," the parent must then correct the child by 

saying, "You mean dog," and having the child repeat it until it is done correctly. This 

method suggests that children depend on positive and negative reinforcement to leam 

language. 

In Deaf education from the 1950s to the 1970s, children under the Behaviorist view 

were heavily trained to perform speech and writing grammar by imitating teachers and 

parents to master English skills. Based on my experience as a deaf learner, we experienced 

hardship and frustrations as we were forced to leam through speaking and writing codes 

and symbols that had no meaning to us. Often, we were punished if we did not perform 

according to hearing people's standards. On the contrary, Lindfors (1991) posed the idea 

that if teachers tried to teach children to speak, they would never be able to leam, meaning 

if teachers taught children vocabulary lists from the day they could express themselves, 

they would become baffled, fearful, discouraged, humiliated, and would quit trying to do 

what we asked of them. As expected, the reading grade levels achieved by deaf children 

were far lower than desired. This is highly related to teaching deaf children to speak and/or 

write. Teachers try to make up for deficits and take a pathological view of deafness. 
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thereby missing an important learning span of the students' lives. Sadly, most teachers of 

the deaf have traditionally complained about deaf children's outbursts of anger and 

frustration, yet they persist in their painful, pathological approach. 

The Innatist View 

The Innatist view, of which Noam Chomsky (1965) is a strong advocate, describes 

the child leaming language as a result of being bom with a linguistic structure already in 

place. In other words, every child is bom with the ability to acquire language. In theory, 

children do not need to leam language because they are "wired" and ready to receive 

information such as semantic, syntactic, and phonological cues, which are found within 

language. The child does not have to leam these principles through acquisition; s/he only 

has to discover which ones are used in her/his environment. 

This view is founded on the theory that language acquisition depends on one's 

biological capabilities. Biologically based researchers (e.g., Lenneberg, 1964) associated 

the states of language development with the physical maturation and biochemical changes in 

the brain. The Innatists' view is that we are predisposed to language acquisition, and 

although it crucial for young babies to be exposed to language models, our bodies were 

created (hearing, mouth, respiratory systems, etc.) to foster speech and communication. 

This view proposes some significant hypotheses. Lenneberg (1964) who generated 

questions about the nature of this imiate ability, used Kelly, a child of who was abused and 

forced to remain in a closet until age 13. She was not able to master her language. Upon 

what does the innate knowledge of language acquisition depend? Although this view 

targets cognition as a major factor in language acquisition, it is limiting because it fails to 

address the social aspects of language acquisition. 
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The Interactionist View 

Lastly, the Interactionist view (Genishi & Dyson, 1984; Vygotsky, 1962) 

embraces the theory that for children to learn language, they must interact with it. This 

theory implies a hands-on language learning mode. As children play with and manipulate 

language, they begin to gain the internal structure necessary to master it. This means the 

children are constantly encountering language used in a "real situation for some real 

communication purpose" (Lindfors, 1991, p. 108). Supporters of the Interactionist view 

believe that the environment can shape language teaming, but, most importantly, the 

linguistic structure is acquired and shaped by the social environment. The role of 

environment is variously seen as shaping language learning through the reinforcement of 

selected responses as "triggering" children's language acquisition or as providing "data" 

from which the children can discern underlying rules (Lindfors, 1991). The environment 

reacts with the children to reinforce behavior, though more by encouraging use and 

practice. Lindfors further discussed that the word "inter + act" implies that children act 

with the environment and, thus, understand meaning in a social context. They are already 

programmed to be social beings and thus need language to communicate and interact with 

the world around them. The most important part of this view is the active involvement of 

children in their own learning/acquisition process. 

Scholars and advocates of ASL/English bilingualism strongly favor the 

Interactionist model as the best approach for ASL/English literacy. They believe that to 

have a strong language base, children must exposed to a complete, accessible language. 

This language base is the foundation for all of their continued abstract and non-present 

thinking and learning. Children integrate and build upon the language they are exposed to 

from birth. With a language-rich environment, children are able to understand meaning and 

make connections between concepts and ideas. When children do not have access to the 

languages around them, they are unable to build this base. Signed languages are the only 
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truly accessible languages for deaf children. Children exposed to the most accessible 

language learn this language easily and naturally when it is real, whole, sensible, 

interesting, and relevant. If they are only exposed to spoken English, they will not develop 

language or a sense of their worid (Vernon & Daigle, 1994). The impoitance of creating an 

"acquisition-rich" environment in language, especially for the deaf child, cannot be 

emphasized enough. Children who have been denied language in their early years are 

almost guaranteed a limited future. On the other hand, a deaf child in an ASL-rich 

environment from birth is almost guaranteed a successful literacy future. 

Certain proponents of ASL/English bilingualism agree that ASL should be the 

primary language for most, if not all, students who are deaf because it provides fiill 

accessibility in a language- rich environment (Grosjean, 1998; Johnson et al., 1989; 

Mahshie, 1995; Nover, 1995). Support of this belief is based on four major points gleaned 

from the literature on the acquisition of ASL by deaf children and adolescents (Paul & 

Quigley, 1994). 

1. ASL can be acquired naturally because it presents an adequate visual-motor 

feedback system similar to the auditory-articulatory loop of spoken language users 

(Circourel & Boese, 1972). 

2. ASL is the preferred language of use by deaf adults in most communicative 

situations (Reagan, 1985, 1990; Wilbur, 1987). 

3. Children acquire ASL in a manner similar to that of hearing children learning a 

spoken language (Newport & Meier, 1985; Petitto & Marentette, 1991). 

4. ASL and other sign languages are suited to the cognitive processing capacity of 

deaf individuals' brains (Bellugi, 1991; Poizner, Klima, & Bellugi, 1987). 

Philip and Small (1990) and Reynolds and Titus (1991) further added that ASL 

must be used by people in the deaf child's environment. Those people who are using ASL 

must interact with the children in meaningful ways. This language environment must be 
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available to children during the critical period for language acquisition, from biith to seven 

years of age (Lenneberg, 1964). Children must be able to see and must have the cognitive 

capabilities for language acquisition. They first begin to use ASL for interacting with 

others; as they develop, they begin to use their language for organizing thoughts. When 

ASL is used for interacting and for thinking, the brain becomes specialized for language 

(Bellugi, 1991). Bellgui explained that special areas on the left side of the brain become 

responsible for processing ASL. It is this specialization that permits the children to think 

abstractly 

Therefore, ASL is a language that will create such a communicative environment. 

When teachers create an environment in which a child experiences full accessibility with 

those wishing to communicate with him or her and with whom he or she wishes to 

communicate, that in essence is creating a true communicative environment. Because ASL 

is the deaf child's primary language, it will be used first to describe content. Once an 

understanding of the content has been reached, using reading to support English 

bilingualism will enable the child to assimilate the English secondarily to the understanding 

of the material in their primary language. This creates an impact on second-language 

literacy. 

APDlications of an Interactionist Framework 

This theory implies that the classroom model and routines for first language 

acquisition should incorporate time for students to express themselves with their peers and 

with native and native-like users of the language. For instance, deaf people from the 

community could come to the classroom for storytelling, reading time, or tutoring. 

Afterward, they could select a passage of reading material and present it to the class in a 

storytelling format. Exposing the children to the Deaf Community supports snnooth 

language acquisition. There is strong evidence that the quality of adult-child literacy events 
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have a direct effect on the ciiild's academic readiness and success when beginning school 

(Heath; 1982; Ninio & Bruner, 1978; Teale, 1984). Research shows that children who 

become literate share the common experience of being read to (Ewoldt, 1994; Schleper, 

1995). Also, the intrinsic activity of children in their environment is imperative to language 

acquisition. Therefore, they understand meaning and concepts of their world, which leads 

to acquisition and learning. Centers for play (depends on age appropriateness), interaction, 

self-discovery, imitation, natural conversation, and other activities that support first 

language expression will be expressed in lesson planning. 

Content expression in the first language should be shown in ways that are holistic, 

real, natural, sensible, interesting, and relevant because language must have purpose and 

meaning to the learner. Children do not acquire language because a teacher sat them down 

for hours a day and drilled them. Language acquisition comes through exposure and 

interaction with family members and caregivers, engaging children and each other in a wide 

range of contexts and situations. Exposure to surface structures of a language in many 

interactional contexts builds a deep-level system of language in use. 

Furthermore, language acquisition should be a natural process of trial and self 

modification. This can best apply to reading and writing by allowing students to engage in 

natural reading and writing processes. Sadly, most deaf children are forced to sit at their 

desks and repeat after their teachers, or the teachers correct their papers until these papers 

arc a mass of red pen marks. Teachers tend to control the interactions and the interpretation 

of the text. This is not constructive or useful to the children. Children can be enthusiastic 

about reading and writing, even if it is in their second language, if the communicative 

environment is positive, comprehensible, and meaningful. Reading and writing should 

involve the construction of meaning through reciprocal interaction between readers and text 

(Goodman, 1997). Children are "wired" with a natural curiosity and enjoyment of their 

environment. Using Vygotsky's (as cited in Dixon-Krauss, 1996) concept of "zone of 
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proximal development" (ZPD), if teachers use this curiosity to pull the students into 

learning, they will be more successful. In other words, children need to receive 

information, grammatical structures, vocabulary, etc. at a level beyond their current level. 

In short, Vygotsky's (as cited in Davydov, 1995) approach involves three 

interdependent principles of language acquisition and cognitive development: 

1. the best way to understand the mind is to look at how it changes and functions, 

2. higher mental functions have their origins in social activity, 

3. tools and signs mediate higher mental functions. 

Vygotsky (as cited in Cole, 1990) found that many mental processes had been directly 

shaped by basic practices of human activity and the actual forms of culture. Through actual 

relations between humans or the so-called social environment which supports a deaf child's 

language and cognitive developments, a child is able to function higher mentally and able to 

live independently later (Hausfather, 1996). For deaf children, cultural artifacts, visual and 

accessible tools, and signs create who they are and how they view the world while 

interacting with the meaningful, sign-mediated environment. How then can teachers create 

such environments in school that allow a ZPD to develop? 

For practical purposes, teachers allow students to produce enough written print of 

interest for them to start wanting to know how to edit it and make it fiilly comprehensible to 

other readers. Print must have social meaning. Content-area reading should take place in a 

holistic environment so teachers and children read, write, and sign across the curriculum. 

For instance, some of the themes might include reading, writing, and signing stories about 

famous people who are relevant to their worlds. Some examples might include Beethoven, 

a deaf pianist; Thomas Edison, an inventor; Marlee Matlin, an Oscar-winning best actress; 

Linda Bove, an actress on Sesame Street; Kenny Walker, a former Bronco professional 

football player; Heather Whitestone, a former Miss America; or famous deaf people in the 

international setting. Also, teachers can use a chart with shared duties for the children. 
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book arrangements, a check-out borrowing system, and a reading challenge chart 

(depicting colorful stickers for those who picked and successfully read books challenging 

to them). Or children could make up "trivia" questions on cards for a trivia game quiz on 

Fridays. 

In sum, language acquisition is an interactive, collaborative process. Thus, literacy 

is a natural and ongoing process. This supports the theoretical assumption that the 

behavior of young readers does not represent different psycholingusitc or sociolinguistic 

functions from adults (Goodman, 1984; Harste, Woodward, & Burke, 1984). Children 

learning to read and write should be allowed to interact with print and each other in 

meaningful ways. Children will know when it is written correctly if they have been 

immersed in print. They will make the revisions because they want people to understand 

them. Teachers use modeling as signers, speakers, and writers for children. If teachers 

write and edit for children to see, then children can see the process and internalize it. 

Children need to know that experienced writers make mistakes and also need to edit and 

revise. Children need immersion and modeling to internalize reading, writing, and accurate 

sign language. Subjects that are "taught" are not directly "learned"; rather, they are 

internalized as needed and only when needed. Until that need is realized, ideas are like flies 

caught in, and sometimes escaping, the spider web of our brain, only consumed when we 

are hungry. 

Nover's New Conceptual Framework 

Nover (1997) presented a new development; a conceptual framework adapting the 

works of Baker (1996) and Bench (1992) for deaf children learning language. This 

framework explained the significant distinction between oracy and literacy to develop a 

conceptual framework of bilingual/ESL and English literacy instruction for dea£^ 

children. Table 4 shows Baker's four language abilities (listening, speaking, reading, and 
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writing) which were are designed to test hearing children on their receptive and productive 

skills. 

This chart does not necessarily apply to deaf children. The accessible 

communication for hearing children is speaking and listening through ears; that is called 

oracy. Deaf children, however, rely on visual communication, signing and listening 

through eyes. Nover (1997) coined the word signacy for the communication process in 

deaf children. Hence, Nover adapted the framework designed for deaf children found in 

Table 5. 

The bilingual approach involves the dominant use of ASL for academic and English 

language instruction. The students acquire and develop ASL at school as teachers use ASL 

for communication as well as classroom instruction. Students also benefit from 

interactions with their peers using ASL. The teachers can code-switch back and forth from 

ASL to English through reading, writing, fingerspelling, finger-reading, typing, lip-

reading, speaking, and listening (when appropriate). It is recommended that teachers 

present two separate models—one ASL and the other English—during classroom 

instruction. Then, the teacher can move between them through code-switching. Nover and 

Andrews (1998) pointed out that the languages are modeled separately and not mixed. 

Nover and Andrews (1998) also noted that bilingual education involves more than just 

using ASL to teach English. It is not enough simply to present academic concepts in ASL 

and then expect the deaf/hh students to be able to use these concepts to build English skills. 

Both teachers and students need explicit understanding of how ASL and English work. It 

may take both languages (ASL and English) for the deaf student to build English skills. 

Teachers should have a knowledge of ASL and accept the idea that ASL is a fundamental 

form of learning and that it should be made available to dea£^ students. 
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Table 4 

The Four Language Abilities (Baker. 1996) 

Oracy (oral Literacy (written 
language) language) 

Receptive skills Listening Reading 

Productive skills Speaking Writing 

Table 5 

Bilingual Ability Framework for Deaf and Hard of Hearing Children (Nover. 1997) 

Signacy Literacy Oracy 

Receptive Watching or Finger- Listening, 
Attending reading, Lip-reading 

Reading 

Productive 
Skills 

Signing Finger-
spelling, 
Writing, 
Typing, 

Speaking 
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Issues about ASLyEnglish Bilingualism 

Nover and Andrews (1998) pointed out that despite acceptance of the bilingual 

approach, there are limited published standards, curriculum, or guidelines available for 

using it. Kannapell (1974) wrote about the lack of bilingual materials to teach deaf 

students. Since 1979, little has been done to improve the situation. Not only is there a lack 

of materials for deaf students, there is a lack of materials to train teachers and teacher 

educators on how to implement a bilingual approach effectively. 

For instance, in a BiBi school, the need for an ASL/Deaf Cultural Literacy 

curriculum for students is a pressing issue (Stone, 1995). Based on the bilingual and 

second language acquisition research literature, the goal of the ASL/Deaf Cultural Literacy 

curriculum is to look at the competency levels of ASL that students possess and how they 

demonstrate their proficiency in language to serve as a bridge to understanding English. In 

other words, it is critical for students to have a developing language foundation in order to 

be able to use a second language effectively. 

Stone (1995) pointed out that currently there are no "known" formal ASL curricula 

in place in any preschool, elementary, or secondary education program for the deaf. In 

fact, in most deaf schools, ASL has not been taught to deaf/hh students (Levesque, 1990). 

It is a "Catch 22" scenario that deaf students do not leam ASL, and there is a lack of ASL 

materials in the classrooms. Hence, teachers in the BiBi schools attempt to develop their 

own materials and a variety of teaching strategies. Stone (1994) suggested that videotapes 

accompanying textbooks and materials on ASL can be designed because ASL is a visual 

language. Moreover, deaf students need to leam ASL's grammar and structure in order to 

develop proficiency in the language. As Stone (1995) stated, they should experience a 

variety of activities to leam the language: to leam about the language, and to leam through 

the language. Stone added that Cummins (1981) addressed that students use language in 

two ways in school: (1) to acquire social skills in order to leam about themselves and the 
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world around them and (2) to have the process to develop the grammatical skills necessary 

to become successful and knowledgeable language users.. 

In spite of scarce materials, one of the most productive and less expensive 

contributions from the Deaf Community is their storytelling to deaf/hh children. There is 

an abundance of research that strongly suggests that storybook sharing (being read to by 

adults and older children) contributes greatly to early language and literacy development in 

young hearing children (Durkin, 1966; Heath, 1982; Ninio & Bruner, 1978; Snow, 1983; 

Teale, 1986; Wells, 1985). The limited body of research that focuses on storybook sharing 

with deaf/hh children shows similar results (Andrews & Taylor, 1987; Ewoldt & Saulnier, 

1992; Maxwell, 1984). Although there is no research in classrooms for deaMih children, it 

would follow that given comprehensible input, such benefits would be enjoyed by dea£1ih 

children as well. My own experiences as a former teacher confirm such a conclusion. 

Another example of Deaf Cultural literacy contributed by deaf^ih adults is Deaf 

Literature which can be beneficial for both deaf and hard-of-hearing children. For instance. 

Deaf Literature may include stories, poetry, folklore, art, or film given by or written by or 

about dea&Tih people in any version (e.g., ASL and Spoken English with captions and 

written English). "A Bird of Different Feathers" by Ben Bahan and Sam Supalla(1994), 

as an example, is quite a popular signed fable about a bird being different from others 

because its bill is unique. It parallels a deaf child being different from others because of 

unique sign language. "Deaf Mosaic" (1995) is a comprehensive film documentary series 

which portrays a wide variety of dea£^ people, promoting a powerful impact on the lives 

of deaf/hh children. 

Research has shown that the early stages of language development are best achieved 

through ASL for classroom learning (Johnson et al., 1989; Mather, 1987; Padden & 

Ramsey, 1998; Supalla, 1991). However, most parents of deaf children are hearing and 

do not sign ASL fluently, unlike those hearing parents who share a language and culture 
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with hearing children. As a result, deaf children are not able to acquire ASL until early 

childhood or early adolescence and in some cases even adulthood (e.g., Nover & Moll, 

1997). 

Nover and Ruiz (1992a) indicated that there should be a language development 

policy within the Department of Education at the national level. To date, ASL is not 

recognized by the U.S. Office of Bilingual Education and Minority Languages Affairs and 

the Department of Education as one of the native languages to be used with English in 

bilingual programs (Commission on Education of the Deaf, 1988; Lane, 1992). Nover and 

Ruiz (1992) also stated that a signed language planning organization needs to be established 

at the national level in order to professionalize and systematize language planning decisions 

for, by, and within the Deaf Community. It is because of this lack of established policy 

that some schools are skeptical about adopting the bilingual and bicultural approach 

completely. Furthermore, there is a dearth of research about ASL as an effective language 

tool for educating deaMih children (Gallimore, 1992; Nover & Ruiz 1992a). 

Theories of Literacy Learning: Two Opposing Perspectives 

John Dewey (1938) commented that schools should start where the learners are. 

Illiteracy among the deaf due to poor education is a violation of their human rights. 

Hearing people may also be illiterate or may function at Grade 3 reading levels, and we 

would not consider faulting our mainstream education system for that. However, many 

educators expect deaf children to function at that level and consider it acceptable. 

The question of why educators spend so much time on speech and let literacy fall 

by the wayside is often being asked by the Deaf Community. The answer to the question 

presents the factors of opposing perspectives regarding illiteracy. This section describes 

deaf readers from two opposing perspectives, clinical and cultural. 
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The argument that the status of deaf education has been unsatisfactory has been too 

often repeated (Allen, 1994; Bowe; 1988; COED, 1988; Johnson et al., 1989; Moores, 

1996). Most professionals in the majority society still adhere to the paradigm of a 

pathological or clinical view rather than a cultural view, perceiving that deaf children are 

slow to give up "deafness" as a pathological disability condition. Deaf people tend to be 

looked upon as "disabled," or "just different," or an "exceptional" group (Woodward, 

1982). Due to ethnocentricity, these models can be perceived as such only by its own 

members. Here, I address four models of reading failure (Gormley & Franzen, 1978) that 

exist commonly among children, whether they are deaf or hearing. They are Defect, 

Deficit, Disruption, and Difference. 

First, Defect is considered to be an organic or biological problem. In this view, 

deafness is a defect; it is necessary for one to be able to hear "normally" and speak in order 

to read. Ironically, I have met many Americans who speak "normally" and who are 

illiterate. There are numerous deaf people who are successful at reading despite their 

deafness. So, the Defect model does not apply. 

The second failure model is Deficit, meaning a lack of skills. English, like other 

spoken languages, is phonologically based and places a strong emphasis on sound. The 

question has been asked: If deaf readers cannot hear the sound of spoken language, how 

then can they learn to read and write? Carver (1998) pointed out that the Deficit model 

would have us believe that the problem lies within the deaf or hard-of-hearing child. He 

further stated that the reality is that the problem lies within the environment by its failure to 

provide readily accessible communication and linguistic tools that can be quickly and easily 

used by the deaf or hard-of-hearing child. Some of us do not rely on sound and yet are 

successful readers. We rely on visual cues and actively interact with the print. Therefore, 

the Deficit hypothesis also is invalid. 
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The third model is Disruption. It applies to children who have attention deficit 

disorder or who are hyperactive; they have too many "disruptions" to allow them to read 

successfully. I do not believe this argument holds up to scrutiny. I have known "hyper" 

deaf individuals, including myself, who are able to read. 

The final model of failure is Difference. The issue of Difference is that there are 

different languages at work. I believe this model best describes the situation for deaf 

learners. Deaf children need to be taught that there is a difference between ASL and 

English in that they are separate, distinct languages. Table 6 presents the differences of 

characteristics of these languages that both deaf children and their teachers need to 

recognize (Baker & Cokely, 1980; Gallimore & Titus, 1991; Valli & Lucas, 1992). 

The following are frequently asked questions regarding how a deaf child learns 

English and the role of English for ASL deaf readers. Answers to the questions are then 

presented (Gallimore and Titus 1991; Reynolds & Titus, 1991). 

• Does listening (hearing) to English meet all the requirements for acquiring a language? 

No, partial access to the English signal because of hearing loss makes it difficult to 

acquire English for interacting and very difficult to acquire English for thinking. 

• Does using signed codes for English meet all the requirements for acquiring a 

language? 

No, it is because a code is not a language. The English morphological system is 

designed for the ear to process. The ear processes information in a linear fashion. 

The mouth is able to produce many words in a very short period of time because the 

muscles are small. A long message can contain many different words and still be 

processible by the brain. The hands take longer to produce signs and the English 

word endings that are invented for signed codes. The time that it takes to line up 

all the elements of a sentence on the hands is often too long for the brain to process. 
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Table 6 

Characteristics of American Sign Language and English 

American Sign Language EngHsh 

American Sign Language (ASL) is a visual 
language. The eyes receive ASL. The 
hands, face, and body produce ASL. 

English is an auditory and oral language. 
English is received by the ears. English is 
spoken by using parts of the mouth and the 
respiratory system. 

ASL is a spatial and non-linear language. 
Space is used to represent things and to 
show relationships between ideas. 

English is a linear language. English is 
constructed in a way ^at speech sounds are 
produced one after another to produce 
words and word endings. 

ASL has a phonology or better called 
cherology (study of hands). ASL has a set 
of visual units or parameters. These units 
are handshape, location, palm orientation, 
movement, and non-manual facial maiicers 
and signals. When these units are 
combined, they create a sign that has 
meaning. These are a set of rules of how 
these units can be combined. 

English has the rules for lining these sounds 
up which is the phonology of English. The 
phonological units are place of articulation 
(where), manner of articulation (how), and 
voicing (voiced vs. non-voiced). 

ASL has a morphology. ASL has a set of 
rules for how the various parts or units of a 
sign can be changed to add or change 
meaning. Often these units arc "layered." 
They are produced in a concurrent manner. 
To add or change meaning of the sign, one 
or more of the units are changed. 

Following the morphological rules of 
English, words and word endings are 
connected, (e.g., boy£ vs. boy). 

ASL has a syntax. ASL has a set of rules for 
how signs are ordered to form a sentence or 
a question. Non-manual facial grammatical 
signals are combined with the sentences. 
ASL does not have a formal written format; 
it uses transcription system. ASL's syntax 
structure is more than one word order. 

English relies as much on word order to 
show the relationship between the units. 
Words are lined up one after another to form 
sentences and questions. The rules for 
combining words represent English syntax. 
All of these units of English are lined up. 
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Table 6 - Continued 

ASL has a way of incorporating English into 
the language. A series of handshapes 
has been developed to represent the 
English alphabet. Those handshapes are 
called the manual alphabet explained 
later in Chapter 6. 

Several different codes have been invented 
to represent English. 

Print: Printed English is used for reading 
and writing. Additional codes have been 
developed to represent English print. 
Examples are Morse Code, Braille, and 
the Manual Alphabet. 

Signed Codes of English: Invented 
borrowing signs from ASL, creating 
some additional hand movements to 
represent English word endings, and 
lining the signs up in English word 
order. 
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The eyes process information in a three-dimensional (3D) manner. When the brain 

must internalize a language that is perceived by the eyes, the brain needs a 3D 

morphology. English on the hands has a linear morphology. ASL, like all signed 

languages around the world, has 3D morphologies. In fact, children who have 

only seen a signed code for English will create their own 3D systems, even though 

they have never seen such a language in their environment. Thus, signed codes for 

English are not processible by the brain. They are not an effective way for 

children to learn to communicate or to think. 

• Can deaf children learn English through print? 

Yes, deaf children can learn English through print. English has a visual form. 

Printed English is linear. It is, however, not moving. It is static and therefore the 

brain can process the full message because time is not such an important factor. 

Deaf children can leam to read and write English. They do so by learning how to 

translate information from ASL to English and vice versa. They do so by learning 

that the manual alphabet or fingerspelling represents English printed words. 

Deaf people have been asked how they use and value English. For Deaf people, 

English is not spoken. English to Deaf people is Printed English; it is both Spoken and 

Printed English to hearing people. Spoken English to Deaf people is a code for printed 

English. Some of us leam to speak; many do not. We use print in our daily lives to 

interact with hearing people, to document ideas, and to gather information. We read and 

write English for pleasure and for creative purposes. We value English and want to 

improve the English literacy skills of our deaf children. Some people who lose their 

hearing after they have already learned to speak English often leam ASL as a second 

language. Others continue to speak English and try to understand English by.watching the 

speaker's lips. 
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In addition, Neuroth-Gimbrone and Logiodice (1992) stated that it is necessary for 

deaf people to recognize that ASL and English structure discourse differently and that 

English translation should not only convey the content, but it should also be culturally 

appropriate for the English-speaking audience. In other words, deaf readers need to 

explore, recognize, and use English words appropriately to achieve an effective and 

equivalent meaning for the English-speaking audience. 

Deaf people communicate through sign language as a visual language, and yet they 

have to read English text. This indicates that deaf readers show a sense of meta-linguistic 

awareness, defined as the process of thinking about and reflecting on the nature and 

functions of language (Pratt & Grieve, 1984). Meta-linguistic awareness includes 

knowledge about the demands of different language and literacy events and beliefs about 

one's self and others as language users (Rowe & Harste, 1986). Cazden (1974) defined 

meta-linguistic awareness as "the ability to make language forms opaque and attend to them 

in and for themselves" (p. 24). 

Tunmer and Cole (1985) presented four broad categories of metalinguistic skills of 

English speakers: (1) phonological awareness, (2) word awareness, (3) form awareness, 

and (4) pragmatic awareness. There is a limited body of research related to the area of 

metalinguistic skills in ASL. However, teachers can apply these categories to the 

instruction providing that they have mastery in both, ASL and English. 

To enhance metalinguistic awareness, deaf children need to be taught to be able to 

distinguish between ASL and English as two separate languages in a meaningful context. 

Teachers of deaf children working in bilingual schools first should be able to distinguish 

between ASL and English as well as have a clear understanding of the functions of 

languages. If there is ambiguity or lack of clear distinction between the two languages, it 

becomes impossible to present clearly defined instruction. 
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A study by Woodward and Allen (1987) concluded that many teachers practicing 

the Total Communication philosophy do not know the difference between American Sign 

Language and Signed English (Manually Coded English). The study further indicated that 

ASL is not widely used in classrooms even though it is reportedly utilized in some settings. 

This is because the majority of teachers of deaf children have not studied the linguistics of 

ASL, Deaf culture or ASL literature and have not taken any formal ASL courses. The lack 

of appropriate training for teachers has resulted in educational programs for deaf children in 

this country that deny the linguistic needs of children from both deaf and hearing families 

(Johnson et al., 1989). Thus, it is veiy critical that teachers demonstrate explicit 

understanding of the rules of ASL and English in order to provide appropriate language 

models and opportunities for language learning. 

In sum. Carver (1998) discussed that the Difference model is based on the principle 

that the key to successful educational development and literacy functioning is through the 

child's strengths by using all of her/his functional physical and sensory abilities. The 

Difference model provides the deaf and hard-of-hearing child the freedom to choose and 

employ any tool or technique of her/his own choosing for linguistic and cognitive 

development, giving her/him a sense of control over her/his own life. Carver further 

explained that this feeling of power is essential to the child's healthy self-concept, which in 

turn leads to successful education and literacy. Hearing children decode linguistic 

information on their own terms without being told how to do so and without their input 

being manipulated. Deaf and hard-of-hearing children should at least have the same 

privilege. In other words, deaf and hard-of-hearing children have been subjected to over-

intervention in and over-control of their lives by others. 



79 

Conclusion 

It is necessary to understand the rationale of incorporating ASL Literacy/I>eaf 

Cultural Literacy in a BiBi school and/or a curriculum on ASL, the history and attitude 

toward the language, and the need for visual language and bilingualism/biculturalism for 

deaf/hh children. This literacy provides students the opportunity to study language in their 

first language as well as their cultural identity in order to become a literate, articulate adult. 

Moreover, it is a vehicle by which deaf/hh people can get where they want to go in a state 

of linguistic, cultural, and communicative excellence. 

The true spirit of the BiBi philosophy is to provide all deaf and hard-of-hearing 

children with the necessary tools to become whatever they want to be. Overall, 

incorporating the BiBi education is a win-win situation for deaf and hard-of-hearing 

people. One objective of a BiBi school is for deaMih children to grow up and be 

successful dea&lih adults, with the ability to reason, think for themselves, and live 

independently. The children must grow up in an environment in which they feel normal, in 

which they see dea£^ adults, and in which they see hearing people as allies. This cannot 

be done without the parents, who also must be provided with many opportunities to meet 

deaf/hh adults (which their children will eventually become). The school needs to be Deaf-

centric, emphasizing the lives and history of Deaf people, for the same reasons that 

African-American children need African-American-centric education to develop a positive 

and healthy identity. 

Furthermore, there is dire need for research related to the translation process and 

development of metalinguistic awareness in deaf children. For instance, teachers often ask 

when and how deaf children develop the knowledge of and become able to discuss two 

discreet languages. Deaf children with a secure language base begin to develop 

metalinguistic skills in their own language and then begin to translate naturally and 

understand the differences between ASL and English. They become able to attach labels in 
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a language such as English, connecting knowledge, concepts, thoughts or ideas they 

already had in their first language. 

In Chapter 5,1 show how the aforementioned theoretical framework developed in 

this study was applied to teachers' practice. Before discussing this, however, I present the 

methodology for this study which emerged from this review of the literature. 
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CHAPTER 4 

METHODOLOGY 

Introduction 

This ctiapter describes the research site; the teachers' characteristics; and 

data collection, strategies, and how the data are analyzed. I also address 

methodological issues raised by this type of data collection. 

First, I describe the site where the Star Schools Project, the larger context 

for my study, took place. 1 provide an overview of the program and the 

population at the site. Next, I describe the data for this study; (1) teacher 

characteristics, (2) learning logs related to teachers' reflections on the research 

literature and their practice, and (3) the videotaped interviews of the dialogue with 

teachers as their presented retrospective stories on their experiences. Next, I 

discuss issues that arose when dealing with the videotaped data, unanticipated 

changes during the study, and the role of the researcher. Lastly is a summary of 

this chapter. 

Description of the Research Site 

1 chose the New Mexico School for the Deaf (NMSD) in Santa Fe, New 

Mexico as a research site because it was the school closest to my residence, 

allowing for greater ease in visiting the site, as well as the fact that it had a good 

mix of teacher-participants. NMSD was founded in 1887. Superintendent Dr. 

Madan Vasishta (personal communication, November 22,1999) supplied 

information on the NMSD, as follows: 
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Mission statement. The New Mexico School for the Deaf is 

passionately committed to actively creating and maintaining a community 

that supports the development of capable people. 

Communication policy. NMSD believes in deaf and hard-of-

hearing children having full access to communication at school. All staff 

are encouraged to sign at all times in the presence of deaf and hard-of-

hearing children. We believe deaf children learn English better if they 

master ASL as their first language. 

Teachers. There arc 42 teachers including about 20% deaf 

teachers. The deaf^earing ratios for residential staff and aides are higher. 

Ethnic breakdown. There is quite a mixture of ethnicity 

among the deaf and hard of hearing students: 48% Hispanics, 24% 

Native Americans, 27% Anglos. Two students arc from India, one is 

from Nepal, and two arc from China. 

Orientation to the Research Design and Data 

As mentioned in the introductory chapter, this study focuses on teacher 

training as an intervention within the Star Schools Project. This study was 

conducted using participant observation and ethnographic interview techniques 

(Seidman, 1998; Spradley, 1979). I collected and analyzed the data from 

classroom observations, videotaped interviews, and learning logs. There are three 

primary data sets for this study: (1) teacher profiles, (2) teachers' learning logs, 

and (3) videotaped teachers' stories and classroom observations from the selected 

teachers. By examining the stories of these teachers from the dialogue regarding 

their teaching experiences, I derived their "How-To" teaching strategies for 

promoting ASL and English literacy. We can see how these teachers' thinking 



about teaching ASL and English literacy evolved overtime as they attempted a 

ASLTEnglish bilingual model in their classrooms. 

The study utilized a case study approach. This approach is not uncommon 

for researchers in teacher education. Examples, "vignettes", and cases have been 

used for a long time in the teacher education to illustrate approaches and encourage 

problem solving" (Sperle as cited in Murrary, 1996, p. 578). Case study data 

range from short episodes to lengthy descriptions of experiences, including 

teaching dilemma (Greenwood & Paricay, 1989; Hinely & Ford, 1994; Silverman, 

Welty, & Lynn, 1991). A case study approach focuses on cognitive, theoretical, 

and reflective dimensions of teaching practice as well as teachers' concern for 

school reform. This approach helps make visible issues of gender, power, and 

voice in teaching. Finally, case study methods help teacher educators see how 

theoretical abstractions relate to the practical. 

1 identified the three teachers for this study out of the total pool of 

participants in the Star Schools Project. 

Teachers and Teacher Characteristics 

Fourteen teachers were selected to participate in the Star Schools Project 

from Fall 1997 through Spring 1999; this included teachers at both the New 

Mexico School for the Deaf and Texas School for the Deaf. The 14 teachers 

taught kindergarten through fourth grade; five were deaf and nine were hearing. 

Some of the teachers were selected by their school administrators, and some were 

volunteers. Within the pool, there were 13 white females and one white male. 

Unfortunately, there was little ethnic diversity within the pool of participants. 

Their average age was 35. Their years of teaching experience ranged from one 

year to 23 years. Seven had bachelors degrees and seven had masters degrees. 
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The teachers varied in their ASL and English skills, but all expressed an interest in 

learning about bilingual/bicultural methods of teaching deaf children. 

For the purposes of this study, I selected three participants from the 

NMSD. Each signed an informed consent form. Among the three participants, I 

tried to represent different elementary grade levels (kindergarten through fifth 

grade), backgrounds, and numbers of years of teaching experience. One was a 

Oeaf female in her first year of teaching in a kindergarten class. She was the only 

Deaf teacher in the elementary department. Another was a hearing female who 

had 15 years of experience at the second-grade; the third participant was a Child 

of Deaf Adults (CODA) hearing male who had taught for five years in the fourth 

and fifth grades. The teachers' stories reflected these varied backgrounds. The 

following provides further details on each of these teacher-participants and why 

they were selected. 

1. The individual who was in her first year and was a kindergarten teacher 

was a Deaf female and did not acquire ASL until she entered Gallaudet University. 

Throughout her early school years, she was taught to speak in English, but during 

her college years and afterwards, she signed ASL "around the clock." Studies 

have shown that deaf children of hearing parents who do not use sign language to 

communicate with them during their early years acquire ASL from their deaf 

teachers using ASL and tend to perform well academically and socially (e.g., 

Andrews & Franklin, 1996-1997; Lane, et al., 1996; Reynolds & Titus, 1991; 

Vernon, 1970). My reason for selecting the deaf participant was that I strongly 

believe that it is very important for young deaf individuals to have deaf role 

models. Role models who communicate using ASL provide a sense of belon^g 

and acceptance to a deaf child. There appears to be a strong correlation between 
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deaf role models and deaf children's successful academic performance and sound 

self-esteem (Kannapell, 1993; Okwara, 1994) 

2. The second individual was a hearing white female who represented the 

majority of teachers in deaf schools. However, unlike others, she was able to 

sign ASL well and communicate effectively. She had experienced the flawed deaf 

education system during her 15 years of teaching prior to attempting a new 

approach as a result of the Star Schools Project. Because English is her native 

language, it was a challenge for her to use ASL, the language of instruction, to 

teach literacy skills fluently enough for deaf students to acquire language skills. In 

fact, the majority of deaf students from hearing families have limited or no access 

to the English language (Paul et al., 1992). My reason for choosing this 

individual was her bilingualism and the fact that she offered the opportunity to 

examine my research questions from the perspective of an effective ASL/English 

bilingual model. 

3. The third individual had five years of teaching experience and was a hearing 

male Child of Deaf Adults (CODA). Even though this male teacher was hearing, he 

acquired ASL as his first language. He was a functional bilingual who was able to connect 

ASL and English effectively during instruction. Studies have indicated that CODAs have a 

greater understanding of the unique aspects, needs, and problems relative to the 

communication factors caused by deafness than hearing teachers who do not have native 

signing skills (Bunde, 1976; Gorman, 1960; Higgins, 1978). Because of their 

backgrounds, CODAs recognize certain social and psychological difficulties facing deaf 

people; at the same time, they share an identity and participate in interaction with the 

English-speaking community. Furthermore, this individual was the only male teacher in 

the elementary department. I recognized that gender might be a significant attribute in the 

dynamics of the learning environment (Crawford, 1996). Interestingly, the majority of 
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teachers of deaf/hh students are women, especially in the elementary grades. This reflects a 

more general trend of teaching as a feminine profession. In order to look at gender as a 

potential factor in this case study, I included this male teacher as a participant. 

These three participants do not necessarily represent teachers in other 

populations. Regarding sampling and selecting. Mason (1997) pointed out that "It 

is not necessarily representative in every possible sense (empirical or theoretical), 

but only in relation to the particular classification system used" (p. 86). Various 

potential biases may exist, such as the influences of gender or of being deaf 

versus hearing. As Merriam (1988) stated, "Descriptive case studies are usually 

inductive in nature. It is impossible to identify all the important variables ahead of 

time" (p. 7). The aim of this study was to include a range of teacher backgrounds 

and experience not as a means of generalizing but as a way to document the 

specific process of change for each of these teachers. Specifically, I focused on 

describing and contrasting teachers' "before"-and-"after" data on their beliefs, 

knowledge, and skills, as these evolved over time while they attempted an 

ASL/English bilingual model. 

Throughout this study, I use "A, B, and C" to designate these teachers 

respectively. Table 7 and descriptions of the videotaped interviews describe these 

teachers and their backgrounds further. Anonymity was ensured by identifying 

the teachers as "A", "B", and "C" and by changing the names, dates, and the 

geographic location of their stories. On the participants' consent form, it was 

agreed that the videotapes from interviews would be retained and used for 

research purposes only. 
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Learning Logs and Data Analysis 

The learning logs were written documents maintained by the teachers of 

what they learned from the bilingual/ESL seminars and descriptions of how they 

were able to use this information in the classroom. There is extensive 

bilingual/ESL literature for hearing children (Collier, 1995; Cummins, 1979, 

1984; Krashen & Terrell, 1993; Krashen, 1991). Within this study, the teachers 

challenged themselves as to whether such concepts were applicable to or 

compatible with deaf/hh students. Based on his personal and scholarly 

experiences, Nover, the Star Schools Project Director, selected a number of 

articles he believed to be relevant to teachers of deaf/hh children, including books 

and articles by Jim Cummins (1984), Stephen Krashen (1991), and Kenji Hakuta 

(1987). He received feedback from teachers and included the recommendations 

from these articles in the weekly seminars. Table 8 shows a sample of the 

theoretical/ practical goals of each seminar with the eight assigned readings. 

Nover decided on a body of literature in the areas of bilingual/ESL education, 

whole language, first- and second-language acquisition, and language and literacy 

methods to be read by the Star Schools Project teachers. Based on our 

observations of the teachers and students, the Star Schools Project Education 

Team and the Director developed research questions to encourage the teachers to 

reflect critically upon and act on the bilingual and ESL concepts and principles 

presented to them in the seminars. 

As mentioned before, the purpose of the weekly seminars was to engage 

teachers in the readings on bilingualism/ESL and to provide them with the 

theoretical underpinnings on how to be an effective BiBi teacher of dea£1ih 

children. We relied on the teachers to inform us as to whether the concepts were 
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Tabic 8 

Learning Lo^ Goals and Readings 

Phase One-Year One: Learning Log Goals AND Readings 

Learning Log #1 
Theory goal; 
• What are some myths about L2 learning? 
Practice goal: 
• How do deaf children leam to read? 

McLauehlin. B. (1992). Myths and 
misconceptions about second lanpia^e 

Learning Log #1 
Theory goal; 
• What are some myths about L2 learning? 
Practice goal: 
• How do deaf children leam to read? 

leamine: What every teacher neeas to unlearn 

Learning Log #1 
Theory goal; 
• What are some myths about L2 learning? 
Practice goal: 
• How do deaf children leam to read? 

(pp. 1-17). National Center for Research on 
Cultural Diversity and Second Language 
Learning Center for Applied Linguistics. 
1118 22nd St. NW, Washington. D.C. 2(X)37 
(202-429-9292). 

Learning Log #2: 
Theory goal: 
• What are the benefits of "read alouds" 

for hearing children? 
• What are Uie steps in "read alouds"? 
Practical goal: 
• How are "read alouds" different for deaf 

students? 
• How do you provide "read alouds" for 

deaf children? 

Trelease, J. (1995). Chapter 1: Why read 
alouds? The Read-Aloud Handbook. Fourth 
edition. New York: Penguin Books, (pp. 1-
26). 

Learning Log #3: 
Theory goal: 
• What are the factors which foster second 

language development and L2 
instructional strategies? 

Practicc goal: 
• How do you apply L2 principles to 

teaching deaf children? 

McLauehlin. B. (1995). Fosterine second 
laneuaee development in voune children: 

Learning Log #3: 
Theory goal: 
• What are the factors which foster second 

language development and L2 
instructional strategies? 

Practicc goal: 
• How do you apply L2 principles to 

teaching deaf children? 

Principles and practices (p. 1-11). 
Educational Practice Report #14. National 
Center for Research on Cultural Diversity and 
Second Language Learning Center for 
Applied Linguistics. 1118 22nd St. NW, 
Washington, D.C. 2(X)37 (202-429-9292). 

Learning Log #4: 
Theory goal: 
• What are the stages of Read-Alouds for 

hearing children? 
Practice goal: 
• How can these stages be used with deaf 

children? 

Trelease, J. (1995). Ch£q)ter 2: When to 
begin read iJoud (pp. 27-59); Chapter 3: The 
staees of read-alond (pp.60-105). The Read-
Aloud Handbook. Fourth edition. New 
York: Penguin Books. 

Learning Log #5: 
Theory goal: 
• Describe LI and L2 acquisition, methods 

of teaching, strategies in bilingual and 
ESL classrooms 

• What are the implications of the ESL 
standards for bilingual educators? 

Practice goal: 
• How do deaf children acquire and leam 

ASL and English? 
• What are the implications of ESL 

standards for d^ educators? 

Ovando. C. & Collier. V. (1985). Bilingual 
and ESL Classrooms: Teachii^ in 

Learning Log #5: 
Theory goal: 
• Describe LI and L2 acquisition, methods 

of teaching, strategies in bilingual and 
ESL classrooms 

• What are the implications of the ESL 
standards for bilingual educators? 

Practice goal: 
• How do deaf children acquire and leam 

ASL and English? 
• What are the implications of ESL 

standards for d^ educators? 

Multicultural Contexts. New Yortc: McGraw 
Hill pp. 57-100. 

Short, D. (1997). Implications of the ESL 
Standards for Bilineual Educators. In NABE 
News. September 15, 1997, p 5, 12. 
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appropriate and applicable. During the seminars, the teachers in the Star Schools 

Project communicated with each other about the bilingual/ESL concepts they were 

learning and discussed their own classroom experiences and observations. This 

exchange of information was considered important to the overall purposes of the 

teachers' professional growth in that it showed how teachers learned about 

bilingual/ESL theories and the practical application of theories in classrooms with 

deaf children. 

For the purpose of this study, I participated once a month in the weekly 

seminars held at the NMSD from October 1997 to May 1999. In seminars with 

the teachers, we sat in a semi-circle in the library, discussing their learning logs. 

Learning logs were written by the teachers over the course of several months and 

included what they learned from the bilingual/ESL seminars and readings, as well 

as descriptions of how they applied this information in the classroom. 

The teachers read the articles for the seminar one week before they met. In 

seminars and learning logs, they were asked to reflect critically on concepts. 

Some of these concepts included myths about second language (L2) acquisition, 

strategies and methods for first language (LI) and L2 acquisition in bilingual and 

ESL classrooms, Krashen's (1988) and Cummins' (1984) L2 theories, and 

environmentalist versus nativist theories of LI acquisition. 

Teachers then wrote a sunmiary of up to two pages of what they learned and how 

they could apply it in their classrooms. In the summaries, they maintained a "learning log" 

of their reactions, discussed the articles, applied concepts from the readings with their deaf 

students, and then evaluated the concepts as to whether they were relevant for teaching 

ASL/English literacy. A teacher-mentor at the NMSD facilitated the group discussion 

about the readings, clarified the articles, and asked for their reflections on the articles and 

their teaching experiences in the classrooms. As a researcher, I participated actively in 
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discussions, demonstrated a variety of teaching strategies, and highlighted my 

professional/personal experiences. 

From Fall 1997 through Spring 1999, the teachers attended eight weekly 

sessions each Fall and Spring term. This study describes only two seminars each 

year, the first and last seminar each term from Fall 1997 through Spring 1999. I 

recorded the participating teachers' learning logs and their discussions and 

descriptions of how they applied the ASL/English bilingual model in their 

classrooms. 

1 organized and examined the data primarily through a thematic analysis. Following 

Seidman's (1998) steps for making and analyzing thematic connections, I took these steps: 

1. organize interview and written tianscripts/excerpts into categories; 

2. search for pattems and connections among the excepts within those categories 

and themes; 

3. label the interested passages; 

4. develop answers to questions regarding the labels (e.g., what are their 

significant backgrounds; what is the subject of the passages that are being marked?); 

5. code each excerpt for the purpose of retracing; 

6. sort, organize, and file excerpts in categorized folders; 

7. select passages that connect to other passages in the file; 

8. judge whether the passages are significantly in accordance with the goals of this 

study before further analyzing them; and 

9. interpret and describe the findings. 

Upon identification of the thematic content of the observations and interviews, I 

developed an ethnographic record, included in a later chapter, which demonstrates 

the relationship and significance of these themes for the teachers. 
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For the purpose of the data analysis, I collected learning logs, videotapes, 

and participant observation data from sessions at the beginning and ending of each 

year. This totaled eight sessions over four terms and 24 documents. Table 9 

describes the data collected. 

Through such documents and retrospective interviews with the teachers, I 

analyzed the teachers' stories regarding teaching practices and theories. The focus 

ranged beyond the technical issues of Nover's (1997) proposed bilingual/ESL 

model and classroom lessons to encompass the teachers' biographies. Thus, 

teaching events and applications of the model were framed within the context of 

the teachers' teaching history. As a result, the central themes were often moral 

and philosophical in content and had more to do with feelings, purposes, images, 

aspirations, and personal meanings than with teaching skills or methods in 

isolation from personal experience or biography. Through videotaped dialogue, 

narrative, and inquiry, it became clear how each teacher's theory and practice were 

integrated into the classroom. It was my intention that the teachers would inquire 

into their teaching and think critically about their work using the model, their craft, 

and personal knowledge as well as the knowledge derived from the learning logs 

and the studies of learning, development and society. 

The Videotaped Data 

In addition to analyzing the learning logs, on April 20, 1998, and 

November 11 and 12, 1999, I conducted ethnographic interviews with the 

teacher-participants to generate retrospective stories of their experience and 

evolving practice. Each videotaped interview (or set of interviews) lasted 

approximately 90 minutes. Prior to the appointed interview time, I gave each 
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Table 9 

Description of Data Collection: Sessions (SVLeaming Logs rLL^ 

Fall, 1997: 2 S/LL X 3 teachers = 6 documents 
Spring, 1998: 2 S/LL X 3 teachers = 6 documents 
Fall, 1998; 2 S/LL X 3 teachers = 6 documents 
Spring, 1999: 2 S/LL X 3 teachers = 6 documents 

Total: 4 Terms 8 sessions with learning logs = 24 documents 
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teacher a copy of the interview questions both via e-mail and in person to give 

her/him time to think and prepare her/his responses beforehand (see Table 10). 

As a result, the teachers were able to present thorough, well-remembered stories, 

rather than sketchy, half-remembered anecdotes. 

I adapted Seidman's (1998) three-interview approach and used primarily his 

Interviews 2 and 3, as shown in Table 10. Among other things, these interviews generated 

the personal background data summarized in Table 7. In Chapter 6, ''Data Analysis and 

Findings," 1 incorporate the analyzed results of their interviews as descriptive case studies, 

contrasting before-and-after data on their experiences over the two-year period of this 

study. 

A Framework for the 'before'* and **After" Analysis 

In the article, "Perspectives on Learning To Teach," Feiman-Nemser and Remillard 

(1990) claimed that there is no single theory or model of learning that can adequately 

account for all aspects of learning to teach. Hence, we need to examine a cluster of 

theoretical ideas from cognitive psychology, anthropology, and sociology which are 

relevant to how one learns to teach. While attempting to organize the stories of the 

participating teachers, I created an easy-to-follow framework that examined the "before" 

and "after" units and their distinctions. Within this framework, I added another unit, 

"Explanation," considered to be the results of this study gathered from the data sets for 

describing the patterns of the commonalties in the evolving process. Table 11 shows these 

units and their functions. 

In this way, these stories can be described in terms of their compositional parts and 

examined in the light of the evolving process which, in turn, reveals the dynamics of 

effective strategies for teaching ASL/English literacy. For the sake of clarification, the next 

section elaborates on these units of analysis. 
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Table 10 

Set of Interview Questions 

 . Interview 1; Focused Life History 
1 asked teachers questions regarding their family and educational 
backgrounds and teaching experiences. I elaborated on them as the 
interview progressed, and these questions were not necessarily in 
order. The questions were as follows: 
1. Describe your family (i.e., hearing or deaf members; residence, 
etc.). 
2. What was your college major/minor? Undergraduate and 
graduate. 
3. What courses and class texts related to Deaf Education did you 
take? 
4. What kind of teaching experiences do you have (e.g., para-
professional, grade level, subject areas, etc.)? 
5. Describe your experience with deaf/hh populations. 
 . How did you get involved with Deaf Education? 
7. What kind of staff/professional development did you have? 
8. How did you become interested in being a teacher? 

b. Interview 2: The Details of Experience 
1 focused on what the teachers actually did on their jobs before 
they were involved in the project and asked them to describe the 
details of their teaching experiences. The following questions 
were asked: 

1. Describe your usual teaching routine from the moment you 
enter the classroom until the end of the day. 
2. What teaching approach(es) did you usually use before you 
became involved in the project? 
3. What kind of struggles and challenges did you experience while 
teaching? 

4. What kind of communication systems or language did you use? 
5. Describe your relationships with your students, parents, 
community, and other facul^ in your school. 

£. Interview 3: Renection on the Meaning 
1 focused on their retrospective teaching experiences since their 
involvement in the project and asked them to describe how these 
were different prior to the project. The questions were: 

1. Describe and compare your teaching experiences prior to 
becoming involved with the project. How did your teaching 
experiences change or evolve over time? 
2. What readings and theories influenced these changes in your 
teaching? 
3. What teaching methods have you used that are effective for 
teaching deaf children? Why do you feel they are effective? 
4. Describe your attitudes and feelings you had before and after the 
project. 
5. How do you see yourself affecting Deaf students' education? 
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Table 11 

The Before and After Units 

BEFORE AFTER EXPLANATION 
(Thematic commonaltics) 

Teachers described 
retrospective experiences and 
beliefs before attempting a 
new bilingual model. 

Teachers described self-
discovery and reflective 
stories aher attempting the 
new teaching strategies. 

Teachers presented highlights 
of the dynamics that reflected 
their effective teaching 
strategies, and knowl^ge. 
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Before 

The Before data focus on the context of learning (i.e., learning logs) and on 

teachers' beliefs, prior experiences, perceptions, attitudes, orientations, assumptions, 

understandings, knowledge, and skills prior to the implementation of a new bilingual 

model. Specifically, I examined how teachers applied the concepts of ASL/English 

bilingualism leamed to new and more effective ways. Learning opportunities included the 

context of learning (concepts, teaching strategies, programs, settings, interventions, and so 

on). "To understand how teachers learn to teach, we need to attend to teacher cognition 

and to the conditions and opportunities that facilitate their learning" (Cobb, 1994, p. 79). 

These cognitive processes were an important part of my data collection and analysis. 

Nesbitt and Ross (1980) cautioned that there are potential challenges in transforming 

teachers' beliefs and promoting new visions of teaching and learning. Research on human 

judgment suggests that transformation is more likely to occur if alternatives are vivid, 

concrete, and detailed enough to provide a plausible alternative (Nesbitt & Ross, 1980). In 

order to induce conceptual change, first, teachers need an opportunity to consider why the 

new ASLTEnglish bilingual model (new practices) and its associated values and beliefs are 

better than more conventional approaches. Moreover, they need to see examples of these 

practices, preferably under realistic conditions. Importantly, they need ongoing support 

and guidance from teacher educators and/or their mentors as teachers incorporate these 

ideas and practices into their teaching. All of these cognitive-social processes were part of 

the "before" data analyzed. 

After 

The After reflected teachers' view of learning to teach as an evolving process of 

knowledge acquisition and application of the ASL/English bilingual model. Teachers re

examined how they taught and described their learning to teach as occuiring through trial 
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and error over time. They explained their efforts to transform their beliefs and their 

practical knowledge. For instance, they discussed how these developed and how their 

knowledge, skills, and dispositions changed as they attempted the bilingual model. They 

compared and discussed the changes in their teaching and learning. Connecting the 

changes to practical applications during the transforming process was at the heart of this 

study on teacher-learning. From my observations as a teacher educator, their "after" stories 

reflected a view of learning to teach as a multidimensional process of knowledge 

acquisition, application or transfer, and re-questioning and reflning their practice. 

Explanation 

The third unit of analysis, the Explanation, highlighted the dynamics of 

individual stories in which teachers reflected on their teaching and knowledge. This unit of 

analysis followed with a sequence of the statements of reasons (often multiply embedded 

reasons) of why and how the practical strategies were effective and appropriate. Also, 

teachers determined whether or not these strategies were practical for teaching dea£^ 

students. This aspect of the data analysis also examined the teachers' transformation in 

terms of rethinking their views of Deaf people and teaching methodologies. This proved to 

be a good way for teacher educators to increase their comprehension and understanding by 

creating and studying new ways to situate teacher learning in practice. 

In summary, 1 transcribed the videotaped data and divided the stories into 

three units, "Before," "After," and "Explanation." The first unit, "Before," 

represents teachers' retrospective stories on their experiences before implementing 

a new bilingual model in their classrooms. The second unit, "After," represents 

teachers' reflective stories after attempting the "new" teaching strategies. In the 

last unit, "Explanation," I examined these units to determine the commonalties and 

differences in the evolving process as the results of the study were gleaned from 
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the data sets. In Chapter 6, all of these units ate presented to show how each 

contributed to the realization of an ASL/English bilingual/bicultural model. 

Methodological Issues that Arose in the Course of Fieldwork 

Two major issues that arose during the course of my fieldwork involved 

(I) the videotaped data and (2) changes in the participating teachers. 

Analyzing Videotaped Data 

1 videotaped the participating teachers twice. The first videotape was 

filmed on April 20, 1998, seven months after the Star Schools Project was first 

implemented in Fall 1997. On the tape, the teachers described their teaching 

experiences and discussed their reactions to the project thus far. The second tapes 

were recorded on November 11 and 12, 1999, after the teachers' two-year term 

with the Project ended. After two years (1997-1999) of working with the 

teachers and with my doctoral committee's approval, I decided to use the data for 

this study as well. 

1 taped the stories of the teachers at the NMSD in a room adjacent to the 

office of the Star Schools Project in front of a tripod-mounted camera. There is 

no doubt that these stories were affected by the presence of the camera as well as a 

"researcher," highlighting the "Observer's Paradox" (Labov, 1972). In other 

words, the participating teachers were more aware, even though already 

forewarned that their stories would be recorded, watched, or listened to through 

the eyes and ears of an "audience." Furthermore, the presence of the video 

camera versus a smaller voice tape recorder is a concern for the use of 

participating teachers as human subjects and the protection of their privacy. 

Because ASL is a visual language, videotaped participants* identities are easily 
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open to view. Anonymity was maintained through the use of pseudonyms for 

each teacher. 

The data were collected on the tape in several ways. For instance, because 

ASL is not yet written, I translated the text into English rather than transcribing it 

into English-like glosses which can be ambiguous and confusing to non-ASL 

readers. I used the video data itself, keeping notes in English but using it as text 

and sometimes combining the two. Hence, my findings were derived from the 

transcribed/translated data and analyses of the directly viewed stories. 

In addition, even though during the videotaped interviews we all signed in 

ASL fluently, each individual had a different linguistic background. For instance. 

Teacher A, who was mainstreamed in a public school, began learning ASL when 

she was a college student. Teacher B learned ASL during the college years, while 

pursuing a degree in Deaf Education. Because of the length of her teaching 

experiences, she was able to sign ASL moderately fluently. Teacher C's first 

language was ASL; as a CODA, he signed ASL quite fluently. I began learning 

ASL when I was six years old. These factors are not limitations of the study, but 

they do illustrate some of the complexities involved in this type of research. 

Even though I was able to comprehend all the participants' signing very 

well, I had to review the tapes numerous times in order to transcribe what they 

actually claimed into written English. Because English is my second language, I 

found myself struggling to find English equivalent terms to convey the non-

written ASL. 1 first needed time to think and explore certain English equivalents 

in order to find ones that "sounded" right. I reviewed the interview transcripts 

with the participating teachers as I attempted to have these represent as closely as 

possible the experiences of these teachers. The task was quite repetitive, 

laborious, and challenging. As a Deaf researcher, I found that it is necessary for 
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one to comprehend ASL thoroughly in order to be able to transcribe appropriately. 

It is profitless for non-ASL signing researchers who do not possess ASL skills or 

comprehend ASL signing to perform such a task. For instance, non-ASL signing 

researchers may not be able to perceive significant cultural nuisances and body 

language (i.e., non-verbal behavior, grammatical -facial features) of the signers. 

Such aspects of communication are quite significant for the purpose of the 

analysis. 

The approaches for the analysis are derived from studies in teacher 

education, linguistics, critical theory, literacy, bilingualism, anthropology, and 

psychology (e.g.. Collier, 1995; Cummins, 1984; Ewoldt, 1996; Goodman, 

1997; Krashen, 1995; Johnson et al., 1989; Livingston, 1997; Nover, 1995; 

Never & Andrews, 1998; Fadden & Ramsey, 1998; Philip, 1992; Reynolds & 

Titus, 1991; Strong, 1995; Vernon & Daigle, 1994; Vygotsky, 1986; Woodward, 

1982). These varied analyses highlight the dynamics of individual stories while 

teachers reflect on their teaching and evolving knowledge. The goal of this 

analysis is to (1) compare the stories of the teachers to see whether there are any 

differences as a result of their participation in a BiBi pedagogical approach, (2) 

examine their transformation in terms of rethinking their views of Deaf people and 

teaching methodologies, and (3) illustrate the practical strategies for promoting 

ASL and English literacy. 

Changing of the Participating Teachers 

As mentioned earlier, I selected three teachers based on the agreement made during 

the first year, 1997-1998; however, two of these three individuals changed their jobs. For 

instance. Teacher C worked as a coach during the second year and stayed home on a fiill-

time basis. He went back to a fiiU-tiroe teaching position in a high school department, yet 
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he was still able to discuss his teaching experiences in relation to the Star Schools Project. 

Teacher B was promoted to a supervising position in the second year of the project; 

however, she still was very much involved in the project as a supervisor and mentor. 

Because of the time limits of the study and the fact that I had earlier data from these 

individuals, 1 continued with them and conducted their closure interviews. Fortunately, 

Teacher A is still a kindergarten teacher. Despite these limitations, consistent patterns could 

be discerned across all three cases. 

Summary 

The research site for this study was the New Mexico School for the Deaf 

in Santa Fe, New Mexico. This was a two-year study using three primary data 

sets: (1) teacher profiles gleaned from interviews and Star School Project 

documents, (2) learning logs related to teachers' reflections on their reading and 

evolving practice, and (3) the videotaped interviews of the dialogues with teachers 

presenting retrospective stories on their experiences. This study examined three 

units, "Before," "After," and "Explanation." In Chapter 6, their stories are 

portrayed and analyzed in terms of their evolving process. 

Before presenting the analysis, however, it is important to understand the 

context of the training teachers experienced. The next chapter provides that 

content by addressing the practical applications of the ASL/English bilingual 

model and strategies for teaching dea£lih students. These applications were used 

for the purpose of the training or intervention during the course of the study. 
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CHAPTER 5 

HOW-TO: 

PRACTICAL ASL/ENGLISH LITERACY TEACHING STRATEGIES 

Introduction to the Chapter 

This chapter elaborates practical strategies that were modeled to the participating 

teachers, which they used in their evolving practice to facilitate the development of ASL 

and English literacy in elementary deaf students. These strategies include (1) translation, 

(2) guided reading, and (3) fingerspelling. Because ASL is a visual language, it will be 

easier for the deaf readers of this dissertation to view these instructional demonstrations 

using the videotape instead of reading the English translation. English translation does not 

effectively reflect an equivalent to ASL, but, for hearing readers—especially those not 

fluent in ASL—translations are provided here. Thus, this chapter extends the theoretical 

framework outlined in Chapter 3 and research findings reported in Chapter 6 by providing 

practical, "how-to" applications. 

Introduction: ASL/English Translation 

This section discusses the salient models of translation teachers can use for 

instructing deaf children. The participating teachers in this study found these to be quite 

effective. Here, 1 describe a model for instructing deaf children in how to translate English 

text into ASL, explain the levels of the translation coding process, present an example of 

the characteristics of language which affect meaning-based translation, and discuss three 

ways of translation of the expressions. 

A Teachini* Model of ASIVKnglish Translation 

The following is an example of a practical, research-based model for structuring 

literacy teaching for deaf students. This model is based on my training with deaf and 
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hearing teachers and my study of theories and practices of second language theorists of the 

bilingual and English as a Second Language (ESL) education. Baker (1977, 1978, 1983, 

1996), Collier (1995), Cuimnins (1979, 1981, 1984, 1986, 1990, 1991) and Krashen 

(1973, 1985, 1988, 1991, 1995) have done extensive work regarding first and second 

language acquisition. These researchers of spoken languages have had the most impact on 

my philosophy of literacy and language developments. 

The model of ASL/English translation has been experimented with in a few of the 

BiBi schools (e.g., California School for the Deaf, Fremont, and Indiana School Deaf 

School [Gallimore & Titus, 1991, Neuroth-Gimbrone & Logiodice, 1992; Nover & 

Andrews, 1998]). Moreover, the model is part of my ongoing action research with the 

participating teachers. It is designed for deaf students competent in ASL to have many 

advantages being taught English as their second language. They are able to use their meta

linguistic knowledge of their natural language (ASL) to compare with parallel constructions 

in English. Students are able to use ASL in the classroom to share experiences, thoughts, 

and ideas about the second language they are learning. Students can apply what they have 

internalized about ASL to leam English in a meaningful way. When students see 

themselves as competent language users in ASL, they feel more motivated to use English. 

In order to help recognize the difference between ASL and English while teaching, 

the following teacher behavior in reading translation can be used (Fitzpatrick & Titus 1991; 

Gallimore, 1992): 

1. Read an English printed text (e.g., a word, sentence, paragraph, chapter) non

stop. Keep your eyes and body away from the text to show you are using ASL and 

English. 

2. Use a finger-scan or fingertip flow method. For instance, 

• point to the text (e.g., sentence) 
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• hold your finger or pointer 

• use your eyes (look) on the sentence 

• tilt head sideways while moving your finger 

• fingerspell/sign the meaning-based text 

• hold your finger/pointer at the text as you look back to your students 

• make eye contact with the students individually 

• then translate into ASL. Keep focusing your eyes to the text and the 

students. 

The teacher's demonstration of finger-scanning is extremely important to show students 

you are reading English as you finger-scan with the appropriate eye gaze. Students will 

know you are translating. 

3. Teacher gives questions. Write on the board to show the English print if needed. 

Students find relevant details in the text. Encourage students to translate to give answers. 

Students can use the finger-scan method. 

4. Translate one or more sentences. Teacher then asks students to find the ASL 

word, phrase, or sentence in the English word, phrase, or sentence. Students can highlight 

them. 

5. Translate the whole text non-stop. This helps build literacy for deaf students for 

their own expressions from the text in ASL (e.g., storytelling or reading "aloud" from the 

book). 

6. An overhead projector can be used for a guided paragraph translation activity. 

7. Break into small groups to let students read silently, and then discuss. 

Mather's (1987, 1989) studies examined a teacher's behavior and eye gaze in 

classroom communication and instruction. These studies indicated that such behavior is 
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particularly important in encouraging student involvement and plays a significant role in 

making communication and instruction effective. Moreover, it is one of the most powerful 

regulators in sign language to initiate a reading and ask a question. 

Levels of Translation Coding Process 

A deaf reader needs to recognize different ways and levels of the translation coding 

process because it is often meaningless to make a one-to-one correlation from an ASL sign 

to an English word. Baker and Cokely (1980) explained that an English word in capital 

letters represents an ASL sign; this word is called a gloss. However, the uppercase glosses 

are not merely a translation of the signs. English translations are provided in regular type, 

as opposed to the glosses which are upper case. When segments are glossed in upper case, 

I also provide the English translation below them, as shown in the figures. Furthermore, 

when an English word is flngerspelled, the letters in the word are separated by a hyphen 

along with capital letters (Baker & Cokely, (1980), for example, B-O-Y. Colonomos 

(1992), a CODA (child of deaf adults) and highly-skilled interpreter, describes the 

following levels of translation in terms of coding process (see Figure 1). 

Figure 1 describes several ways of translation that both deaf students and teachers 

need to recognize prior to decoding. While transcripting, I use the upper case glosses of 

ASL signs as examples according to the levels of translations. Baker & Cokely (1980) 

explained that in a discourse structure, "ASL signers tend to indicate first what is the thing 

they want to talk about (called the topic) and then to make statement(s), questions(s), etc. 

about that thing (called the comment)" (p. 156). While signing the topic, a signer 

expresses the facial grammatical signals which involve the raised brows, titled head, and 

fairly constant eye gaze on the listener. After the last word of the topic (see the comma 

after "CAR"), the signer's signal shows a body shift and/or change in facial expression 
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Figure 1. Levels of Translation - Depth of Processing 

1. Lexical: Sign/Word 
The unit of processing is a lexical item (word, idiom, phrasal verb). 

ASL: RIGHT - three different signs based on own context 
English; direction, correct, allow 

RIGHT-HAND (right handed) RIGHT (correct) RIGHT (allow) 

2. Phrasal: Phrase 
The unit of processing is a phrase (noun phrase, verb phrase, preposition phrase) 

ASL: AIRPLANE TOOK-OFF 
English: The airplane took off, (verb phrase). 

AIRPLANE TOOK-OFF 
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Figure 1 - Continued 

3. Sentential: Sentence 
The unit of processing is a sentence or more than one sentence (complete thought). 

ASL: ME PROMISE-YOU (one embedded sign with eye indexing to "you." 
English; I give you my word. 

PROMISE-YOU 
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Figure 1 - Continued 

4. Textual: text 
The unit of processing is the entire text (includes goal/purpose, discourse structure, 

speech act, genre). 

t_ 
ASL: CAR, index-pronoun (s/he) BUY FINISH (topicalization, a discourse 
structure) 
English: S/he bought a car. 

CAR S/HE 

BUY FINISH 
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with a pause before signing out the rest of statement. The sign, "FINISH" indicates the 

past tense for the verb, buy. 

Characteristics of Language that Affect Meaning-Based Translation 

In Meaning-based Translation. Larson (1984) described certain characteristics of 

languages which have a very direct bearing on principles of translation. For the purpose of 

tfiis study, I selected one of these characteristics in which a word or form is used to 

represent several alternative meanings or multi-meaning. For instance, in English, run has 

numerous meanings. However, in other languages (e.g., Spanish), one has to express a 

different word or form for each meaning of the word, run. Larson presents the examples 

shown below. 

Like Spanish, ASL presents different signs for the word run as shown in Figure 2. 

Larson (1984) maintained that in order to translate effectively and sensibly, one 

needs to study the lexicon, grammatical structure, communication situation, and cultural 

context of the source language text (i.e., English for ASL users), analyzed them to 

determine their meaning, and then reconstruct this same meaning using the lexicon and 

grammatical structure which are meaningful and sensible in the receptor language (i.e., 

ASL) and its cultural context. Figure 3 shows an example of Larson's diagram portraying 

the process of translation (p. 4) 

English 

The boy runs. 

The motor runs. 

Spanish 

His nose runs. 

The clock runs. 

El nino cone (runs). 

El motor fiinciona (functions). 

El reloj ana (walks). 

Su nariz chorrea (drips). 



Figure 2 Meaning-based Translation 

BOY-RUN MOTOR-RUN 

CLOCK-RUN NOSE RUN 
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Figure 3. The Process of Translation 

SOURCE LANGUAGE RECEPTOR/TARGET LANGUAGE 
(English) (ASL) 

Text to be translated 
Discover the meaning 

Translation 
Re-express the meanins 
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Three Levels of Expressive Translation 

During Fall 1999, while 1 was at the Star Schools Project's Teacher Mentor meeting 

at the New Mexico School for the Deaf, there was a discussion about ASLTEnglish 

translation. Nover, the Project Director, explained that Crystal's (1992) definition of 

translation was that "the process of result of turning the expressions of one language (the 

'source language') into the expression of another (the 'target language'), so that the 

meanings correspond and there are several levels of translation" (pp. 294-295). Teachers 

need to recognize the different ways to express certain meanings in order to be able to 

translate sensibly. Figure 4 presents ASL signs using ASL glosses of the English 

sentence, Tfie cat ran up the tree. I attempt to follow Crystal's three levels of translation 

shown below. 

Figure 4. Three Levels of Expressive Translation 

1. In a word-for-word translation, each word (or morpheme) in the source 

language is translated by a word (or morpheme) in the target language. The result often 

makes little sense especially when idioms are involved. 

THE CAT 
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Figure 4 - Continued 

RAN UP 

The meaning of the sentence is quite confusing and does not make sense when translating it 

word for word because it does not present any visual comprehension nor concept. The 

sign, "RAN" in this context represents a two-legged character. 
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Figure 4 - Continued 

2. In a literal translation, the linguistic structure of the source text is followed but 

is normalized according to the rules of the target language. 

T H E 

or THE (indexing) 
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Figure 4 - Continued 

CAT RAN-UP TREE 

3. In free translation, the linguistic structure of the source language is ignored, and 

an equivalent is found based on the meaning it conveys. The sign "RAN-UF' represents a 

four -legged character climbed up the tree. 

CAT + TREE RAN-UP 
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In a free translation, it makes more sense and is easier to comprehend because it involves a 

spatial relationship between the cat and tree. A signer would visualize that the cat ran up 

the tree providing that s/he has prior knowledge of this activity. 

Guided Reading 

Deaf individuals are often asked how they read if they don't hear the sound. This is 

a recurring question for parents, professionals, and Deaf adults. In fact, knowing that we, 

the Deaf Adults, are unique, we have been figuring out what methods or strategies are 

workable for us. For this study, I wish to portray successful techniques or strategies that 

certain teachers with whom I work and observe use for teaching reading to the deaf. These 

are called "guided reading" and "fingerspelling." 

First, it is important to note that the way deaf and hearing people learn English is 

profoundly different (Johnson et al., 1989; Paul, 1998). Hearing people leam/acquire new 

words incidentally and without paying direct attention. They can wash dishes or drive a car 

while listening to the radio. Deaf people have to make an effort and have to function as 

proactive learners. After they wash dishes or drive a car, then they may choose to read a 

book or magazine or watch captioned TV. 

In addition, the process used by a hearing reader is quite different from a deaf 

reader because English is heavily based on an aural/oral aspect whereas ASL is visual and 

spatial. Because of these different modes, there is a significant difference in how a deaf 

reader decodes and encodes while reading. 

Ewoldt (1986) claimed that when deaf students were asked what they would do if 

they did not understand a word, 75% of the subjects reported that they would ask the 

teacher for help. The students did not identify any strategies of their own as ones they 

would employ in school. They used what is called a "dependent" strategy. From my 

experiences as a former classroom teacher and teacher educator, 1 agree with Ewoldt. I 
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have observed that preschool deaf children are able to recognize a few sight words and 

"sign" them out, but they are not figuring out any words on their own. As they get older, 

they can read word for word by signing each word out and decoding, but they are not 

comprehending the meaning of the words, especially at the second-grade level. Sentence 

structures, as they become more complex in third and fourth grades, continue to lose mote 

in meaning for students (Ewoldt, 1986). 

Studies on deaf readers who have focused on their word identification skills 

indicate that word identification is not sufficient for developing high-level reading 

comprehension skills (Gibbs, 1989; Hanson, 1989, 1991; Tzeng, 1993). Furthermore, 

Paul (1998) explained that word identification skills depend on a working command of the 

phonological and morphological components of the language of print as well as on the 

development of top-down (comprehension) skills. However, most deaf students use a 

nonphonologically based code (relative to a phonetic language such as English). Deaf 

readers struggle with "never-heard-before" phonological coding in working memory, 

processing individual words and putting these words together into phrases and sentences. 

This process can be computationally overioading and, thus, hinder overall reading 

performance. 

Nippold (1988) stated that for hearing students to develop reading competence 

above the fourth-grade level, they must possess metalinguistic skills in English. It is no 

wonder that numerous studies indicate that deaf children typically do not achieve reading 

skills beyond the fourth-grade level (Trybus & Karchmer, 1977). As for the best solution 

to the problem, Ewoldt (1986) pointed out that students need to be encouraged to take risks 

and rely on the teacher less. Risk-taking is encouraged throughout the learning process. 

Students need to recognize that they are reading in order to understand the meaning. 

Goodman (1997) also supported the argument that readers need to be able to read text for 

meaning. 
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We have been hearing the dismal news about the war between the meaning-

emphasis or "whole language," and code-emphasis or "phonics." I have attended several 

presentations regarding the literacy movement and have observed certain advocates who 

keep challenging the arguments. I am wondering about my role in the cause. I am not sure 

how much effect the phonics movement will have on Deaf education. In some ways, I feel 

that we, the members of Deaf Community, should "voice" our opinions and express that 

we can and DQ succeed without the use of phonics. To this end, I present a sample of an 

effective strategy called guided reading that some of us already utilize educationally. 

When engaged in a guided reading strategy, students' comprehension of a selection 

is guided and developed by teacher questions (Fountas & Pinnel, 1996). The focus is on 

the use of context to predict meaning. As students gain practice and confidence in using 

this strategy, the teacher will monitor or confer with small groups or individual readers. 

The purposes of this strategy are to (1) enable students to establish and verbalize purposes 

for reading, (2) develop students' story sense (story sequence or story grammar) and the 

practice of monitoring for meaning while reading, (3) encourage students to use past 

experiences and their knowledge of language and context clues to aid comprehension, and 

(4) develop independent reading skills. 

The teacher's role is to choose texts carefully so that they are at an appropriate 

instructional level for the deaf student, and the level of text difficulty increases gradually 

over time. It is critical that the deaf student is able to draw on prior knowledge and relate it 

to the text, make good use of the illustrations, use knowledge of ASL/English to access the 

structures in the book, and attend to useful visual information. 

Following is a scenario of a teacher and a deaf student using the guided reading 

procedures. 

1. Before using the guided reading strategy, a deaf student and her/his teacher 

select an appropriate level text for the student to listen to the teacher's storytelling in ASL 



120 

and/or read. In both signing and English prints, the teacher should prepare and introduce 

the story, keeping in mind the meaning, ASL/English connections, and visual information 

in the text and the knowledge, experience, and skills of the deaf reader. Before reading, it 

is critical for a deaf student to be exposed to storytelling extensively and a constant reading 

model. S/he needs to see the whole English print while "watching" ASL translations 

demonstrated by the teacher (Schelper, 1997). For instance, a teacher is to sign out an 

entire page or paragraph while modeling reading before the guided reading lesson. The 

student should be encouraged to explore or "feel out" the book. 

2. During reading, the teacher models self-reading and "thinks aloud" in ASL 

while figuring out her/his own strategies. Then s/he listens to the deaf student's "manual" 

(oral) reading and observes the reader's behaviors for evidence of strategy use. For 

instance, the deaf reader is to translate as well as discuss English text. The teacher confirms 

the reader's problem-solving attempts and successes. Then the teacher interacts with 

individuals to assist with problem solving at the point of difficulty. 

3. After reading, the teacher talks about the story with the children and invites 

personal response, returns to the text for one or two teaching points or for clarification of 

ASL and English translations, and assesses the reader's understanding of what s/he read. 

For instance, the teacher asks questions such as "Where?," "What happened?." "What did 

s/he do?," and so forth. Finally, the teacher may engage the deaf reader in a paired reading 

exercise. 

Another example of guided reading strategies for cued reading/decoding is one 

designed to promote deaf readers to look at groups of words to get meaning as opposed to 

the individual discreet words. I used color codes for guides in the sample of The Three 

Bears and Goldilocks passage in Figure 5. 
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Figure 5. A Passage with Colored Codes 

The Three Bears and Goldilocks 

By this time three bears thought 

that their must be coot, 

they came home to eat breakfast. As 

soon as they walked into house, 

they could see that someone had been 

there. 
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1. Blue for one ASL conceptual sign^diom (rain cats and dogs) 

2. Green for one lexical sign (cat, girl, give to) 

3. Yellow for fingerspelling that does not require a sign (Pat, pea, Mt. Hood) 

4. Red for English requiring expansion (concept); does not have any equivalent to 

ASL sign (punctuation, continent) 

5. Orange for multi-meaning (run, coat) - following own context 

6. Can use other colors for other targeted skills 

For an activity, after pre-reading the cover, pictures, backgrounds, etc., the teacher 

holds up a book with a bookmark delineating the line actively being read. The teacher then 

translates the conceptual signs or fingerspells where required sentence by sentence (read 

aloud) and discusses the meaning. During color-cueing, the teacher first discusses lexical 

signs, concepts, etc. The teacher may then begin to use a colored marker to underline 

sign-to-word associations; a different color would be used for fingerspelled words and so 

forth. The teacher rereads the material as a guided reading as well as reviewing the color 

codes with the deaf reader. 

As a post-reading activity, the student can cut up sentence strips and color-code 

words accordingly; then s/he may reread to a peer, signing and/or fingerspelling key 

vocabulary words. 

Furthermore, the teaching strategies of guided reading support Nover and 

Andrews' (1998) argimients that teachers should make the necessary language bridge of 

how the language, ASL or English, works. For instance, in Figure 6, Nover and Andrews 

illustrate that "in this way, ASL functions as a bridge for deaf students to comprehend the 

English text" (p. 62). 

Similar to the guided reading instruction, Whitsell's (1991) study described the 

types of reading behavior between the deaf teacher and the students indicating that the 

behavior the deaf teacher used is (1) connecting events in the stories to events in the deaf 
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Figure 6. Bridging ASL-English Strategy 

English Text 
Students are not 
understanding 
English text. 

ASL 
Teacher provides 
ASL translation 
to build concepts. 

English Text 
Teacher guides students 
to reading text, pointing 
to specific comparison of 
meaning to and from English. 
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children's lives and their knowledge of the worid, (2) reacting to and talking about the text, 

(3) using all the available information in the text to construct knowledge, and (4) translating 

print into its signed equivalent. 

In addition, I would like to present a lecture note of Dr. Ken Goodman (personal 

communication, December 1998) which I received from one of my University of Arizona 

classes regarding teaching reading. During his class lecture, he discussed and listed the 

importance of teaching reading as follows: 

1. Encourage lots of reading. 

• Have a range of diverse material available—material on diversity. 

2. Encourage prediction (and guessing). 

• risk taking 
• reading strategies 
• prediction/confirmation 

3. Focus attention on meaning. 

• Purpose 
• Reading must make sense 

4. Retrospective miscue analysis. 

• Discuss (converse) the reading process with students 
• Demystify the process 
• Focus on self-reflection and evaluation 

Agreeing with all the above, I would like to discuss further Goodman's last point, 

"Retrospective miscue analysis is about discussing (conversing on) the reading process 

with students, demystifying the process and focusing on self reflection and evaluation." It 

is my belief that it is necessary to discuss with deaf readers their reading process, 

strategies, and metalinguistic awareness. In doing so, a teacher can ask deaf readers the 

following questions: 
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1. If you do not know a word, how do you handle it? 

2. What goes on in your mind while reading? 

3. How do you read in directions, i.e., from left to right or from right to left? 

4. Do you experience emotions or feelings while reading? Examples? 

5. How do you feel about reading? Frustrated? Why? 

and so forth. 

In sum, the important steps are to read the whole passage first, ask questions, make 

predictions, and then show the ASL/English connections by translating and using a variety 

of strategies, for instance, color codes. It is recommended that the guided reading passage 

be related to students' own language experiences. Based on my teaching experience and 

observations, the activity should be limited to 15-20 minutes two or three times per week 

for young elementary deaf children. Translation and cued-reading can be quite arduous for 

the children. Fu^t, the teacher must introduce a story or passage signed in ASL and model 

reading and her/his own strategies before doing a guided reading lesson that involves 

ASL/English translation with color codes. Finally, students are encouraged to read 

independently, meaning they no longer need the color codes to do silent reading. Figure 7 

presents an example of the three-step procedures. 

The Benefits of Fingerspelling For Reading 

Another effective strategy for teachers to use in teaching reading to deaf students is 

called fingerspelling. Kelly (1995) defined fingerspelling as one outcome of the contact 

between American Sign Language (ASL) and English. Baker and Cokely (1980) further 

explained that fingerspeling is the use of separate handshapes to represent letters of the 

alphabet of a spoken language. For instance, when a person fingerspells a word, it is 

spelled out as C-A-R. Baker and Cokely noted that deaf people use fingerspelling to 

name people, places, things, and uncommon or "non-daily" verbal words (e.g., technical. 
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Figure 7. The Three-Step Procedures of Reading 

First Step 2nd Step 3rd Step 

Sign a story or passage 
in ASL 

Guided Reading 
(ASL/English translation 
including color codes) 

Silent leading 
independendy 
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academic). This is one way of manually representing English. Furthermore, Lane et al. 

(1996) defined flngerspelling as representing English words by assigning to each of the 

letters in the alphabet a distinct handshape. The set of 26 handshapes as shown in Figure 8 

is called the manual alphabet. Lane et al. (1996) also maintained that deaf children learning 

to write and fingerspell words give evidence of recalling written words influenced by the 

sequence of written letters. 

Fingerspelling may be more effective than using phonics for some hearing children, 

especially those of deaf parents and children with learning differences (I prefer the latter 

term to the more deflcit-oriented term, learning disabled). Here I will explain briefly how 

deaf readers as well as other readers "finger out" the words just as some readers "read out" 

the words to identify and comprehend sight words. I would like to explore the advantages 

of using the fingerspelling technique. Even though there has been very little past research 

done on fingerspelling in deaf children and even less current material, some findings 

(Kelly, 1995; Lane et at., 1996; Padden & Ramsey, 1997) indicate that deaf and other 

readers benefit from using the system, fingerspelling, which represents the alphabet by 

using handshapes. The next section briefly discusses the theoretical and empirical support 

for fingerspelling, examining the benefits of this approach for reading. I then present 

models of the fingerspelling technique, explain briefly about the videotape demonstration, 

and conclude by discussing the issue of fingerspelling and deaf literacy. Questions 

concerning fingerspelling include: 

• Is fingerspelling critical for promoting reading? If so, how? 

• What strategies do deaf readers use by fingerspelling to assist reading? 

• When they do not recognize words, do deaf readers actually soroetiroes "finger out" the 

word to be able to identify sight words? 
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Figure 8. The Manual Alphabet 

L K J I H C 

Z Y 
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Historically, in the late 16th and early 17th centuries, a manual alphabet was used 

by Catholic brothers sworn to vows of silence; however, it is unknown how this 

transmission of the manual alphabet made its way from the brotherhood to deaf people 

(Van Cleve & Crouch, 1989). Theoretically, fingerspelling existed among deaf people 

who were sent into monasteries to be educated or when monks educated deaf children in 

the homes of wealthy families. However, the manual alphabet is not universal; there arc 

different manual handshapes in other countries such as Britain, Sweden, and Russia. 

Some findings indicate that deaf and other types of readers benefit from using the 

fingerspelling system, which represents the alphabet by using handshapes. Configuration, 

a system of decoding for finger-reading, is an important concept in reading education. 

Furthermore, several studies show that within the Deaf cultural environmental frameworic, 

fingerspelling in the interaction between deaf children and caregivers reinforces language 

acquisition in a natural signing environment (Nover & Andrew, 1998; Padden & Ramsey, 

1997). Fingerspelling to a young child promotes the child's understanding of the meaning 

of a fmgerspelled word. The child becomes able to connect this conceptual understanding 

to other avenues, such as an English word. The child's knowledge of language is 

dependent upon a prior mastery of concepts about the world to which the language refers. 

Even though a number of studies maintain that signers of ASL are capable of using 

fmgerspelling, it may also be beneficial for other types of deaf readers with learning 

differences. For instance, Koehler's (1986) research indicated that using the manual 

alphabet in classes of non-deaf students is effective both for spelling and vocabulary 

instruction. In his study, teachers appreciated the way signing physically involved the 

students, acted as a self-cueing system, and was inexpensive. It also helped with the 

writing problems of "b" and "d" reversals. Hirsh-Pasek's (1986) study supported the 

belief that this system works well with dyslexic readers, and showed that fingerspelling 
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makes learning the task of separating the word into parts easier for such readers. Other 

advantages include the following. 

1. It is easier to attend to visual symbols than to auditory ones 

in a noisy environment. 

2. There is greater consistency in representation of visual/manual symbols than 

auditory/vocal symbols due to variations in tonal range. 

3. The temporal duration of visual symbols can be adjusted with little distoition. 

4. Visual/manual signs are more easily associated with visual referents than within 

spoken symbols. 

Hirsh-Pasek's (1986) research on the effects of fingerspelling on phonemic 

awareness and reading/spelling showed that it can help learners segment syllables into 

sounds. Fingerspelling has been useful for helping dyslexic children (and illiterate adults) 

in Belgium, Portugal, and Sweden, as well as in the United States and the United 

Kingdom. Hirsh-Pasek further noted that fingerspelling has been shown to be of more 

benefit than traditional phonics instruction because the visual cues reinforced the separate 

sound segments, and it benefited reading because of its orientation, facing the audience. It 

showed learners the importance of sequencing sounds or letters. Hirsh-Pasek added that 

another advantage to fingerspelling was that it helped with memory drills. 

Blackbum (1984) presented a critical review of studies dealing with manual 

communication training for severely reading disabled students plus the case report of two 

severely reading disabled adolescents given reading instruction with the aid of 

fingerspelling and sign language. She concluded that using this fingerspelling technique 

was more effective than using phonics. 

Regarding the benefits of fingerspelling for deaf readers, Hanson, Liberman, and 

Shankweiler (1984) examined the coding of printed letters in a task of consonant recall in 

relation to the level of success of deaf children in beginning reading. Their findings 
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suggested that deaf children who had exposure to both phonetic and fingerspelling 

techniques were classified as good readers with shott-term retention of printed letters. In 

contrast, deaf children who did not have this exposure were classiHed as poor readers. 

Furthermore, Hanson's (1982) study provided evidence that profoundly deaf 

persons are able to use oithographic (manner of spelling) structiue in recognizing 

fmgerspelled words. It also suggested that deaf adults might rely less than hearing adults 

on the phonetic structure of words when spelling. They might have access to information 

about orthographic structure that shows correct spelling. This is relevant not only in 

understanding how fingerspelled words are recognized but may also have implications for 

the recognition of printed words by deaf readers. Hanson explained that reading might be 

thought of as involving both word recognition and text comprehension. 

The purpose of Hirsh-Pasek's (1987) experiments involving 25 second-generation 

deaf signers (6-16 years old) was to measure their ability to classify fingerspelled and 

signed words and attend to the individual handshapes within fingerspelled words. Results 

revealed that deaf signers could discriminate fingerspelled words and decompose 

fingerspelling into the handshapes that map into English orthography. They even 

demonstrated full metalinguistic competence in these tasks. These findings suggested a 

possible link between the signer's natural language and reading. Signers have the ability to 

capitalize on this link, and it may help them decode words into fingerspelling in the same 

way spoken language allows decoding into sound. 

Similarly, the studies of Padden and LeMaster (1985) and Johnson (1994) found 

that the younger deaf children were exposed to fingerspelling, the better they could master 

reading and writing skills even before becoming aware of the correspondence between 

fingerspelling and print. When exposed to fingerspelling from birth, children at an average 

age of two years could produce and understand fingerspelling independently. However, 

Padden and LeMaster claimed that the way children fingerspelled was not quite alike E)eaf 
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adults' complex hand conflguiations because the child had to master three things to produce 

well-informed fingerspelling: production of all 26 signs for English orthographic symbols, 

comprehension of sequencing, and, the smooth execution of movements from one sign to 

another. 

Kelly (1995) suggested that parents should incorporate fingerspelling in their daily 

discourse with their deaf children as early as possible. As a result, children are more likely 

to be able to read effectively. Similarly, Mayberry and Waters (1991) found that children 

could remember fingerspelled words without the support of the sign when one 

fingerspelled these words repeatedly. The children recognized the fingerspelled words by 

their configuration or signed version. 

Lane et al. (1996) maintained hat deaf children learning to write and fingerspell 

words also gave evidence of recalling written words influenced by the sequence of written 

letters. Recall that fingerspelling represents English words by assigning to each of the 

letters in the alphabet a distinct handshape. The authors claimed it appeared that the best 

deaf readers used such a strategy to represent English words; in their study, readers with 

intermediate levels of skill called on their knowledge of signs, and the poorest readers were 

unable to use any of these strategies. 

Furthermore, Sedey's (1995) research showed that children's reading scores were 

highly positively correlated to their ability to fast map fingerspelling. In other words, the 

more students learn words through fingerspelling, the higher their reading scores. They 

will learn new words from signs or fingerspelled words that they already know. 

Models of Fingerspeiliny Techniques 

An example of the fingerspelling techniques on a videotape. Reading to Deaf 

Children: Learning from Deaf Adults, produced by David R. Schleper (1997), is that of a 

deaf father sitting with a deaf son, reading and signing the book "aloud." The son pointed 



133 

to the word HELP and looked up at his father, asking what the word meant. The father 

modeled as he fingerscanned the word, then fingerspelled, and finally signed. This 

behavior occurred in the following order; pointing, fingerspelling, and then signing the 

word that appeared frequently in the stories and included, in this context, pointing at the 

graphics in the books. Afterwards, the son was able to notice the word when it appeared 

again in the book; he fingerscanned, fingerspelled, and signed. 

In Reading Ability in Signing Deaf Children. Padden and Ramsey (1998) discussed 

two fingerspelling methods, "chaining" and "sandwiching." In using sandwiching, one of 

the participating teachers recognized a word that did not contain an ASL sign equivalent; he 

first fingerspelled the word, explained the concept, and then fingerspelled it again. If there 

was a sign, he would sign it after fingerspelling it. Also, during the guided reading 

instruction, he often used chaining by pointing to the printed word, fingerspelling, signing, 

explaining further, and then referring back to the printed word. The steps of sandwiching 

are 

1. fingerspelling 

2. signing: ASL equivalent and/or concept 

3. fingerspelling 

Chaining steps are (not necessarily in this order): 

1. pointing to the printed word 

2. fingerspelling 

3. Signing: ASL equivalent and/or concept 

4. fingerspelling 

5. pointing back to the printed word 

It is interesting to note that some teachers feel that fingerspelling is too difficult for 

pre-school/kindergarten deaf children or those who have no base language because they 

themselves were taught spelling formally at first grade or later. Actually, fingerspelling is 
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different from spelling. For instance, fingerspelling involves only visual, spatial, and 

gross motor skills which are much easier for young children, both deaf and hearing, to 

perceive, acquire, and use, whereas spelling requires a different cognitive process which 

requires a child to "learn" to decode and encode a printed word. However, studies have 

continued to indicate that fingerspelling functions as a significant "bridge" between ASL 

and English. 

The following are examples of fingerspelling activities that teachers can use. 

1. A good way to learn new words quickly is to have fruits (e.g., banana, orange, 

grapes, apple) set in front of a deaf child. First sign and then fingerspell each word. Sign 

"WHERE A-P-P-L-E" and have the child point to a certain fruit. Repeat the same activity 

with other fruits until the child recognizes all of them. Have the child fingerspell back and 

you point to a fruit. 

2. Label the environmental objects in the classroom (e.g., floor, table, wall, carpet, 

file cabinet, waste basket, and so forth). Fingerspell each object to the students and have 

them sign or point to the object. 

3. Instead of giving a weekly spelling test, fingerspell words that students already 

know and have them either fingerspell back or write them down in English. 

4. Have students fingerspell out each word in order to fill in the blanks shown on 

an overhead, i.e.. The color of the sky is . They are to fingerspell the word, 

B-L-U-E. 

5. Have students develop their own fingerspelled dictionary by pasting the 

handshapes of the ABC alphabet and posting them above English print and picture. Door -

D-O-O-R. They can use it for either fingerspelling or spelling practice as well as for their 

writing journals. 
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Videotape Demonstration 

As mentioned earlier, ASL is a visual language and conducive to observation. I 

encourage the readers of this dissertation to observe a guided reading and fingerspelling 

demonstration as presented on a 40-niinute videotape after reading this chapter. 

Conclusion 

Because little has been done, there is a great need for researchers to conduct studies 

on the process of deaf readers reading texts through fingerspelling. The role and essence 

of fingerspelling needs to be explored further. 

Several studies (Johnson, 1994; Kelly, 1995; Mayberry & Waters, 1991; Padden & 

LeMaster, 1985) address the question of when to fingerspell according to age and language 

development. Also, when does a deaf child develop metalinguistic awareness in terms of 

the role of fingerspelling connected to the printed word? There is a need for more research 

in this area. 

In the next chapter, I discuss findings of the present study and examine 

how the participating teachers began to realize a model of ASL/English 

bilingualism after attempting the practical applications described here. 
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CHAPTER 6 

DATA ANALYSIS AND FINDINGS 

Introduction 

This chapter discusses the findings of the participating teachers' stories and 

examines how they realized a model of ASL/English bilingualism. Before discussing the 

findings further, I present the following sample of an anonymous teacher's story, 

describing her reading instruction with a deaf kindergarten student. I then explain how I 

examined and analyzed the teacher's story, and show the combination of approaches 1 used 

to analyze the data. 

The teacher attempted a ASL/English bilingual model in her classroom, as explained 

below. 

The Story of Rvan 

Ryan came into my classroom in Fall 1998. At the beginning of the year, 

Ryan's sign language was limited and difficult to decipher. He was asked to draw 

a picture and write a journal or create something every day about his experiences 

the day before and what he would do later. He could not spell or read words (Basic 

Reading Inventory score 0 •) (see Appendix A) in the beginning, except his name. 

He would express in sign language his story to the aide. The aide would then 

write what Ryan would say on the board but in English. Ryan would copy the 

sentence(s) from the board. I tried using as much fingerspelling as possible in an 

informal way during each lesson throughout the day. Ryan seemed to have 

potential for reading and spelling. At midterm, it was decided that Ryan and 

another student (similar potential) would go in with a Deaf teacher, Ann, for a 

reading lesson every day. That meant that Ryan would get two reading lessons a 

* Basic Reading Inventory is a literacy assessment tool with a list of 20 graded performance words (Johns, 
1997). 
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day, one with Ann and one with me. Ann gave them a list of fingerspelling 

words, and I gave them a different list every week. Within weeks, Ryan was 

beginning to write his own sentences and fingerspell his own words. Now he is 

beginning to read workbook sentences and is filling in the blanks independently. 

The workbook provides a choice of two words for filling in the blanks. 

1 use other activities to help reinforce fingerspelling. As the children walk 

out to the playground, they have to walk across a driveway entrance to a parking 

lot. They are asked to fingerspell their words before crossing the drive (street). 

Also, we play a game of fingerspelling their words during our snack time in the 

afternoon. 

Since we have been doing this, every student has improved in his/her 

fingerspelling. This has motivated them to learn many words other than their 

regular spelling words. 

Figure 9 portrays Ryan's writing development in process while he learned 

fingerspelling. 

As part of the teachers' stories mentioned in Chapter 1, Ryan's teacher told her 

retrospective story about her experience with attempting a practical strategy, fingerspelling, 

addressed in Chapter 5. After being introduced to the instruction of fingerspelling, she 

utilized the structured fingerspelling instruction along with the deaf teacher, Ann. She 

claimed that Ryan as well as other students were able to learn new words through 

fmgerspelling; hence, they were able to write journals effectively. Her vivid story indicated 

that she reflected on her own experiences in the effective instruction and that she was able 

to shape her beliefs as a result of using fingerspelling. She was convinced that 

fmgerspelling played a significant role in promoting deaf children's literacy and determined 
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that she would continue to utilize this practical strategy to promote deaf children's writing 

skills. 

During my consulting service at the New Mexico School for the Deaf, the teachers 

in the seminar discussed Joan Wink's (1997) Critical Pedagogy: Notes from the Real 

World and her framework. Wink believed that to teach effectively, teachers need to reflect 

upon their own teaching critically by starting with "naming" the problem, "reflecting 

critically," and then "acting" (p. 104). The next section explains further the story of Ryan 

seen on the first page of this chapter, using this framewoiic as shown in Hgure 10. 

To name. Ryan's teacher recognized that he could not sign well, spell, or read 

words. 

To reflect critically. While re-examining her instruction, the teacher claimed that 

Ryan seemed to have potential for reading and spelling and decided that he needed a 

reading lesson with a Deaf teacher, Ann. 

To act. The teacher sent Ryan to Ann for a reading lesson every day. Ann 

attempted to use a fingerspelling lesson in order for Ryan to develop vocabulary. As a 

result, Ryan was able to read workbook sentences and filled in the blanks independently. 

She concluded that fingerspelling played a significant role in promoting reading and writing 

skills. 

What Ryan's teacher had gone through using the process of critical pedagogy 

paralleled very much other participating teachers' before-and-after aspects, which will be 

explained further in this chapter. 

Hence, in this chapter, I will Hrst describe a framewoilc that presents stories divided 

into two units, "Before" and "After," as explained in Chapter 4. Then, fix)m the data 

gathered from the videotaped stories from the teachers, classroom observations, their 

responses to interview questions (Interviews 2 and 3), I discuss the participating 
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Figure 10. Framework of Critical Teaching 

To name To reflect critically To act 
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teachers' stories about their practical strategies for teaching ASL/English literacy. These 

data represent the answers to the research questions addressed in Chapter 1. Interview 1 

described the participating teachers' biographical backgrounds, as explained in Chapter 4. 

Analysis of Data 

Table 12 presents a set of the last two parts of the interviews representing "Before" 

and "After" components, as explained in the methodology chapter. In the next pages, I 

have transcribed loosely the teachers' ASL videotaped dialogue in answering the questions 

found in Tables 13 and 14. By using their answers to these questions, I attempted to 

organize, select, transcribe, and portray thematic patterns from the participating teachers' 

discoveries of the new bilingual model which they applied in the classroom. It is important 

to note that my findings are based on my own interpretations and knowledge. Table 13 and 

Table 14 present the "Before" and "After" units, respectively, based on the teachers' 

responses found in the next pages. I then discuss the "Explanation" and my findings of 

commonalties. 

As I examined the "Before" and "After" units to determine the patterns in the 

teachers' evolving process. I expanded upon several components of the teachers' 

stories including each teacher's personal and educational backgrounds, their retrospective 

classroom practices including dilemmas and challenges, their transformational processes, 

and their discussion. Throughout the analysis, I began with Teacher A and followed 

through with Teacher B and Teacher C. 

Teacher A 

Teacher A was a first-year kindergarten teacher and a Deaf female. First, I wish to 

discuss two major points about her personal background, her teaching experience and 
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Table 12 

Set of Interview Questions - "Before" and "After^' Units 

b. Interview 2: The Details of Experiences (BEFORE) 
I focused on what the teachers actually did on their jobs before 
they were involved in the project and described the details of their 
teaching experiences. The following questions were asked: 

1. Describe your usual teaching routine from the moment you 
enter the classroom until the end of the day. 
2. What teaching approach(es) did you usually use before you 
became involved in tte project? 
3. What kind of struggles and challenges did you experience while 
teaching? 
4. What kind of communication systems or language did you use? 
5. Describe your relationships with your students, parents, 
community, and other faculty in your school. 

c. Interview 3: Reflection on the Meaning (AFTER) 
I focused on their retrospective teaching experiences since their 
involvement in the project and asked them to describe how these 
were different prior to the project. 

1. Describe and compare your teaching experiences prior to 
becoming involved with the project. How did your teaching 
experiences change or evolve over time? 
2. What are the readings and theories that influenced these 
changes in your teaching? 
3. What teaching meth^ have you used that are effective for 
teaching deaf children? Why do you feel they are effective? 
4. Describe your attitudes and feelings you have had before and 
after the project? 
5. How do you see yourself affecting Deaf students' education? 
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identity, and then her classroom practice. Through the interview. Teacher A described her 

experiences as a new teacher in the beginning, stating. 

Even though I was so overwhelmed and bombarded with various theories 

during my first year as a new teacher, after I completed the project seminar, I was 

able to experiment in my own way and pace. 

I was not familiar with teaching approaches since I got a teaching job for the 

Hrst time. I learn as I teach on a trial-and-terror basis. 

It is not uncommon that Teacher A, like other first-year teachers, was overwhelmed 

with various theories because she had two jobs, having to teach and having to leam to 

teach. Lortie (1975) and Nemser (1983) pointed out that the first year of teaching tends to 

be intensive and formative for teachers. Based on my observations and supervision, the 

stages teachers go through in learning to teach are (1) survival and discovery, (2) 

experimentation and consolidation and (3) mastery and stabilization (Acheson & Gall, 

1997; Murrary, 1996). For instance, when Teacher A said, "I don't know if there are any 

changes [regarding her teaching experience]. It is too soon for me to tell. I am still new," 

it indicated that she had gone through survival, trying to discover a practical 

implementation of a bilingual model in her classroom. After two years in the Star School 

Project, as she gained self- confidence, she started to experiment. She concluded that 

I felt very stressful during my first year of teaching while learning too many new 

theories and had not had an opportunity to experiment with new strategies in my 

own way and pace. As time went by, 1 began to feel more at ease and able to 
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explore a variety of teaching strategies and was able to really enjoy myself this year. 

I realize that I have applied some of theories in teaching after all. 

It is interesting to note that Teacher A was able to experiment and understand how 

and what to teach better in her second year. Kagan (1992) and Featherstone (1993) added 

that novices begin to develop their professional identity as they struggle with explorations 

of students and subject matter. Over time, they become more comfortable, are able to 

develop instructional routines and classroom procedures, and learn what to expect from 

students. Eventually, their increasing experiences yield greater confidence, flexibility, and 

a sense of professionalism. On average, after five to seven years, most teachers feel more 

confident that they know how to teach (Kagan, 1992; Featherstone, 1993). True enough. 

Teacher A has shown a significant improvement since my last visit since in November 

1999. 

When I asked Teacher A about her relationships with people, she responded, 

1 have good rapport with parents and dorm staff. I attend social events, meetings as 

much as I can. Sometimes, I don't feel welcomed by some Deaf individuals 

because 1 am not culturally "Deaf' enough for them to be a teacher as 1 was raised 

orally. 

Even though she felt that being a Deaf role model affected her students very 

powerfully, she experienced ambivalence. She recognized herself as being different from 

certain Deaf individuals. Baker (198S) suggested that those with ambivalence tend to 

experience unclear identity and are between their group's value and the oppressor's values. 

Baker (1985) stated that the deaf thinker and author of Identity Crises in De<tfness, Ben 

Schowe (1979), describes the way oppressed people feel about the trait of different features 
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which stigmatize them. In other words, feelings such as ambivalence reveal that 

stigmatized people embrace the very feature that makes them different or degrade 

themselves and other group members because of the features. Such feelings appear to be 

an essential part of their identity. Schowe addressed that concept to show an acceptance of 

the majority view; one says with assertion, "I'm Deaf," with the DEAF signed along with 

one cheek puffed out. Schowe explained that using the emphatic "DEAF' expresses 

positive identification with the stigmatizing feature and leads to group solidarity (p. 4). 

Regarding Teacher A's oral background, to E)eaf people, oralism means 

maintaining the medical-pathological model for deafness, seeing their deafness as a tragic 

loss. Because of the historical treatment of deaf people, Glickman (1993) described those 

Deaf individuals' attitudes toward oralists and hearing people as "anger and resentment 

towards Hearing people; positive identification with Deaf people; comfoit in both the Deaf 

and Hearing worlds and rejection of oral communication and affirmation of signing, 

especially ASL" (p. 193). It is challenging for Deaf people to accept and trust deaf oralists 

because they don't know whether those oralists' values align with those who consider 

deafness to be bad and think that signing is not socially acceptable, "animal-like," inferior 

to English, and so forth. Like other minorities, our old prejudices and cultural attitudes die 

hard. If we succeed in establishing mutual trust among ourselves, we will be willing to 

meet each other halfway. 

However, being a deaf oralist or ASL user does not automatically qualify a person 

to teach deaf children. A good deaf teacher has a greater understanding, sensitivity, and 

awareness of deaf children's needs than a teacher who is not familiar with deaf children and 

their culture (Andrews & Franklin, 1996-1997). I had observed, consulted, and woiked 

with Teacher A for two years. I believe that as time goes by, through open CQmmunication 

and genuine respect, and with her warm personality, she will be accepted as a BiBi teacher 
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in the Deaf Community. Her comment reflects her caring and sensitivity to her students, as 

indicated below: 

Since most of the deaf children's parents do not sign nor communicate with them 

often, the children often come here with no base language at all. I can't proceed 

with my formal English instruction. I have to deal with their emotions and lack of 

base language. Usually in the first three months, I nurture them, hugging them, 

sharing frustrations, and listen to their personal experiences as they don't have 

anyone to talk with. I use a lot of gestures, role play, guide them, explain concepts 

over and over, storytell frequently, and so on. As soon as their emotions become 

stable and they are able to communicate to express their needs, I finally am able to 

start to "teach" them. I am able to sign ASL formally. They are able to express in 

ASL back to me. The point here is that it takes a while for them to stabilize their 

own emotions and develop their own language before 1 introduce English to them. 

And she summarized: 

My being a Deaf model affects them very powerfully. They ask me questions such 

as what it is like to be deaf, live, act, communicate, etc. They are very observant, 

watching me whatever I do and move real closely. They respect me well. We feel 

empathic with each other about our frustrations, and we are able to laugh about 

them. Their hearing parents ask me questions like do I have a house?. How do I 

function in society?, etc. They share their grievances with me as I shared my 

mother's similar feelings with them. They are able to feel at ease with their own 

children—that makes a significant difference on their academic performance. 
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From my observations of her classroom, I have seen a significant improvement of 

her overall performance in comparison with her first year. She recalled her first year of 

struggles and frustrations: 

Who is responsible for teaching those students with special needs? I worry 

about the aides helping them. Do the aides know how to teach deaf students based 

on a lack of educational background? 

Some of my students' parents live out of town, and the students reside in 

the dorm. It takes a few months for them to become accustomed to me and to 

living on the dorm campus. I had to be a "mother," nurturing them for a while 

before I could really "teach" them. Now that they have developed language, 

they are able to discuss their feelings and are able to leam. 

During the period of experimentation with a bilingual model. Teacher A was able to 

gain the immense confidence in her teaching after she was able to describe some of her 

effective teaching strategies. For instance, she claimed, 

Fingerspelling is very effective for young children; pantomime and facial 

experiences are important for children to develop communication and language 

skills. Inquiry (questions and answers) helps them develop language skills well. 

In her learning logs, her closing statement explains her significant transformation: 

In retrospect, I discovered that reading, examining, writing, and discussing about 

assessments and cultures are very relevant in my teaching career. I am glad that I 
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was a part of this Star grant for the past two years (it does not seem like two 

years!), and it has been a wonderful experience for me. I can't imagine if I wasn't 

involved the grant; I wouldn't know any staff at NMSD besides Hester Hall staff 

[dormitory houseparents]. It is nice that Hester Hall is included to make the 

NMSD community closer and stronger. I will miss the support from the teachers, 

having lengthy discussions, and sharing the same frustrations and passions of our 

career. Thank you for allowing me to be a part of this wonderful grant and I will 

never forget this unique opportunity. Thank you again! 

Throughout Teacher A's passage through time, there are significant moments that 

led her to change in spite of her first year of teaching. In the beginning, she expressed her 

concern about being overwhelmed with research papers and theories. She recognized the 

difficulty of applying such theories into practice. During the seminar, she sometimes felt 

uncomfortable with sharing her experience and ideas because she received minimal 

comments from other teachers. While teaching, she became more conscious of the two 

languages in her classroom and how her students acquired both languages. Within two 

years, she was able to internalize the concepts of ASL/English bilingualism, and she was 

able to apply some of the bilingual/ESL theories to practice with ease. She was very eager 

to develop a variety of activities promoting the children's literacy. For example, she 

recognized the importance of incorporating fingerspelling in instruction and modeling ASL 

(i.e., storytelling) to deaf children so that they were able to acquire the language. At the 

close of our interview, she highlighted with excitement some of her effective activities: 

1 realized that fingerspelling was one of the most effective approaches for 

our students to develop vocabulary. Daily, 1 fingerspell individuals' first names, 

and they are able to finger-read and recognize their own names after three months. 
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Recently, they are able to finger-read and recognize their fiill names. I feel so 

thrilled! I am doing more fingerspelling activities. On Fridays, we play 

flngerspelling games. There is a wallpaper with ABC alphabets, and on the table, 

there are flashcards with only English words. I fingerspell a word and the students 

have to look for the word from the flashcards , find it, walk to the wall, and post 

the flashcard on it. Then each student signs out what the word means. What's 

more, from the wall, they are able to find the words they need for their writing 

journal. For daily practice, our children review teacher-made flashcards including 

four elements, a picture, a sign, English caption, and fingerspelling. [see the 

example in Figure II]. I started with three-letter words like "mom," "dad," "cat," 

etc. as I want them to be able to finger-read, fingerspell, and comprehend words as 

whole. I am quite convinced that the fingerspelling has helped our children gain 

their confidence in reading and writing a great deal. 1 admit that after all, in spite 

of so many theories or teaching strategies, 1 am able to recognize the significance of 

fingerspelling somewhere from my subconscious—filled with this valuable 

information. 

1 believe that ASL is the children's natural language. It is impoitant for me 

as a Deaf role model to facilitate or foster the language. As you know, most of the 

children's parents are hearing and do not sign much and also the children reside in a 

dormitory. Children need constant exposure to ASL in order to acquire ASL 

naturally. This should be their easily accessible language, and their exposure to this 

language should occur early in childhood. I have noticed that with a deaf child of 

deaf parents, it is much easier to teach him. A big difference! Simply, it is 

because the child has the mastery of ASL that enables him to read and. write more 

easily in English. 



Figure 11. A Picture with Four Elements 
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Also, I want the deaf children to develop ASL vocabulary and be able to ask 

or respond to Yes/No and Whs. questions, i.e. What?, Who?, Where?, Why? 

When? and How? They enjoy the type of interactive activities very much, one of 

which is called "Puzzle Box" [similar to 20 questions game]. Each individual 

chooses an object and lets others ask questions in ASL—like "What color is it?" 

"Is it big?" "Is it soft?" "Who made this?" and so on. They need to sign out a 

variety of ASL vocabulary other than colors - like sizes (big, small, etc.) and 

texture (soft, hard, etc.). In another activity, after they draw or write journals, 

they are required to put down their names and today's date on their papers. I select 

one of the papers and ask students whose paper it is. Each student raises her/his 

hand to inform us that the paper belongs to her/him. Then s/he stands up in front of 

the class and has others ask her/him similar questions using ASL about the paper. I 

have seen how much their language and communication skills have improved. 

Incredible! I am anxious to explore more variety of exciting activities. 

And then she walked away with pride and confidence. Her transformational 

process was revealed in an obvious way. 

Teacher B 

Teacher B is a hearing white female and second grade teacher. She had 15 years of 

teaching experience at the time of the study. When I asked Teacher B to describe her 

teaching experiences, she stated. 

Because of college background, I have used similar teaching approaches before 

and during the Project. The information is not quite new to me. I used Whole 

Language approach; ASL story, shared reading and writing. 
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Because of Teacher B's 15 years of teaching experience, it can be a challenge for 

her, like other experienced teachers, to change her practices. She may have more to 

unlearn than novices when they attempt new teaching strategies and learning. However, 

she has more advantages than the other participating teachers because she was able to 

demonstrate her understanding of the complexity of teaching and was better able to identify 

the elements of teaching. In the interview, her next comment indicated that she was able to 

keenly perceive when things were not appropriate and was able to explore new ways to 

teach. 

1 always looked for new ways to teach the same information; never quite satisfied 

with what I knew; I usually taught from whole to part (Whole Language) and tried 

to integrate subject areas around a theme. 

Even though she was involved with the Star Schools Project as one of the 

participating teachers for only one year, in the second year of the project, as a principal, she 

was also able to monitor and interpret instructional dynamics in more detail and with more 

insight than the novices. Her modeling was somewhat similar to the role of teacher 

educator in terms of consultation and supervision. For example. 

Now that I am a principal, I am able to recognize the needs of feedback and 

evaluation for the teachers from what I learned from the Star Schools Project. I feel 

that I can affect students' education indirectly by working well with the teachers. 

Observing three Deaf teachers, I recognize their very naturalistic teaching styles. 

My gut feelings are right about their natural teaching. 
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I recalled that she asked me to observe her class and wanted me to demonstrate my 

guided reading instruction to her students. I also presented an inservice on the reading 

strategies to the NMSD teachers including the participating teachers. In the videotape 

interview, she commented. 

When I observe the teachers, I notice that they follow the guided reading 

principles, and they don't sign word for word. Instead they translate a concept or 

meaningful word. The students are able to comprehend the text well. My recent 

studies of theories related to ASL/English bilingualism have helped me better 

observe the teachers and be able to discuss their teaching effectively. I also can 

share my feedback with them. Very helpful. 

She recalled some of challenges during her teaching as well. 

During my teaching year, I had some students with no LI [first language]. I have 

seen little successes but not often. There was a lack of parental support/ 

involvement to help with facilitating their languages. Also, there was a lack of 

strategies that seemed to really work in teaching our struggling children 

reading/writing; Until four years ago, there were no Deaf adults serving as ASL 

models for me! 

Teacher B commented that she struggled to figure out how to teach her hard-of-

hearing students effectively. She questioned whether the ASL/English bilingual method 

was workable for some of the hard of hearing students. 

My main concem is wondering if ASL bilingualism is also workable for hard-of-

hearing students who rely on auditory input for learning. I agree with the concept 
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of ASL/English bilingual education; however, apparendy we have different 

interpretations about how and which language we should use as a medium of 

instruction. For instance, in the sense of the bilingual education, ASL appears to 

be the main medium of instruction and English as writing and reading only. It may 

not work for those hard-of-hearing children who rely on auditory input for 

learning. That is how they leam ... their learning styles. How does this bilingual 

education fit for them? Some teachers whom I supervise do not use their spoken 

English while teaching the hard-of-hearing students. Is it appropriate? Is it fair? 1 

believe that it won't hurt if teachers could use Spoken English to instruct those 

hard-of-hearing students. We need to discuss further about the use of language for 

instruction. We need to look at each individual and her/his own needs. Also, 

sometimes ASL/English bilingual education—if emphasized on ASL—does not fit 

to those who do not have any base language—whether they are deaf or hard-of-

hearing. We need to question whether ASL should be taught as a first or second 

langtiage for a deaf child who has English as a first language [i.e., the child became 

deaf after acquiring English after the age of three years or older]. 

Teacher B's genuine concern is not uncommon. The question of how hard-of-

hearing children fit into a BiBi school arises often. Many Deaf people find this question 

strange. If a hearing person can leam ASL, why can't a hard-of-hearing person have the 

same opportunity? Unfortunately, some professionals express their concems that hard-of-

hearing children should be placed in regular schools, mingling with hearing children in 

order to maintain spoken English skills. Two assumptions seem to be the basis of this 

concern. One is that because hard-of-hearing children have some hearing, they can be best 

served through that modality. The other is that a "visual" education for those children is 
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limited and that ASL might prevent or inhibit the development of spoken and/or written 

English skills. 

For a person to acquire a language for both thinking and communication, that 

person must have full access to a linguistic system within a social context (Bellugi, 1991; 

Kilma & Bellgui, 1979). In other words, a person must have consistent exposure to a 

complete language in an environment free of obstacles and conducive to free-flowing, 

natural communication (Brown, 1990). Thus, if language input is restricted or filtered, it 

will not be fully acquired. For example, if access to spoken English is impaired to some 

degree, as in the case of a hard-of-hearing student, the acquisition of English for the 

purposes of thinking and communicating will not fully take place (Hawkins, 1990). It 

should be noted that even children with a mild fluctuating hearing loss due to Sequent ear 

infections are now receiving a "special education" for having a leaming disability related to 

language disorder (Northern & Downs, 1984). 

Numerous deaf children grow up with hard-of-hearing students. This has not 

seemed to cause any significant problems between the two groups (Grushkin, 1996; 

Reynolds & Titus, 1991). Don Grushkin (1996) conducted an ethnographic study of four 

hard-of-hearing adolescents educated within an ASL/English BiBi program for deaf and 

hard-of-hearing children. He studied aspects of the academic achievement and linguistic, 

social, and identity development of these students and introduced and compared both 

within group and previous research findings. He concluded that the ASL/English BiBi 

program is a viable educational option for the hard of hearing. He stated. 

Certainly, it does not appear to do any harm, and indeed it does provide many 

benefits which are not (and often cannot) be experienced in the public schools. 

Further, in the long term, it maybe even prove to be beneficial for this population. 

The BiBi framewoiic does appear well capable of encompassing the hard of hearing 

within its design (Grushkin, 1996, p. 274). 
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It is believed that some hard of hearing children still need a native language, and to acquire 

English fully, one needs to hear fully. ASL can be one of the best options for them. They 

can learn written English just like any other student in the school. 

However, the next question among the BiBi teachers is, "What will we do with 

those who still rely on their remaining hearing? In what way can we teach them 

aurally/orally?" Teacher B attempted an innovative strategy. 

I added audio cassette/book sets and filmstrips (of stories) to my classroom in 

hopes of giving my hard-of-hearing child some oral English and my deaf children 

other opportunities to see English, to add audio cassette/book sets and film.... I 

have a feeling that the students will be initially motivated to use them and, with 

guidance, pay more attention to the English. 

Since the BiBi model is still new, I agree with Teacher B's statement, "We need to 

discuss further about the use of language for instruction of hard-of -hearing 

students." Moreover, we need to continue to explore potential solutions to such 

challenges. 

In the videotaped interview. Teacher B' s comment that she did not feel fluent in 

ASL had a powerful impact on me. In fact, unlike the majority of hearing teachers, she 

was one of the few hearing teachers who possessed ASL competence. As mentioned 

earlier, studies indicate that the majority of teachers are not able to understand ASL/English 

grammar enough to teach deaf children effectively transformations in both English and ASL 

(Vernon & Daigle, 1994). Teacher B claimed that even though for her first 10 years of 

teaching she used Sim Com (ASL signs in English order with voice), she never felt right 

and did not comprehend why she used it. She was able to recognize acutely the ineffective 

communication. In fact, simultaneous conmiunication does not provide complete. 
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unfiltered, unrestricted language input (Baker, 1978; Johnson et al., 1989). Research on 

Sim Com began to raise doubts as to just how feasible it was to use the artificial forms of 

manual combination and speech at the same time (Baker, 1978; Nover, 1995; Steward, 

1990). The fact remains that the overall achievement levels of deaf children are not 

satisfactory (COED, 1988). Even though a child may have residual hearing, the task of 

learning academic content through a spoken language is enormous and challenging. The 

child faces a situation in which s/he spends a lot of energy decoding a signal that is usually 

unclear. In addition, the linguistic message is often not comprehensible because of 

language delay. In such a situation, a child does not have much energy left for the actual 

task of learning. If there is a way to transfer the energy that is normally spent on struggling 

to decode the signal to the task of learning itself, we should provide it. The approach of 

Sim Com is like trying to pat your head and rub your stomach at the same time. It is quite 

difficult for deaf and hard-of-hearing persons to learn while attempting to follow the 

conversation. 

Regarding the role of Teacher B in the field of deaf education, we ask, "Where do 

hearing teachers belong if they can't teach in ASL?" Since the BiBi and the Deaf 

empowerment movements, the Deaf Community has been pondering the role of hearing 

teachers who are the target of years of pent-up frustration because of historical oppression 

of the Deaf, similar to that of other minorities. There has been a backlash of resentment 

toward hearing people not unlike other minorities' feelings toward the majority. For 

instance. Deaf people have been forbidden to be teachers in many states since the era of 

oralism (Baynton, 1996; Gannon, 1981; Lane, 1992; Van Cleve & Crouch, 1989). The 

traditional myth has been that Deaf people do not have the mastery of English required to 

teach deaf children a language. Ironically the majority of deaf children who l^ve been 

taught by hearing teachers for years do not posses such English mastery (Johnson et al., 

1989; Lane et al., 1996). 
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In recent years Deaf people have been identified as a lingnistic-minority. How do 

those hearing teachers understand this situation and how do they perceive deaf children? 

As more Oeaf people assume new positions of power within educational programs, this 

shift threatens those hearing individuals despite underlying good intentions. 

However, Teacher B is able to sign fluently and is quite sensitive to deaf people in 

comparison wth those who work with deaf children and still do not grasp the anger and 

frustration expressed by the Deaf community. Deaf people would call her "Big D" Deaf 

because she has a "deaf heart" and her attitude shows her willingness to listen, to change, 

and to be open. Most importantly, she was able to evolve her practice through working 

with deaf individuals and believing in them. She mentioned that, "Until four years ago, 

there were no Deaf adults serving as ASL models for me," indicating that she has had a 

glimpse of the Deaf experience. Hence, she represents an ideal teacher with whom Deaf 

people desire to place their deaf children in the BiBi schools. 

In her learning log. Teacher B described the significant changes of her teaching 

experience related to her classroom practice: 

I had always thought that being able to communicate effectively and 

efficiently with my students was the utmost priority in my teaching. Because of 

this, I often chose not to fingerspell, assuming my students wouldn't be able to 

understand me. Boy, was I wrong! 

What an eye-opener to me when I started incorporating fingerspelling into 

my program. It seems to be the bridge to English that I've always been looking 

for. Why didn't someone tell me this 15 years ago? 

I instructed Whole Language and integrated subject areas around a theme. 

First, students explained their own experiences in their own language; I transcribed 

them in English prints; then they read. E^gerspelling is one of the most effective 
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methods. Students can comprehend and apply fingerspelled words in reading and 

writing well. 

While observing in Teacher B's classroom, I found myself enjoying the experience 

immensely, primarily because of her attitude. Teacher B showed her genuine sensitivity to 

and caring for deaf children, as well as her conununication and language skills. I rarely 

experienced this during my early school years. As a young student, I experienced painful 

moments when I was not allowed to use my hands or gestures, and I cried and was 

frustrated. I had to sit on my hands so that the teacher would not slap them with a ruler. 

Seeing how Teacher B treated deaf children actually gives me hope. 

Even though she experienced 15 years of teaching. Teacher B has continued to 

explore and examine effective teaching strategies and felt mote confident in her teaching 

approaches. In her reflective journal. Teacher B stated, 

I realize that 1 have come a long way in understanding the different aspects of 

second language acquisition learning. It's all coming together so much now that 1 

can't even remember how little 1 knew at the beginning of the school year... I am 

more cognizant of the difference between language learning and acquisition. 

In closing our last interview, she concluded, 

I feel more enthusiastic after learning about the new bilingual model. I value both 

ASL and English equally. I continue to experiment with a variety of new teaching 

approaches. 
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Throughout my educational life. Teacher B has been a rare case. 

Teacher C 

Teacher C had five years of teaching experience and is a hearing male Child of IDeaf 

Adults (CODA), teaching a combination fourth-fifth grade class. Teacher C was with the 

Star Schools Project for only one year before he had to stay home to take care of his son on 

a full-time basis. In comparison with the other two teachers, he did not experience many 

struggles and challenges while teaching because of his strong teacher preparation and 

knowledge. Moreover, he has used BiBi teaching approaches before and during the Star 

Schools Project; thus, the information was not new to him. Though his attitudes toward 

ASL/English bilingualism remained the same, he felt that readings related to bilingualism 

refreshed and reinforced his practice. As a CODA, he has signed ASL all his life, and it is 

natural for him to use ASL for instruction and English for writing and reading. 

While observing Teacher's class, I noted that he taught effectively, fluently, and 

with confidence. I was impressed with the way students in his class were attentive and 

fully engaged in their work. He had good rappoit with the students and had minimal 

discipline problems. It was obvious that the students respected and even "adored" him. 

There is no argument that his characteristics aligned with those of effective and competent 

teachers serving deaf and hard of hearing students. As derived from several studies (Lang, 

McKee, &. Conner, 1993; Andrews & Franklin, 1996-1997) and developed in the course 

of my research, these characteristics, not necessarily in this order, are 

1. Empathy and respect for diverse children and their cultures. 

2. Knowledge of theories, methodology, and content areas. 

3. High expectations for students. 
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4. ASL/English competence and communication skills. 

5. Friendly and easy to talk to. 

Teacher C affirmed these criteria when he stated in the interview: 

1 believe that I have good rapport with students. They respect and like me. 

I don't have any major discipline problems. I set up high expectations upon 

students. They actually know what to do in their classrooms. They always keep 

themselves busy. 

1 feel that I have affected some students significantly—not all of them. 1 

know that they will be successful because I believe in them and my effective 

teaching. The role of teacher is important. It is important that the teacher has good 

ASL and communication skills in order to be able to teach effectively. 

While observing Teacher C's group discussion regarding the ASL videostory along 

with guided reading principles, I have seen that he set the level slightly above the students' 

levels and set high expectations for them. He encouraged and challenged the students to 

continue learning and provided adequate models for students. With his fluent ASL skills, 

he was able to apply all aspects of the language, including syntax, lexicon, and semantics 

to his teaching. Unfortunately, it is quite difficult to describe his teaching in enough detail 

to reveal his techniques which are far better seen than read. For example, in the interview, 

he discussed how he encouraged his students to comprehend the printed text after watching 

the ASL videostory. The following example of his classroom practice illustrates what 

Vygotsky (as cited in Wertsch, 1985) referred to as the zone of proximal development. 

Teacher C explained. 
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While reading a chapter book, the students watched the ASL videostory 

I developed myself before they read the printed text. I believe that it is important 

that ASL should be used as the dominant language to ensure comprehension of the 

story. First, they must develop the background knowledge necessary to 

comprehend the written text so that they won't be frustrated easily when confronted 

with an English text. The dominant language, ASL, enables them to readily access 

the information and participate in discussions about the various events, characters, 

etc. included in the story. Through these discussions and activities students will 

also develop a sense of "story" in both ASL and English. The more positive 

experiences they have with printed text, the more motivated they will be to continue 

reading and writing. The atmosphere in the classroom will be open and non-

threatening. Students should be presented with English text that provides a 

challenge as opposed to a level that is below their capabilities. The procedures I 

usually take during instructing the chapter book are 

1. Students watch ASL story based on the chapter book (one chapter at 

one time) which they will read. 

2. Students engage in discussion and ask questions (using ASL) about the 

ASL story (monitoring their background knowledge). 

3. I guide read by flrst finger-scanning English printed words/sentences, 

translating, signing, finger-scanning, fingerspelling, explaining 

concepts, and so on. Sometimes I do that either before or after the 

students read the chapter book. It depends on the dif^culty of the 

content and their prior knowledge. 

4. Students read the chapter book (one chapter at one time). 
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5. Students respond to comprehension questions in both ASL and printed 

English. 

6. Students summarize the chapter in both ASL and written English. 

7. Students complete various activities (e.g., retelling, role playing, 

drawing, writing, etc.) in both ASL and English related to the chapter 

book. 

8. Students are to be aware of the differences and similarities in both 

versions (ASL and written text) of the chapter. They use their 

knowledge of ASL to comprehend the written text. 

9. Students can consult the ASL videotape as they encounter any difHculty 

in reading. 

However for those with less proficiency, 1 [Teacher C] have students 

review written English questions as a group using an overhead. 1 write each 

question and students provide written responses on the overhead as well. As a 

group, students determine whether or not the responses are accurate. 1 rewrite, in 

correct English ( as necessary), the appropriate answers as provided by the 

students. They then are to be responsible to rewrite their answers. I use 

fingerspelling for a 5 to 10 minute period to ask questions about the story. They 

respond using fingerspelling as well. This activity increases fingerspelling 

comprehension as well as enhance fingerspelling production. 

Parents of my deaf students come up to me and express their gratitude for 

their children's successful reading. They are able to read chapter books 

independently. 

Even though Teacher C was quite familiar with existing theories related to language 

learning and ASL/English bilingualism, he explained his discoveiy: 
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In addition, I want to tell you what I have learned about guided reading. I learned 

that some deaf readers may prefer to read from the ending to the beginning of the 

sentence or seek words that they already know or are familiar with in order to 

start up a concept of the text. I told the students that they may choose any 

directions they prefer to read as long as they are able to comprehend the text. I 

realize that some of ASL syntax are not in the same word order as English. 

Students translate English words according to their own ASL syntax. 

As we closed the retrospective interviews, all of the participating teachers said that 

such ASLTEnglish teaching strategies are effective even though there are certain problematic 

areas in their use, as mentioned in their stories. For instance, like the other two teachers. 

Teacher C pointed out potential pitfalls if ASL/English bilingual education is used 

inappropriately. As a native ASL user, he argued that ASL and English should be treated 

equally; for instance, using ASL for developing background knowledge and English for 

reading and writing. In the interview. Teacher C stated. 

There are some interpretations that I don't agree with about using 

ASL/English instruction. Often times, people in such fields often treat ASL as a 

"tool" to "bridge" ASL and English. I don't agree with this . We should treat ASL 

and English equally. Both support each other. Deaf and hard-of-hearing children 

need both languages all their lives. I don't feel comfortable with what people say. 

For instance, they keep saying that it is important for us to master English or be 

able to read and write English. We need to improve English and so on. How? 

Here goes ASL! ASL can help deaf children bridge ASL and English. I have the 

feeling that people look at ASL as an inferior language or a "crutch." Why not 
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have children leam ASL and study it? Studying ASL and stotytelling helps them 

develop meta-cognitive skills. 

I understand that some teachers have struggled using both languages, ASL 

and English. I am fortunate that I have the mastery of both languages, ASL and 

English, and 1 am able to apply the bilingual theories to my teaching well. Actually, 

in fact, 1 am bilingual, using both languages all my life. 

When Teacher C returned to the NMSD after a one-year absence and taught Social 

Studies in the high school department, he said that he continued to use the ASL/English 

instructional techniques with the students and continued to have enjoyable and effective 

teaching experiences. He is one of the few fortunate teachers who is able to have such 

positive experiences. 

All of the teachers' stories brought to light a variety of dynamics which are 

elaborated on in the next section. Through their learning logs and interviews, teachers 

contributed their evolving experiences and the effective instructional strategies that emerged 

from their readings and dialogue. Moreover, their inquiry-based stories created significant 

impacts on their teaching of ASL/English literacy. 

Summary: Thematic Connections 

The concept of ASUEnglish bilingual education has been discussed for more than 

two decades (Charrow, 1973; Kannapell, 1974). During that time, researchers and 

practitioners have continued to point out that ASL is not a method of communication but a 

language. Two generations of researchers have demonstrated that ASL is a language 

independent from English, enjoying its own structural characteristics, its own lexicon, and 

its own rules for conversation. Nevertheless, as Teacher C mentioned, there has been a 

tendency in ASL/English bilingual education to equate the language used for 
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communication in school with the educational methodology or "tool" being employed. 

Furthemiore, "If ASL is not recognized as a language but as a teaching method, then ASL 

as well as the culture that it is embedded with can be easily discarded as another teaching 

fad" (Wollenhaupt, Wilkins, McDonald, Neuroth-Gimbrone, & Christie, 1991, p. 20). 

We also need to respond to questions of whether ASL should be taught as a first or 

second language for a deaf child who has English as a first language. Theoretically and 

practically, it should depend on each student's learning style and whether it is more 

"visual" or "auditory." If a deaf child acquired English as a first language before s/he 

became deaf, then is English truly accessible for the deaf child who does not hear English 

"around the clock"? How? 

Stone (1994) made a powerful point about ASL being taught for deaf children. 

She argued that there is one major disturbing feature here. There are numerous informal 

ASL classes and college credit courses offered to hearing students. Some of the students 

are interested in communicating with deafilih people and others study ASL linguistics. 

ASL is the fourth most used language of the USA, following English, Spanish, and 

French, yet deaf children themselves have been denied the opportunity to be taught ASL as 

a subject or to study their language in their own schools. In fact, during their school years, 

most leam ASL through interacting with other dea£^ people and peers (Gannon, 1981; 

Grosjean, 1982; Levesque, 1990; Philip & Small, 1990. Most schools do not offer ASL 

courses taught to deaf/hh students in the classroom in spite of the fact that ASL is 

recognized as a language and is the most used language by the Deaf Community. Also, 

ASL is recognized in residential schools as the dominant language that students leam and 

use among their peers. Because 90% of dea£1ih children have hearing parents who speak 

English, many educators as well as parents believe that English should be taught to dea£^ 

children because they need it when they integrate with the majority of English-speaking 

people in the U.S. (Luetke-Stahlman & Luckner, 1991). Stone (1994) explained that there 



169 

are several assumptions that ASL is replacing English, causing a decline in the academic 

growth of dea£^ children; paying attention to sign language academically, some argue, 

will only interfere with the student's "proper education"; and the possible subconscious 

behavior of the anti-ASL educators is that the linguistic unity of deaf people would foster 

"rebellion." Such fears inspire many educators to repress ASL and continue to emphasize 

the importance of learning English in order to function in mainstream society. 

Hence, if teachers are to realize the separation between language and method or 

tool, it is critical to examine possible reasons certain teachers continue to misunderstand or 

misinterpret—equating language with methods. 

In this study, teachers explored these issues through their reading, dialogue, and 

reflective learning logs. They came to these issues with differing backgrounds and 

capabilities. Some, like Teacher C, were more experienced and confident than others. 

Based on the flndings derived from the transcribed/translated data, I would like now to 

review the original research questions and to determine the responses to them. 

In what ways have teachers changed their behaviors and beliefs about 

teaching ASL and English literacy as a result of attempting a bilingual model in 

their classrooms? 

I observed several behaviors during all of these teachers' transformational process, 

including gains in self-esteem and confidence in teaching; they became more motivated and 

eager to attempt various strategies; and they were more articulate, explaining how education 

works to parents, professionals, and members of communities. For example, all teachers 

said that after attempting a bilingual model in their classrooms (i.e., fingerspelling), they 

noticed significant improvement among dea£^ students. These teachers were more 

conscious of their sign communication and instruction. Moreover, they better understood 

how existing theories work and can apply some of these to their teaching, even though 

most of the theories are designed for hearing learners. Most importantly, they believed that 
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ASL and English are both vital languages and equally impoitant for deaf and hard of 

hearing children. They continued to use the bilingual model during the two years of this 

study. 

What factors cheated teachers' perspectives regarding Deaf Education? 

Based on my observations, interviews, and teachers' learning logs, I found that two 

major factors affect teachers' perspectives on Deaf Education: attitude and knowledge base. 

First, all three teachers' attitudes were very positive and caring. Baker and Cokely (1980) 

described attitudinal deafness in which ones suppoits the values of the Deaf Community and 

respects Deaf people as a separate cultural group with its own values and language. Obviously, 

all of these teachers showed a great deal of respect for their students. 

For example, during my observations, I saw Teacher A express caring for and praise her 

students whenever they accomplished their work in her classroom; she also respected their self-

esteem and their languages. Teacher B recognized the impoitance of Deaf role models in the 

classrooms and their natural, effective teaching. Teacher C was a valued member of the Deaf 

Community throughout his life and demonstrated a great deal of respect to his diverse group of 

students. 

Second, it is crucial that teachers have a knowledge base of content, methodology, and 

exiting theories. Grossman, Wilson, and Shulman (1989) pointed out that the presence or 

absence of a knowledge base can affect the learning opportunities that teachers provide for their 

students. Teachers also need to understand children and their cognitive and language 

developments by studying a wide variety of theories as well as the history of deaf education so it 

won't repeat itself Based on the learning logs and interviews, all of these teachers recognized 

the importance of having a knowledge base of content, methodology, and existing theories. For 

example. Teacher A realized the importance of storytelling which promotes d^ children's 

ASL/English literacy. Teacher B experienced a similar discovery. Teacher C stated that the 

readings required for this study supported his lifelong beliefs. 
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What theories and/or reading strategies do teachers recognize as compatible and 

effective for teaching deaf students? 

According to their reflective learning logs and the interviews, the following were 

theories and/or reading strategies that all three teachers supported and used: 

1. First and second languages and acquisition 

These teachers acknowledged that ASL should be the primary language for most, if 

not all, dea£^ students because it provides full accessibility in a language-rich 

environment (e.g., Grosjean, 1998; Johnson et al., 1989; Mahshie, 1995; Nover, 1995). 

All three teachers used the primary language when introducing a lesson or a new concept 

and attempted to connect the concepts to English. All these teachers created an 

"acquisition-rich" environment in language for their students. For example, they modeled 

their ASL and performed storytelling. 

2. Fingerspelling 

All the teachers' comments supported several studies regarding the strong 

correlation between English print and fingerspelling (e.g.. Baker & Cokely, 1980; 

Blackburn, 1984; Hanson, 1982; Hirsh-Pasek, 1986, 1987; Kelly, 1995; Koehler, 1986; 

Lane et al., 1996; Mayberry & Waters, 1991; Padden & LeMaster, 1985; Padden & 

Ramsey, 1998). Throughout their stories, they demonstrated the use of fingerspelling 

effectively and with dedication during instruction. They proclaimed that using such a 

variety of fingerspelling techniques were quite practical for dea£^ learners. 

3. ASL/English Translation Model 

Teachers agreed that it is necessary to start with background knowledge before 

introducing and exposing the students to English print They believed that ASL storytelling 

should be used repeatedly in order to develop metacognitive skills. Once the students 

comprehended how their language worked, they were able to translate English print and 

explain the meaning of the text (Hirsh-Pasek & Trieman, 1982). 
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What are the effective ASL and English literacy teaching methods and/or strategies 

the teachers use to teach deaf students? 

All the teachers shared coinnion conunents indicating that their patterns of using the 

literacy teaching strategy represent the steps of instructional language. For instance, they 

used ASL first while instructing a "new" concept to help students get the "big picture" as a 

whole as well as checldng their prior knowledge. Then the teachers demonstrated the 

strategies of bridging what the students already learned and their language to a written text, 

using both ASL and English. Students attempted to comprehend the concept through the 

English print only. Afterwards, the teachers reviewed the concept with the students 

through ASL to assure their comprehension. Figure 12 is an example of process steps of 

instructional language uses that the teachers used while attempting the ASL/English 

bilingual model in their classrooms. The study of Freeman and Freeman (1998) supported 

such an approach of learning process from whole to part. 

Based on these overall findings, I present four major principles for teaching 

ASL/English literacy: 

1. Be fluent in ASL by being immersed in the Deaf Community. 

Immersion into the Deaf Community in order to acquire ASL more effectively 

means that a person is to mingle with Deaf people and use the language of the Deaf 

community constantly. For instance, one must see ASL used in a communicative situation. 

Communicative ability and grammatical accuracy in ASL are usually acquired quite rapidly 

in this manner. One needs to maintain cultural sensitivity by being immersed in the Deaf 

Community as well as interacting with parents of deaf/hh children. 

2. Have an understanding of ASL, Deaf Culture, linguistics, and human 

development. 

Teachers need to recognize and accept the dominant language of the Deaf Community as a 
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Figure 12. Process Steps of Instructional Language Uses 

ASL Only 
storytelling 

viewing videos 
discussion 

inquiry 

ASL -h English Qnlv 
Guided reading 
finger-scanning 

translation 
fmgerspelling 

English Qnlv 
silent reading 
writing texts 

printed words 
written questions 

ASL Only 
reviewing/retelling 
re-viewing videos 

discussion 
inquiry 

First Step —> Second Step —> Third Step —> Last Step 
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valid system of communication with its own legitimate fimctions. 

3. Design ASL and English as subjects for the purpose of relationship between 

these languages, and incorporate Deaf Studies in all academic subjects. 

Teachers should be able to demonstrate the ability to communicate effectively, both 

expressively and receptively, in ASL and have a solid understanding of the Deaf 

Community. S/he should carry out instruction in all areas of curriculum using ASL and 

Deaf studies with cultural sensitively. In other words, one is to respect and treat ASL and 

English equally and academically. 

4. Foster and facilitate young children's base language. 

Teachers should apply teaching strategies appropriate to distinct learning modes and 

developmental levels, even at the preschool level, taking into consideration how to foster 

and facilitate the children's language. Innovative techniques should be utilized to 

effectively and appropriately enhance the learners' language in the various content areas. 

In conclusion, I have shown the underiying patterns and commonalties of teachers' 

stories during the evolving process and their comments on the constnictivist teaching 

strategies gleaned from theories they learned. Even though their academic and personal 

backgrounds are indeed different, they shared the conunonality of commitment to the 

existing theories. They attempted the ASL/English bilingual model and embraced a BiBi 

approach. I believe that the major factors of their effective instructions were merely their 

sincere dedication, their open-mindedness, their willingness to take risks, and their 

conviction to follow through. 

The next chapter concludes with the implications and recommendations from the 

study. 
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CHAPTER 7 

DISCUSSION AND IMPLICATIONS 

Introduction 

This chapter discusses the implications of this study for methodology and research, 

teachers of ASL/English bilingual programs, and teacher education programs. I conclude 

with an outline of a model for teacher preparation based on my work at Western Oregon 

University and with my personal "teacher's story." 

Implications for Methodology and Research 

In the process of my research, I confronted a number of methodological issues. 

First, I realized there is a need for leadership by deaf researchers who are able to synthesize 

new methodologies, develop effective research designs, evaluate studies critically, and 

document successful strategies and programs for education. It is a challenge for us as 

researchers to present a new paradigm to which non-deaf professionals can adapt, because 

our perspectives and views of the world are quite different. 

I agree with Evans (1998) that the scope of the study and its findings show the 

value of the qualitative methodology as a mode of inquiry in deaf education. As mentioned 

earlier in the methodology chapter, it is quite unethical for non-ASL signing researchers to 

perform qualitative research without looking at themselves, their ASL skills, and their 

views of deaf people; otherwise, they are likely to perpetuate prevail ethnocentric and 

deficit biases upon their research. 

For instance, Mayer and Akamatsu (1999) argued it is not true that a deaf learner 

needs to have a solid foundation in their native language (ASL) in order to be able to leam 

the second language (English) in its written form, without exposure to the majority 

language through either speech or a manually coded system. Nowhere in their article do 

they mention the significant role of fingerspelling and ASL/English translation processes 
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which deaf readers use to connect their language to English print, as explained in Chapter 

5. Apparently the authors, non-ASL signers, are not aware of the existing techniques used 

by numerous deaf children of deaf parents for years. That is a reason why there is a need 

for leadership by ASL signing/deaf researchers who are able to change the lens of the 

research methodology. 

Nover (1993) also noted the tremendous need for more deaf-centered research and 

language planning efforts. In addition, the attitudes and relations between non-deaf 

professionals and the Deaf Coirununity must be explored in order to gain a better 

understanding and come to a resolution of what is often a conflict of perspectives. 

Kurzman (1992) claimed it is absurd for social scientists to debate the subjects' situation 

without letting them speak for themselves. Hearing social scientists hiring Deaf people 

simply as assistants for their research perpetuates colonization and the current power 

structure and promotes scientist/assistant stereotypes. In order for Deaf people to gain 

more control over the research in Deaf Education, hearing people must relinquish some of 

their power by collaborating with more Deaf researchers/trainers. Moreover, Deaf people 

have the right to see and comment on any researcher's work. Researchers will gain 

support for their projects if the work is shared and critiqued by Deaf people as part of the 

project itself. 

Collaboration of Deaf and hearing researchers may also contribute to a 

reconstruction of pathological views and to the development of a more appropriate and 

accurate theoretical framework that is uniquely fitted to Deaf Education. We need to refute 

deficit-driven theories with empirical evidence that demonstrates that Deaf people are not 

disabled. Woodward (1982) pointed out that "It is very improbable that Deaf people wiU 

ever achieve equality unless the Hearing society depathologizies deafness: thpt is, unless 

the Hearing society rejects the handicapped classification of Deaf people" (p. 75). 
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Finally, the members of the E)eaf Community need to strengthen and sustain ASL's 

rightful place in the education of the Deaf and the Deaf Community in order to demonstrate 

that education of the Deaf is not a failure. Rather, as the present study shows, children can 

succeed and excel when the conditions are "right" for their learning—that is, when teachers 

implement effective BiBi strategies and have high expectations for their deaf/hh students. 

Paramount to achieving this is leadership by Deaf researchers in the design, evaluation, and 

documentation of successful strategies and programs for education. Such action is ISO 

years overdue. This study, then, is one contribution to overturning the deficit-oriented 

research of the past. 

Teachers of ASL/English Bilingual Programs 

A primary motivation for this study is my desire for prospective teachers and 

teacher educators to rethink their views of us. Deaf people, as equal human beings and to 

treat our language, ASL, as equal to English. First, teachers must recognize American 

Sign Language as a living language and as the most appropriate language of instruction for 

deaf/hh students. This is not the same as an educational method. For several decades, it 

has been proven that ASL is a natural language in its own right. Therefore, ASL should be 

developed as a language, not simply as a tool to maintain English (and English hegemony). 

Teachers and professionals first need to recognize that ASL must be accepted as the natural 

language of Deaf people. Like the participating teachers in this study, teachers must 

maintain language competency and have a firm grasp of ASL, Deaf Culture, linguistics, 

human development, and bilingual/bicultural education. 

Studies of social and academic language development indicate that one of the 

potential pitfalls of bilingual education is the assumption that once children develop basic 

interpersonal communication skills in a second language, they also have developed higher-

order, cognitive academic proficiency in the language (Collier, 1995; Cummins, 1991). 
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For instance, basic interpersonal communication skills (BICS) are developed and expressed 

in such experiences as shopping, use of transportation access, writing a letter to a friend, or 

sending an e-mail message. However, the language proficiencies needed in these 

experiences do not necessarily mean the child will be able to perform more context-

reduced, cognitively demanding tasks—the sort of tasks required for higher literacy and in 

school. Collier (1995) claimed that it takes a child two to five years to acquire social 

language, whereas it takes a minimum of five-seven years to acquire the academic language 

necessary to succeed in school. 

To develop children's ASL/English abilities in both social and academic literacy, 

teachers first must have mastery of ASL and use it effectively for instructional and 

communicative purposes. I propose five major aspects of ASL mastery that teachers 

should be required to demonstrate prior to being able to teach. These points have been 

developed based on my 20 years of working with deaf and hearing professionals and 

children, as well as my studies at The University of Arizona. 

Flu^ngy 

For the purposes of this discussion, fluency refers to the presentation of a smooth, 

clear, and effective message in ASL. To be fluent in the language implies a clear 

presentation across a variety of contexts and situations. Fluency requires one to know how 

to use changes of register, lexicon, grammatical complexity, etc. according to the needs of 

the situation. 

For example, a fluent fingerspeller realizes that some aspects of fingerspelling such 

as lexicalized signs (e.g., the equivalents for car, job, bank) arc presented in a way that 

actually changes the production of the fingerspelled letters (Battison, 1978). ^though 

these changes are acceptable for lexicalized signs, such changes arc not acceptable for 

rcgular fingerspelled words. The fluent fingerspeller recognizes these differences. 
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The fluent flngerspeller is also able to adjust the speed, rhythm, and configuration 

of fingerspeliing within the context of storytelling to children or the teaching of children to 

emphasize rhythm and configuration and facilitate the understanding of a particular word. 

Fingerspeliing within typical, informal discourse seems to often be faster and places less 

attention on the configuration. 

Ruency does not only apply to fingerspeliing. It is necessary for the ASL user in 

the classroom to be able to make similar adjustments within grammatical, lexical, and 

discourse structures to ensure clarity and efficiency. 

Oualitv/Ouantitv 

Quality is the ability of an ASL user to match ability, quality, or register of ASL to 

the students' needs. Making such a match means that the teacher presents information at a 

level just above the students' assumed or perceived cognitive and linguistic capabilities. By 

setting the level slightly above the students' levels, teachers are utilizing what Vygotsky 

referred to as the zone of proximal development (Vygotsky, 1986; Weitsch, 1985). This 

encourages and challenges the students to continue learning and provides adequate models 

for students. Quality should apply to all aspects of the language, including syntax, lexicon, 

and semantics. Often, teachers who are not competent in this area may find themselves 

using simplified or "child-like" ASL with students when trying to explain a concept or idea. 

Quantity, on the other hand, indicates the amount of ASL that is used throughout all 

subject areas during the course of the day. It requires the teacher to be able to use ASL in 

all areas of study, with little or no intrusion of English. The teacher who is having 

"quantity" difficulties may find herself^himself using manual codes of English when 

teaching English or when attempting to explain new concepts. This creates further 

confusion among deaf learners. 
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Variety of Domains 

Mastery of a language requires that the user be able to express a number of ideas on 

any chosen topic. The competent ASL language user can discuss anything from sports to 

philosophy with students (Valli & Lucas, 1991), as well as move from the social language 

to the academic language (Collier, 1995; Cummins, 1991). Teachers should have the 

ability to exchange ideas with students on topics other than those presented in the academic 

curriculum being used. 

Textual Aspect of Genre 

Languages have specific ways of indicating subtle information such as changes in 

time and shifts of perception. These bits of information often help the person who is 

receiving the message to predict outcomes, prepare for topic changes, and understand the 

tone and perspective of the narrator. Different languages utilize different methods of 

presenting the signals. Within a certain language, signals may change according to the 

context and the genre being utilized. For example, a different ASL phrase would be used 

to open a fairy tale to show that it took place a "long time ago" (similar to once-upon-a 

time) versus the phrase that would be used when discussing an event which occurred in the 

past (see the example of the ASL sign in Figure 13. By using two different phrases, the 

teacher signals the students regarding the time aspects of the story and also the genre of the 

story by using different facial markers and movements. The skilled ASL user should be 

cognizant of these discourses of the language and be able to use them efTectively in the 

classroom. 
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Figure 13. ASL Sign: LONG-TIME-AGO/ONCE-UPON-TIME 

ONCE-UPON-TIME AN EVENT IN THE PAST 
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ASL Culture and Discourse 

Consider a situation in which a teacher is having a group discussion with students. 

The teacher asks a particular student a question. The teacher pauses while the student 

thinks about her/his response. How long does the teacher wait before providing some sort 

of assistance to the student? What does the teacher do to help the student think it through? 

How long does the teacher pursue the question before moving to another student? 

Numerous ethnographic studies (e.g., Acheson & Gall, 1997; Arends, 1997; Heath, 1983; 

Cummings, 1990; Erting, 1992; Feiman-Nemser and Remillard, 1996; Mather, 1987, 

1989; Zemelman, Daniels, & Hyde, 1993) suggested that those decisions made daily by a 

teacher are strongly influenced by culture. A Caucasian teacher may make these decisions 

quite differently than an Afirican American teacher (Heath, 1983). Deaf teachers may, 

similarly, perform much differently in the classroom than hearing teachers. The rules 

governing this questioning, modeling, probing, etc. are the rules of discourse for a 

language. It is important that teachers of deaf children are skilled in the area of ASL 

discourse and thus culturally sensitive to the structure of conversations in ASL. It is 

through such meaningful discourse, social interaction, and cultural dialogue that literacy is 

developed (Erting, 1982). A few common examples of ASL/English instruction may be 

helpful in illustrating this point. 

Example I- Translating method: 

Suppose a student is asked to dictate her/his story in writing from a videotape of a 

story in ASL. On the videotape, the student signs a particular item. The student is not able 

to think of an English equivalent for that sign. The teacher helps write the English 

vocabulary on the board that s/he feels is an adequate translation for the student's ASL. 

Due to the teacher's insufficient knowledge of ASL, the suggested word is not semantically 

correct. The method of translating from ASL to written English may be well intended; 

however, it can be a drawback if the teacher does not have adequate knowledge of ASL 
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Example 2 - Structure of explanatory discourse: 

Very common is the fact that after a teacher attends a workshop or any professional 

training to further develop teaching skills and/or gain knowledge in content areas, s/he is 

unable to effectively put to practical use what has been learned. Due to the fact that the 

teacher is unable to communicate effectively in ASL for the purpose of explaining new 

concepts or ideas, the information from the workshop cannot be transmitted to the students. 

Furthermore, lack of ASL grammatical competency can lead to the tendency to place signs 

in an improper context. This results in misinterpretation of the original intent of the 

message. James Woodward, at a 1978 conference on American Sign Language/English 

bilingual education, warned that if bilingual education is wrongly implemented, ASL might 

be blamed for the failure of the children if theories and studies of bilingualism are ignored. 

Therefore, as the present study shows, it is important for teachers to be involved in long-

term, sustained inquiry and reflection on their practice. 

Teacher Education Programs 

Here, I oudine a three-point action plan to reform teacher education programs as 

derived from the Guidelines for the Preparation and Certification of Teachers of Rilingual-

Bicultural Education (1982) and, more recendy, firom the Council on Education on the 

Deaf s (CED) Bilinyual-Bicultural Teachers of Deaf and Hard of Hearing Students: 

Professional Standards £1990). In fact, since 1996, the three-point action plan has been 

implemented in the teacher education program at Western Oregon University (WOU) based 

on the justification provided in Chapter 2. I will explain the rationale for the teacher 

education programs with an eye toward promoting more deaf-centered research. 

Moreover, it is my hope that this action plan will encourage prospective teachers to replace 
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naive or ignorant deficit-modeled beliefs with the reformed program in order to be more 

sensitive to the needs of deaf children. 

1. Study of American Sign Language: Linguistics, Literature, History, 

Culture 

To recognize ASL and accept the dominant language of the Deaf Community as a 

valid system of communication with its own legitimate functions, prospective teachers 

should be immersed in the Deaf Community in order to acquire ASL more effectively. This 

means that a person must interact with Deaf people and use the language of the Deaf 

Community at all times. Teachers must see ASL used in a variety of communicative 

situations. Communicative ability and grammatical accuracy in ASL are usually acquired 

quite rapidly in this manner and can assist prospective teachers in mastering ASL as the 

language of instruction. 

Those who go through three to four years of language learning (i.e., ASL courses) 

may then eventually immerse themselves in that culture and obtain the desired language 

skills not previously achieved. However, most individuals never make it to the point of 

total immersion and thus their ASL skills remain limited. 

Prospective teachers should demonstrate the ability to communicate effectively, 

both expressively and receptively in ASL, and have a solid understanding of the culture of 

the Deaf Community. The teacher should cany out instruction in all areas of curriculum 

using ASL with cultural sensitivity. 

2. Study of Human Development and Learning 

Prospective teachers with mastery in ASL and English should apply teaching 

strategies appropriate to distinct learning modes and development levels, even at the 
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preschool level, taking into consideration how differences in culture affect these and other 

learning variables. Innovative techniques should be utilized to effectively and appropriately 

enhance the learners' language in the various content areas. 

Also, the teacher should understand the relationships among language, culture and 

cognition and how they influence psycho-social development. The teacher should 

recognize potential linguistic and cultural biases of existing procedures when developing a 

program for the learner and be conscious of the learning process. 

3. Study of Second Language Learning and the Process of Bilingualism 

and Biculturalism 

The prospective teacher should understand theories of first and second language 

acquisition, differences between child and adult language learning, and their implications 

for the classroom. The teacher should recognize that the most important and useful 

theoretical point is the distinction between language acquisition and language learning 

(e.g., Krashen, 1988). Moreover, the teacher should respond positively toward behaviors 

involved in cross-cultural environments and be aware of the value of cultural diversity. 

Below I present a model of an existing teacher education program which applies 

Principles 1-3 above. 

WOU's Teacher Preparation: Deaf Education—An Existing Program Redesign 

Even though historical and other contributing factors continue to indicate the Deaf 

education system is flawed, it is difficult to comprehend why professionals have 

continued to "adhere to old and unsuccessful practices now that the evidence is in and 

scholars, educators, and community leaders alike are calling for change" (Lane, 1992, 
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pp. 169 -70). They have continued to fail to see that natural language acquisition for deaf 

children is via a visual/spatial language, ASL, which can facilitate learning English as a 

Second Language. 

It is a tremendous challenge for me to wrestle against the iron-clad system and the 

revamping of our Western Oregon University's (WOU) teacher education program. 

However, from one of my class texts regarding reform and program structures, 1 would 

like to apply the concept of "thematic programs" to teacher education in Deaf Education. In 

terms of thematic programs, Feiman-Nemser (1990) explained: 

An orientation refers to a set of ideas about the goals of teacher preparation and the 

means for achieving them. Ideally, a conceptual orientation includes a view of 

teaching and learning and a theory about learning to teach. Such ideas should give 

direction to the practical activities of teacher preparation, (p. 548) 

Moreover, 1 agree with Barnes' (1987) support for the use of thematic programs: 

Individual courses typically skim the surface of knowledge from a variety of 

disciplines that are thought to inform the teaching process without offering serious 

and in-depth study of these domains. Because field experiences typically are not 

articulated with the theoretical (albeit fragmented) views of teaching offered within 

campus-based courses, prospective teachers develop a sketchy vision of teaching, 

which frequently includes bits and pieces of professional knowledge but lacks of 

coherence, stability, and grounded justification for teaching practice, (p. 14) 

He further addressed the move to thematic programs as a response to the realization that 

traditional programs were too weak to have any impact on prospective teachers' thinking or 
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practice. I have personally seen that traditional programs embedded with pathological 

views and lack of diverse/cultural sensitivity exist among the majority of teacher education 

programs in Deaf Education. With the action plan that will be addressed shortly, like 

Barnes (1989), we who are involved in teacher education hope that a "set of coherent 

coursework experiences will significantly increase the power of formal teacher preparation 

to overcome students' naive conceptions about teaching and create alternative views of 

effective teaching practice" (p. 14). 

Similar to Michigan State, where teacher educators focus on teaching diverse 

students, on the use of education to promote social justice, and on the origins and 

organization of diversity in our society (Barnes, 1987), it is important that teacher 

educators of the deaf focus on American Sign Language and Deaf Culture as having equal 

status with English and so-called "Hearing" or mainstream American culture and to ensure 

that deaf children gain mastery of both languages. Hence, through my study of theories 

and practices of second language theorists from bilingual and English-as-a-Second-

Language (ESL) to teacher and teaching aspects, I gained the desire to pursue the 

application of theory and practice. This includes the work of my colleague and co-

researcher, Nover, whose research covers a framework for deaf education, bilingualism, 

and ESL in the "real worid" of the classroom as well as in teacher education. 

I modeled a redesign of our teacher education program with the concept of thematic 

programs as one of the program structures; however, this model of the redesign may apply 

to other teacher deaf education programs. I agree with Bames (1987), who said thematic 

programs may promote and "engender greater sensitivity to the importance of teacher 

expectations and to heighten expectations for all students" (p. 17). It is my goal to have 

prospective teachers undo their relatively naive or ignorant and "deficient-modeled" beliefs 

in the reformed program in order to be more sensitive to the needs of deaf children. 
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Many examples exist of the way in which the new program philosophy and course 

content use the findings of data-based studies. Using our teacher program as an example, 

the program modification presents the knowledge needs of prospective teachers as well as 

the process of learning to teach. To illustrate. 

Research 

1. Major studies agree that teachers' 

lack of sign language proficiency 

results in diminished semantic and 

syntactic modeling for deaf students 

(Akamatsu & Steward, 1987; 

Woodward & Allen, 1987). 

2. Deaf Students' lack of English language 

skills, more than a lack of vocational 

training or understanding of 

community resources, is responsible 

for unsuccessful transition into 

independent living employment 

(Freeburg & Sendelbaugh, in press). 

Program Modification 

Conversational ASL competency 

admissions criterion is established, 

and existing sign instruction has been 

strengthened. 

Teaching reading and language is an 

area heavily emphasized in 

courseworic and practice, and 

demonstration of mastery is required 

in practicum and student teaching. 

3. Lacking a mastery of English semantics 

and vocabulary, deaf people are mis

diagnosed when English-language-

oriented psychological test are used 

(Vernon & Andrews, 1989). 

Measurement and assessment 

designed for diverse deaf students 

are required, providing instruction 

in the administration of lests 

appropriate for use with deaf children. 
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4. Transition success (from school to 

living independently in the conununity) 

for deaf high school graduates greatly 

lags behind hearing graduates 

(Bullis, Freeburg, Bull, & 

Sendelbaugh, in press). 

Students are taught school-based 

intervention strategies that have 

implications for transition success. 

Transition Planning and Programming 

courses are added to the 

teacher education program. 

5. Graduate follow-up data demonstrate 

that first-year teachers lack experience 

in "start-up" requirements and activities 

during the first days of school. 

A 5-10 day September Experience 

is required of all students. 

6. The average reading achievement of 

deaf students completing school is at 

fourth-grade level (Allen, 1994). 

Language and Literacy and ASL 

and English teaching methods 

courses are offered. Teaching 

reading and language is an area 

heavily emphasized in coursework; 

demonstration of mastery is 

required in practicum and student 

teaching. 

7. For many teachers, the bilingual-

bicultural ^proach has meant the use 

of ASL as the language of instruction, 

teaching English as a second language. 

Introduction to Deaf and Hard-of-

Hearing Studies and Past and 

Present Issues in Deaf Education 

content address cultural aspects as 
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and offering speech instruction as an well as uniqueness of diverse 

elective (Livingston, 1997). individuals. 

The following presents an overview of the program which has the characteristics 

promoting mutual respect for each other's languages and cultures and suggests that the road 

is open to collaboration (see Appendix B for the program brochure). 

The Teacher Preparation: Deaf Education (TPD) Program at Western Oregon 

University was first established in 1960. In 1998, it was reconstructed to reflect more 

recent research findings and current best practices in the field. Based on lecommendations 

from program faculty, past and present students, teachers, supervisors, administrators. 

Deaf and hard of hearing adults, and the program's Advisory Board, the TPD now 

advocates an American Sign Language (ASL) /English approach to educating deaf and 

hard-of-hearing children. 

The primary focus of this program is to prepare teachers who 

1. communicate fluently and can teach effectively in both ASL and English; 

recognize and affirm the diverse cultural and ethnic backgrounds of all deaf and hard-

of-hearing (hh) individuals, 

2. are thoroughly familiar with Dea£^ children's development patterns and open to 

innovative ways of maximizing these pupils' potentials; 

3. understand the theoretical and methodological perspectives that undeilie professional 

competence; 

4. keep current in their knowledge of research findings in first and second language 

acquisition, American Sign Language (ASL) linguistics, bilingual education, English as 

Second Language (ESL), and related fields; 

5. collaborate effectively with both Deaf and hearing colleagues in ongoing professional 

pursuits; and 



191 

6. can assume a variety of roles and responsibilities, including but not limited to teaching: 

a. as a teacher in residential schools or self-contained classrooms where 

Deaf/hh students' peers are other Deaf/hh children for part or all of the 

school day; and/or 

b. as a resource specialist, who consults for or team teaches with the regular 

classroom teacher and/or works with small groups of Deaf/hh children to 

supplement their general educational program; and/or 

c. as an itinerant teacher, providing support services to regular classroom 

teachers in more than one school and direct service to the Dea£1ih students 

one-on-one or in small groups. 

The scope of the program is such that before admittance to the program, TPD 

applicants must demonstrate fluency in both ASL, the language of the American Deaf 

Community, and English, the language of the larger society. During the program students 

gain an appreciation of the unique multicultural nature of the Dea£^ community and 

become able to articulate the rationale for being proficient in ASL and English. The 

theoretical basis of this educational approach as well as a full spectrum of practical methods 

for its implementation are at the heart of the TPD Program emphasis. Upon graduation, 

TPD students are qualified to provide Deaf/hh children with enriched learning 

environments, whether in residential schools, self-contained classrooms, resource rooms, 

or itinerant settings. 

In sum, we have arrived at the 21st century, and most of the BiBi programs in 

schools serving deaf and hard-of-hearing children and the WOU-TPD program are in their 

infancy. We need to strive to support our gradual transformation while we continue to 

refine the WOU-TPD philosophy and characteristics. 
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Conclusion 

The BiBi approach is controversial even though there is almost universal agreement 

on the value of biculturalism in the education of dea£^ children. As with many things of 

value, it may take 10 to 20 years of maturation before we are able to see any actual results. 

I believe that this approach is a blessing for deaf children, and that given time, it will yield 

successful results. 

Th teachers' stories are insights into how professionals working with deaf and hard 

of hearing children see themselves in relation to the realm of deaf education and 

surrounding social structures. Their stories provide us with discursive tools to deconstruct 

the patriarchal assumptions of dea£^ as deficient and enable us to focus on and supersede 

the established norm. 

The participating teachers in the study found the ASL/English bilingual model to be 

effective and suitable for deaf and hard-of-hearing students. Through the videotape 

interviews and classroom observations, they claimed that such practical applications, 

ASL/English translation, fingerspelling, and guided reading are quite educative. However, 

they claimed that there is an extensive need for research to address problematic issues of the 

model. For instance, we need to address how deaf children can acquire their own base 

language (i.e., ASL) before being introduced to the second language (i.e., English) upon 

entering the school, what the role of hard-of-hearing children is in the ASL/English 

framework, and how teachers develop their ASL skills during instruction. Throughout this 

study, teachers continued to grow in confidence as they went through the transformational 

process. It was evident, that they enjoyed their teaching immensely. 

The study of these three teachers has clear implications for the preparation of 

teachers who wodc with dea£1ih students. Here, I have attempted to extend t}ie findings of 

my research to show how they are related to teacher education programs. One model is the 

program at WOU. We need more research-based programs such as this. 
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My Personal Story 

As a Deaf product of and an educator in the field of Deaf Education all my life, I 

have read and conversed with a variety of professionals who concur that for a century, 

research has continued to indicate that Deaf Education has been a failure. The failure of the 

Deaf to learn to read has been accentuated. Very little research has been conducted on the 

need for teachers' ASL competency for instruction and methodology. Deaf children have 

therefore been blamed for the very failures in teacher preparation that have ensured the 

children's inferior education. 

Several schools for the Deaf have adopted a bilingual/bicultural (BiBi) approach to 

Deaf Education, and 1 am delighted that these few schools were established to privilege 

ASL as the language of instruction. 1 have seen that deaf children at these school are able 

to feel at ease, expressing themselves in their own natural language in an environment that 

fosters their self-esteem. According to Collier (1995), learners like the deaf children at 

these schools need to learn the target language (English) and are motivated to do so. 

Through their first language, they are able to learn the target language in the context of 

formal instruction, with activities that stimulate children's knowledge and experiences. For 

instance, deaf leamers sign in ASL, their own language, in order to be able to understand 

English. They must comprehend the concept first in their own language before being able 

to read English print. Hence, the new knowledge is developed and applied through 

interactive tasks that stimulate their cognitive and academic development. 

Through these programs of BiBi education, I have seen that ASL/English teachers 

have often set the level slightly above the students' levels. They have utilized what 

Vygotsky (as cited in Wertsch, 1985) referred to as the zone of proximal development. 

They have encouraged and challenged the students to continue learning and provided 

adequate models for students. With their fluent ASL skills, they were able to apply all 
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aspects of the language, including syntax, lexicon, and semantics. I feel that these BiBi 

schools arc fortunate to have teachers with those ASL skills. 

While sitting in the BiBi classrooms documented in this study, even as I felt 

excitement and hope for the BiBi approach being used, 1 felt somewhat sad because I did 

not have the oppoitunity to leam my own language academically during my early school 

years as students at these schools do. In spite of the political turmoil and negative climate 

regarding bilingual education, these deaf students have continued to perform well 

academically and emotionally and are able to sign fluendy as well as read and write 

fluently. 

I strongly believe that within teacher preparation programs, teachers must 

demonstrate the ability to communicate effectively, both expressively and receptively, in 

ASL. They must also have a solid understanding of the culture of the Deaf Community. 

They also should carry out instruction in all areas of the curriculum using ASL with cultural 

sensitivity. This means that they should recognize and accept the dominant language of the 

Deaf Community as a valid system of communication with its own legitimate functions. 

Hence, it means that as Andrews and Franklin (1996-1997) stated, we need to 

actively recruit, prepare, support, mentor, and place deaMih teachers in teaching positions 

with young deaf children. However, as long as the majority of teachers are hearing, we 

must be assertive and innovative in order to attend to the immediate need of improving their 

preparation to teach Deafilih students. In other words, we must apply research, such as 

that presented here, to transform and enhance teacher education programs. 

I wish to conclude with a quotation that reflects the heart of this study and the 

challenge it presents. The quote is from Haim Ginott (source unknown). 

I've come to a frightening conclusion that I am the decisive element in the 

classroom. It's my personal approach that creates the climate. It's my daily mood 
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ihat makes the weather. As a teacher, I possess a tremendous power to make a 

child's life miserable or joyous. I can be a tool of torture or an instrument of 

inspiration. I can humiliate or humor, hurt or heal. In all situations, it is my 

response that decides whether a crisis will be escalated or de-escalated and a child 

humanized or de-humanized. 
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