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Abstract 

This study examined the question of whether there was 

a difference in the general school experiences of children 

who move to a new country with an entirely different culture 

and language and children who immigrate to a country with a 

language and culture that is similar to their native culture. 

It was noted that existing literature had stated that 

immigrant children's school experiences can be affected by 

any attitudes about the country of immigration and its people 

which they pick up from their parents as well as from the 

degree of parents' willingness to interact with the new 

culture. Based on these postulates, it was predicted that 

being·in a culture different from one's own makes for far 

more problems in school than merely language or academic 

difficulties. 

Subj ects in the study consisted of Arab families 

whose children were attending school in either the United 

states of America or the united Arab Emirate and who had one 

or more children in the fourth or fifth grades. All data 

were collected using researcher-designed questionnaires given 

to parents, children, and their teachers. 

Four research questions were formulated which 

examined the general school experiences of Arabic school 

children who immigrated to the United Arab Emirate or to the 

united states. 
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The findings reveal that U.A.E. parents held more 

positive views of their children's school experiences than 

did U.S.A. parents. However, children in both U.A.E. and 

U.S.A. show positive views in terms of general school 

experiences. Te~chers' perceptions of children's school 

adjustment and level of school success did not differ in 

association with cultural differences. 

Both descriptive (computation of frequencies and 

percentages) and inferential (t-tests, chi square) analyses 

were conducted. Findings revealed several differences in 

association with differences in the similarity/dissimilarity 

of the country of immigration to the country of birth for 

parents, children, and teacher groups. 

The study recommended that objective measures, more 

social variables, gender differences, time period of 

immigration, different level of schooling, language 

proficiency and method of teaching be investigated in the 

future. 

----- - --- - . __ ._ .. _-_._._---_._--_. __ ._-_ ... -



CHAPTER 1 

INTRODUCTION 

Background of the study 
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Is there a difference in the general school experience 

of children who move to a new country with an entirely 

different culture and language, and children who immigrate 

to a country with a language and culture that is similar to 

their native culture? The existing literature has not 

directly addressed this question. Rather, the focus has 

been on language problems and other academic difficulties 

experienced by bilingual/bicultural children. 

For example, research has focused on the use of 

language in the home and whether it is bilingual or 

monolingual (Krashen, 1982; Glazer, 1985; Rivers, 1987; 

Tikunoff, 1987; Suspanchek, 1989; Cloud, 1990; Figueroa, 

1990); on the need for a multicultural curriculum in 

working with non-dominant culture students (Grant, 1985; 

Westby & Rouse, 1985; Banks, 1988); and on the misdiagnosis 

of bilingual/bicultural students as learning disabled 

(Ambert & Drew, 1982; Cummins, 1983, 1984; Ogbu, 1985; 

Barona & Santos de Barona, 1987; Baca & Cervantes, 1989; 

Carasquillo, 1990). 

However, immigration has serious consequences that are 

not limited to language and/or related academic 



difficulties only (Phinney, 1991). As stated by Espin 

(1987): 

The unique stresses created by the process of 

immigration into another country and the need for 

grieving the loss of the home country and loved ones 

are important psychological processes confronted by 

all immigrants and refugees. (p. 489) 
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Espin (1987) goes on to note that additional side 

effects include feelings of strong grief, resentment, 

and/or anger over having been removed from their native 

environment which, for children, can affect their general 

experience in school. concerning children, Espin reports 

that their experience of school in the new culture can a1·so 

be affected by any attitudes abou~ .the host country and 

people which they pick up from their parents. For example, 

if parents convey the notion that the move is only 

temporary and they will all be happy when they move back 

home, this can have an adverse effect on the child's belief 

in the importance of learning a new language or adjusting 

to a new culture. 

"Culture" consists of traditional ideas and values 

with which a given group identified. Bilingual students 

are not simply students who speak two languages; rather 

they are students who are being exposed to two cultures, 

one of which is associated with their home life, and the 
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other of which is associated with their school life (Banks, 

1988) • 

Adjustment to two cultures can be especially difficult 

for students. The need to identify themselves with 

peers in domains such as values, attitudes, clothing, 

and fear of being ridiculed, may lead to a state of 

conflict between the home and the society . . . 

Potential conflict between the norms operating at home 

and those at school may arise if the rules of 

discourse in each area are very different 

(Carasquillo, 1990, p. 10). 

One way in which successful bilingual education and 

special education programs had taken student culture into 

account is in instruction. Specifically, he stated that 

bilingual education and special education teachers mediated 

ESL instruction by making use of their understanding of the 

student's home culture (Tikunoff, 1987). 

The perceived mission of American education had been 

the "Americanization" of all students who came under the 

schools' jurisdiction. As Grant (1985) put it, this 

consists largely of: 

. reconciling the reality of American's cultural 

pluralism with its vision of an Anglo-Saxon 

homogeneity. (p. 101) 
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In this view, the schools were perceived as 

instruments of the socialization of children, and: 

. . . places where children are drilled in cultural 

orientations, and where subject matter becomes to a 

very considerable extent the instrument for instilling 

them (Henry, 1963, p. 236). 

There are family-culture situations that may require 

direct intervention and change once cultural evaluation or 

assessment were completed (Figueroa, 1990). 

Another concern of bilingual special educators has 

been that the rich and diverse cultures, values, languages, 

and behavioral styles of minority cultures have not been 

viewed as valuable for the country, and as a result, the 

society as a whole is failing to preserve the multicultural 

pluralism that is the united states. 

Delpit (1988) noted that discussion of any pedagogical 

issues, be these in bilingual education and special 

education or in education in general, was really incomplete 

without an understanding of cultural differences and the 

power attendant to these differences in the educational 

system. 

Delpit (1988) stated that the way in which power 

affects bilingual education and special education 

instruction was that students (often members of a minority 

culture) were confronted with schooling experiences and 

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



instruction that directly reflected liberal, middle-class 

values and aspirations--aspirations and values geared to 

protect and maintain the power of the dominant culture. 
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Delpit (1983) recommended that for minority culture 

students, Educators use student's own cultural values as a 

foundation for teaching them both the subject material and 

the rules of power in the dominant culture. To this end, 

Delpit stated that teachers must either be members of 

students' culture or else well-versed in the culture; in 

this way, the use of culture to teach the rules of another 

culture, and so provide children with the means of gaining 

power in the dominant culture, can be accomplished. 

Taylor (1986), Linares (1983) and Saville-Troke (1983) 

noted that many children learning a second language were 

going through a traumatic period of acculturation. 

Therefore, teachers were not merely providing instruction, 

they were in a sense providing these children with therapy; 

that is, they were providing them with an intervention 

designed to help them adjust to the acculturation process. 

Taylor (1986) recommended that teachers should take 

into consideration the fact that students had preferred 

learning styles. These styles needed to be identified in 

students. Further, teachers needed to know the cultural 

rules of social and communicative interaction and use these 



in instruction. Doing so provided students with a low

anxiety environment within which to learn. 
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Teachers need to realize that for some children, the 

only setting in which the second language was ever heard 

was the classroom or school setting. She recommended that, 

if possible, teachers attempt to make this setting as 

similar to the children's familiar cultural setting as 

possible (Suspanchek). 

Adapted materials should be designed to include 

culturally appropriate motivation and relevance. Factors, 

variables, events, and situations that might motivate 

dominant culture students to succeed in school can be very 

different for students of another culture (Hoover and 

Collier, 1990). 

Hoover and Collier (1986) also pointed out that the 

instructional setting should be compatible with students' 

home culture. 

Figueroa (1990) stated that students' cultural needs 

should be part of psychoeducational assessment. He stated 

that cultural assessment serves three important functicns. 

First, the assessment provided educators with a description 

of the child's experiential world both outside of and in 

school. Thus, their perceptions based on their experience 

can be taken into account in designing lesson plans and 

selecting instructional materials. Assessment of student 

------- --------------------.-
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culture was also said to serve the function of 

contextualizing student scores and behavior indicators. A 

third function of cultural assessment was that of 

remediation. Such testing allowed for the determination of 

which instructional methods worked best for students. For 

example, many families attempted to help their children 

learn English by forcing themselves to speak only English 

at home; however, research showed that learning was maximal 

when family members spoke their primary language at home 

and let the school instruct in English. 

Both Espin (1987) and Phinney (1991) stated that 

children's experience of school in a new country can be 

debilitated if parents feel sauness, fear, or grief over 

the move and/or if they are unwilling to. socially interact 

with the citizens of the new country. 

Westby and Rouse (1985) felt that second-language 

acquisition was facilitated if family members were involved 

in helping students. 

Ravitch (1988) stated that "Conventional wisdom 

. for years had explained the low educational 

performance of minority children as a function of their 

cultural deficiencies or cultural disadvantage" (p. 268). 

Reassessment of the situation became possible when 

educators and theorists began to conceive of minority 

cultures as being valuable in themselves. The 

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



incorporation of the home culture into the classroom was 

the solution proposed for this problem. 

Most attempts at bicultural education had been less 

than successful (Glazer, 1985) and very little change had 

occurred in the dominant culture's view of those who 

persisted in belonging to another culture while living in 

their midst. 

17 

students who were outside the dominant culture 

operated at a double disadvantage. Perceived resistance to 

this kind of socialization resulted in increased risk of 

being labelled as learning disabled, because the competence 

of the student was assessed by an entirely different 

standard than the one to which the student was held to in 

the home environment (Ogbu 1985, 1986). 

The student's perceived inability to learn was 

unconsciously accepted by teachers as confirmation of the 

lower class status inferred by the teacher from cultural 

differences displayed by the child (Ogbu, 1986). 

The argument was that the effects of cultural 

differences in children who were socialized in homes and 

closed communities were described as cultural deprivation 

effects: (1) because home-culture socialization impaired 

the ability of these children to progress in terms of 

cognitive development; and (2) because the socialization 

~-----~ - _.,.- ----_._------- ._-----_.---_._----



had an adverse effect on their ability to function in 

school and in the larger society (Banks, 1988). 
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According to Banks (1988, racism is the major cause of 

most of the problems faced by bicultural/bilingual groups 

of students. 

Bilingual educators in general have been concerned 

with cultural deprivation effects whereby minority youths 

are socialized within homes and communities that prevent 

them from attaining cognitive skills and cultural 

characteristics needed for school and later career success. 

One of the primary concerns of bilingual special 

educators and bilingual educators has been the fact that 

ethnic and linguistic minority children often do poorly in 

school because instruction makes no provision for their 

native tongue. 

Similarly, Phinney (1991) has reported that bilingual/ 

bicultural children's experience of school can be affected 

by parents' desire to avoid interaction with those of the 

host culture. If, for example, one or both parents do not 

learn the language or if they avoid interaction with people 

in the culture by seek.ing only the company of fellow 

immigrants, this can negatively affect their children's 

ability to interact with non-immigrant children at school. 

What the cited literature shows is that while there 

has not been a direct and comprehensive investigation of 

--_.- - -_._-_ .. __ .. _---_._ ... __ . -
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the general school experience of immigrant children from 

cultures that are similar or dissimilar to their own, there 

is reason to believe that being in a culture different from 

one's own makes for far more problems in school than merely 

language/academic difficulties. Given this, it seems 

reasonable to wonder whether the effects of immigration on 

children's school experiences significantly differ 

depending upon whether the host country is similar or 

dissimilar to the children's native country. The study 

offers a research design geared to answer this question. 

statement of the Problem 

The research problem proposed for examination is an 

investigation of the general school experiences (academic 

and psychosocial) of two groups of Arab immigrant children: 

(1) a group of children whose families have immigrated to 

the United Arab Emirates (U.A.E.) from other Arab 

countries; and (2) a group of children whose families have 

immigrated to the U.S.A., from Arab countries (which are 22 

countries located between the Atlantic Ocean and the 

Persian Gulf, having the same history, same language, same 

religion to the same extent, same customs, values and 

social public awareness). The school experiences of the 

children will be assessed by having teachers and children 

complete researcher-designed survey instruments assessing 

both the academic and psychosocial experiences of the 

------- _._ ... _-------_ .. _----_ .. _--_ •... _- --



children. Also, parents will be surveyed for both their 

views of children's general school experiences and their 

fears and anxieties regarding the host culture. 

Research Questions 

The research problem can be characterized as an 

attempt to answer the following research questions: 

20 

(1) Do children's, parents' and teachers' views of the 

child's school experiences differ depending upon whether 

the child is attending school in a culture that is similar 

or dissimilar to the family's native culture? 

(2) Does the degree of fear, anxiety, unhappiness, 

grief, or regret experienced by parents and children differ 

depending upon whether families moved to a culture that is 

similar or dissimilar to their native culture? 

(3) Do children's and parents' ratings of their 

unwillingness to participate in the dominant culture differ 

depending upon whether families moved to a culture that is 

similar or dissimilar to their native culture? 

(4) Do teachers' opinions of the adaptation of 

children, their mastery of English, and their general 

success in school differ depending upon whether children 

are from families whose native culture is similar or 

dissimilar to the host country? 
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Assumptions and Limitations 

One major limitation of the study was the fact that 

the research was not able to use standardized measures to 

test any of the children involved, especially English 

proficiency. The use of such measures might have given a 

more accurate picture of children's level of school 

success. Also, there did not seem to be a direct 

equivalence between testing measures used in the United 

states and those used in the united Arab Emirates. 

The researcher designed questionnaires, however, were 

based on existing research of immigrant samples (Ambert & 

Drew, 1982; Banks, 1988; California state Department of 

Education, 1984; Tikunoff, 1987). It was assumed that the 

use of this work in developing the questionnaires added to 

their validity. Thus, despite documentation of the 

instrument's psychometric soundness, it was assumed that 

the questionnaires yielded rich and full descriptions of 

the experiences of these children in their new school 

environment. 

Another limitation of the study concerned response 

bias. People tend to provide answers to questionnaires 

(even anonymous ones) that they feel are socially 

"acceptable." In other words, parents may have felt that 

they had to present their school or their children in the 

best light and may have fabricated certain responses. 

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



Children may also have believed that it was disloyal to 

their parents if they expressed negative school 

experiences. The possibility of response bias due to the 

need to present a socially acceptable image is considered 

in interpretations of analyzed data. 

organization of the Remainder of the Dissertation 

22 

The first chapter of the dissertation delineated the 

basic nature of the research. The second chapter examined 

the review on the school experiences of bicult~ral/ 

bilingual children. The third chapter described and 

discussed the methods and procedures used in the collection 

and analysis of data. 

The fourth chapter of the study presents the findings 

observed for all performed analyses. Where necessary for 

purposes of elucidation, findings are illustrated in 

tables. The fifth and final chapter of the study 

summarizes the research, infers conclusions on the basis of 

findings, and formulates recommendations for future 

research. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 
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The study examined differences in the school 

experiences of immigrant children living in a country with 

a culture similar to their own and immigrant children 

living in a country with a culture that was dissimilar to 

their own. So that the research may be understood within 

the context of the existing research, this chapter examined 

the literature on bilingual and bilingual special 

education. 

It needs to be noted that-a good deal of the existing 

work has been conducted with non-immigrant groups (e.g., 

Mexican-Americans, Puerto Ricans, Native American, and so 

forth); however, the presumption was that bilingual/ 

bicultural students had similar experiences even if they 

were of non-immigrant status. 

The literature review examined some of the historical 

problems confronted by bilingual/bicultural children in 

American society, especially the tendency of school 

authorities to place these children in special education 

classes. Related research on bilingual and bilingual 

special education was also examined. 
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This research was divided into several discrete 

sections which included discussion of the general cultural 

variable and its effects, a discussion of pedagogical 

issues, language issues and current school practices in 

education a discussion about and special education of 

bilingual/bicultural students. 

Bicultural/Bilingual Children and the Problems 

of Special Education 

In the 1980 U.S. census, it was discovered that 7.9 

million school-age children were non-native English 

speakers. Of these, 12 percent or approximately 948,000 

children were believed to have had special education needs 

(U.S. Bureau of the Census, 1984). Bilingual/bicultural 

special education (individually designed special education 

programs which use the home language and culture of the 

children as part of the medium of instruction) had been 

designed to meet the needs of these students. 

The placement of immigrant children who spoke little 

or no English in special education classes needed to be 

looked at carefully. Teacher bias, assessment bias (in 

terms of both the instruments employed and the basis of the 

assessors), the nature of bilingual education efforts in 

the school, and the pedagogies employed all had significant 

effects on the decision that children were indeed in need 

of special education. In addition, placement in special 
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education classes of children who were not handicapped by 

anything other than not having learned the language of the 

dominant culture has had adverse effects on children's view 

of themselves and school. 

In the opinion of Ogbu (1985, 1986), the problem was 

one of class; specifically, he felt that insufficient 

attention had been paid to the nature of the class 

structure in the united states and the relationship between 

student achievement and teachers' class assumptions. 

Additionally, students' perceptions of teachers and of 

schooling were often based on values and opinions derived 

from the home culture and this created a conflict between 

instructors' assumptions and students' perceptions of 

teachers and their roles which resulted in serious 

misreading of student problems on the part of teachers 

(Ogbu, 1987a,b). 

The entirely disproportionate number of minority and 

low socioeconomic status students who were found in special 

education classes may be a sign of this misfit between 

class assumptions and home cultures. If, as Ogbu (1985, 

1986) suggested, certain students were at higher risk for 

being classified as in need of special education, clearly 

immigrant children who spoke little or no English also fell 

into this category. This was made more understandable by 

the fact that problems surrounding the educational 



achievement of racial and language minority groups in the 

United states had long been placed in the context of 

"culture." 

26 

In the 1960s, analysis of the racism and ethnocentrism 

of the dominant culture in America included the attempt to 

understand why cultural minority children (African

Americans and Hispanics, in particular) did so poorly in 

school despite the fact that they were obviously equipped 

with the same basic intelligence and abilities as the 

children of the dominant white culture. As noted by 

Ravitch (1988): 

Conventional wisdom . . . for years had explained the 

low educational performance of minority children as a 

function of their cultural deficiencies or cultural 

disadvantage. (p. 268) 

Reassessment of the situation became possible when 

educators and theorists began to conceive of African

American and other minority cultures as being valuable in 

themselves. The incorporation of the home culture into the 

classroom was the solution proposed for this problem. But 

the problem remained. Most attempts at bicultural 

education had been less than successful (Glazer, 1985) and 

very little change had occurred in the dominant culture's 

view of those who persisted in belonging to another culture 

while living in their midst. 
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The perceived mission of American education in this 

regard had been the "Americanization" of all students who 

came under the schools' jurisdiction. As Grant (1985) put 

it, this consists largely of: 

. reconciling the reality of America's cultural 

pluralism with its vision of an Anglo-Saxon 

homogeneity. (p. 101) 

In this view, the schools were perceived as instruments of 

the socialization of children, and: 

. . . places where children are drilled in cultural 

orientations, and where subject matter becomes to a 

very considerable extent the instrument for instilling 

them. (Henry, 1963, p. 236) 

As Ogbu (1985, 1986) had discovered, students who were 

outside the dominant culture operated at a double 

disadvantage. Perceived resistance to this kind of 

socialization resulted in increased risk of being labelled 

as learning disabled, because the competence of the student 

was assessed by an entirely different standard than the one 

to which the student was held to in the home environment. 

Also, the student's perceived inability to learn was 

unconsciously accepted by teachers as confirmation of the 

lower class status inferred by the teacher from cultural 

differences displayed by the child (Ogbu, 1986). 

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



The argument was that the effects of cultural 

differences in children who were socialized in homes and 

closed communities were described as cultural deprivation 

effects: (1) because home-culture socialization impaired 

the ability of these children to progress in terms of 

cognitive development; and (2) because the socialization 

had an adverse effect on their ability to function in 

school and in the larger society (Banks, 1988). 

It was easily answered that it was, in fact, the 

responsibility of the schools to provide instruction (in 

home languages as needed) in order to avert the first 

effect and to provide the orientation the students needed 

to avert the second effect. But it was not easy to root 

out the class-based assumptions that teachers made about 

the inherent learning abilities of bilingual/bicultural 

children. 

Barona and Santos de Barona (1987) have noted that: 
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Over the years, disproportionate numbers of minority 

and low socioeconomic status groups have been found in 

special education classes, and there has been much 

debate concerning the ability of these groups of 

individuals . . . . The phenomenon . . . is more 

understandable when viewed as a result of misdiagnosis 

and inappropriate procedures used in the assessment 

process. (p. 183) 
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The authors' words highlighted the importance of correctly 

identifying bilingual special education students. Proper 

identification served not only as a foundation for 

effective service delivery but also for making sure that 

educational services were indeed delivered to the 

population for which they were intended. 

There are currently'two broad categories of assessment 

used for bilingual, special education students. According 

to Cloud (1990), these are: (1) language proficiency 

testing used to identify bilingualism; and (2) 

multidisciplinary team assessment used to identify the 

nature of the student's handicap(s) as well as to decide on 

appropriate service strategies and delivery. Of 

multidisciplinary team testing, Cloud pointed out that 

assessment in this area was used not only to identify 

special needs students but also to formulate short-term 

instructional objectives and to suggest ESL teaching 

strategies and curricula. 

Cloud states that, at least at the identification 

stage, the two assessment procedures are not really 

independent of one another. For example, the 

interpretation of the results of students' language testing 

is most precise when considered in the light of sensorial, 

neurological, cognitive, and emotional/psychological 

findings derived from multidisciplinary team testing. 
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Ambert and Drew (1982) pointed out that specific 

assessment procedures used in both phases of testing were 

multiple and complex. The identification phase was 

characterized by these authors as involving observation and 

data collection in the following areas: 

(1) Student Variables - Generally, assessment of 

student variables consisted of data collection on sensory 

functioning; it included information about how a student 

received, organized and assimilated information that 

educational authorities considered critical to learning. 

(2) General Health Evaluation - Typically, general 

health information included the collection of data 

regarding possible prenatal/postnatal complications, 

childhood illnesses, trauma, and rate of growth data. For 

many children, lack of academic achievement was associated 

with poor health more than it was language or even physical 

handicaps; this was because poor health can result in 

consequences such as inability to concentrate or retain 

information which, in turn, limited academic attainment. 

(3) Language Performance Data - Observation and 

testing in this area included arriving at such 

determinations as: the language spoken in the home, the 

child's language use pattern, proficiency in native 

language, proficiency in second language, and the child's 

language preference. 

---_. - -- ------ ---------- --_._----- ------ --
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(4) sociocultural Background Information - Assessment 

in this area included information about the child's ethnic 

background, the child's level of acculturation to the 

mainstream culture, the degree to which the child 

maintained traditional cultural va.lues, and the 

socioeconomic status and composition of the child's family. 

(5) cognitive Development Information - Frequently, 

district-designed tests were used to collect this 

information; this form of assessment involved arriving at 

determinations about children's general knowledge, thinking 

skills, and use of basic concepts. Most of these tests had 

been designed to be culture-free and based on universal 

developmental standards. 

(6) Academic Achievement Information - This testing 

was aimed at establishing entry level performance 

indicators in reading, mathematics, and other selected 

content areas. Many educators felt that special education 

placement (especially in the area of learning disabilities) 

should show severe discrepancy between academic achievement 

indicators and ability indicators. 

(7) Emotional Adjustment Information - Parent-child 

interview, observation, and interview of pertinent others 

was often used to determine students' psychoemotional 

status. Usually, this testing was important if the family 

has expressed concern, if trauma was evident in family 
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history information, if the child had failed to show signs 

of adapting to a new culture, or if the child's behavior 

was extremely destructive. 

The diagnostic phase, according to Ambert and Drew 

(1982) used interview, review of previous records, and 

formal testing procedures. This phase of assessment was 

designed to collect the following information: 

(1) Language Proficiency Information - At this level 

of testing, language proficiency assessment was based on a 

school/district definition of what constitutes limited 

language proficiency. Such definitions varied across 

schools and districts as well as across geographical 

locations. 

(2) Attitude and Intelligence.Testing Information - A 

more precise evaluation of students' intellectual 

functioning was made at the diagnostic level of testing. 

Because of the bicultural/bilingual nature of students, 

there was an emphasis on using tests with psychometric 

properties that better accounted for the linguistic, 

cultural and experiential background of minority students. 

The key question that can be asked regarding bilingual 

/bicultural assessment was whether current-day assessment 

methods were assisting to better identify and serve 

bilingual special education students? In other words, were 



we doing a better job of assessment today than we were 

doing twenty-five years ago? 

Baca and cervantes (1989) noted that while current 

educational methods of assessment were indeed better than 

those used a few decades ago, there was room for 

improvement. Bilingual special education, the authors 

state, was a new and still evolving educational concern. 
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As more research is conducted in the area, the authors 

believe that assessment procedures will improve, especially 

in the direction of reflecting students' language and 

culture needs. Further, they state that better 

technologies (e.g., computer hardware and software) will 

emerge to meet the needs revealed by improved testing and 

assessment procedures. 

Another area of improvement has been discussed by 

Barona and santos de Barona (1987). The authors assert 

that one currently limiting factor in bilingual/bicultural 

education and special education was the plethora of 

assessment models (e.g., the medical model, the student

centered model, and so forth). 

Frequently findings had been different depending upon 

these different models because, depending upon the model 

utilized by a district and/or school, selected tests 

reflected different educational assumptions. According to 

Barona and santos de Barona (1987), assessment improved as 



these diverse models were integrated into a single 

multicultural model with more comprehensive yet more 

precise and statistically reliable eligibility criteria. 

Bilingual/Bicultural Education and Special Education 

Culture Effects 
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Banks (1988) noted that the core meaning of the term 

"culture" consists of traditional ideas and values with 

which a given group identified. Bilingual students are not 

simply students who speak two languages; rather they are 

students who are being exposed to two cultures, one of 

which is associated with their home life, and the other of 

which is associated with their school life. 

The cultural difficulties faced by bilingual students 

had been succinctly delineated by carasquillo (1990) who 

stated: 

Adjustment to two cultures can be especially difficult 

for students. The need to identify themselves with 

peers in domains such as values, attitudes, clothing, 

and fear of being ridiculed, may lead to a state of 

conflict between the home and the society . . . 

Potential conflict between the norms operating at home 

and those at school may arise if the rules of 

discourse in each area are very different. (p. 10) 

Successful bilingual education and special education 

programs take differences in students' home culture and the 



culture of their schools into account in the design and 

implementation of ESL education and special education 

instruction, materials, curricula, and activities. 

Tikunoff (1987) stated that one way in which 

successful bilingual education and special education 

programs had taken student culture into account is in 

instruction. specifically, he stated that bilingual 

education and special education teachers mediated ESL 

instruction by making use of their understanding of the 

student's horne culture. 
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Instructional mediation using student culture is said 

to occur in the following ways: 

(1) Bilingual Education and Special Education Teachers 

Respond to and Use Cultural Referents - The use of cultural 

referents can be both verbal and nonverbal. For example, 

in disciplining Hispanic students, teachers might refer to 

the student as "mijito," a term of endearment frequently 

used by Hispanics to convey a sense of fondness means "my 

son." In this way, the sting can be taken out of 

disciplinary action. 

(2) Bilingual Education and Special Education Teachers 

organize Instruction Using Home Culture's Rules of 

Discourse - When the school environment accommodates the 

rules of social interaction associated with the student's 

horne culture, it facilitates instruction. For example, 
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teachers assigning Navajo students to reading groups will 

often select groups based on tribal clans. Also, in ESL 

classes for Chinese students, teachers know that home 

culture dictates that students finish tasks and await new 

instructions rather than proceeding automatically to other 

work. Thus, they organize instruction to accommodate this 

characteristic. 

(3) Bilingual Education and Special Education Teachers 

Observe Values and Norms of the Home Culture - ESL teachers 

examine the underlying values of their instruction to make 

sure that they do not convey values and/or norms that are 

in conflict with students' home culture. For example, 

among oriental students, losing face causes embarrassment, 

therefore, teachers will often explain their instructions 

and the need to follow them explicitly as a matter of 

losing face. 

(4) Bilingual Education and Special Education Teachers 

Use Information from Limited English Proficient Students' 

Native Cultures - Instruction is often maximally effective 

when teachers base it on information about the culture. 

For example, important cultural holidays and celebrations 

can be celebrated and discussed in class. Moreover, many 

schools will have bilingual education and special education 

teachers prepare booklets and pamphlets about significant 

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



cultural events, norms and values for distribution to all 

teachers. 
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Hoover and Collier (1986) had noted that another way 

in which culture has been taken into account in education 

and special education ESL classes is through curricular 

adaptation (adapting, modifying, or supplementing the 

curriculum). In some cases the authors reported content 

was adapted to contain the same material in both languages. 

Since students also had special needs, Hoover and Collier 

point out that teachers needed to consider such matters as 

the degree of field-independence or field-sensitivity 

necessary for students to handle adapted materials. 

-- H~over and Collier (1990r-also noted that adapted 

materials should be designed to include culturally 

appropriate motivation and relevance. Factors, variables, 

events, and situations that might motivate dominant culture 

students to succeed in school can be very different for 

students of another culture. For example, the competition 

that so often motivates dominant culture students to 

maximum potential is offensive to many Indian children. 

Another recommendation for considering students' 

cultural needs recommended by Hoover and Collier was the 

examination of instructional strategies for relevance to 

children's acculturation experiences. In other words, 

teachers needed to be aware of whether students have 
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ssimilated the dominant culture sufficiently so as to learn 

from regular or standard instructional methods. 

Hoover and Collier (1986) also pointed out that the 

instructional setting should be compatible with students' 

home culture. However, they stated that, over time, 

efforts should be directed toward assisting students to 

become more comfortable with the culture of the public 

school. Regarding these efforts, Hoover and Collier (1986) 

state: 

Depending on the degree of experience and familiarity 

with particular stimuli in the instructional setting, 

the teacher will need to adapt the manner in which 

students are introduced to new settings. 

Additionally, the selection of an instructional 

setting should consider the student's different 

cognitive/learning style as well as cross-culture 

communication skills. (p. 239) 

Figueroa (1990) stated that students' cultural needs 

should be part of psychoeducational assessment for all ESL 

instruction. He stated that cultural assessment serves 

three important functions. First, the assessment provided 

educators with a description of the child's experiential 

world both outside of and in school. Thus, their 

perceptions based on their experience can be taken into 

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



account in designing lesson plans and selecting 

instructional materials. 
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However, Figueroa (1990) pointed out that a 

comprehensive assessment required more than one home visit 

and more than one exploration of the student's perception 

of the instructional program. It was recommended that 

evaluators take an ethnographic position in which, from a 

non-judgmental perspective, evaluators described the 

internal dynamics of a family (e.g., type of family 

teaching, or mediation in the home, relationships of family 

members with the larger society and so forth). 

Assessment of student culture was also said to serve 

the function of contextualizing student scores and behavior 

indicators. Figueroa (1990) explained that this sort of 

assessment was, essentially, directed toward determining 

norms for bilingual students against which a specific 

student was judged in a fair and objective manner. 

A third function of cultural assessment was that of 

remediation. Such testing allowed for the determination of 

which instructional methods worked best for students. For 

example, many families attempted to help their children 

learn English by forcing themselves to speak only English 

at home; however, research showed that learning was maximal 

when family members spoke their primary language at horne 

and let the school instruct in English. 
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Figueroa (1990) did point that there are family

culture situations that may require direct intervention and 

change once cultural evaluation or assessment were 

completed. For example, it may be determined that there 

are health risks, pathology, or illness in the home which 

presented a danger to students. In such cases, the school 

system and other pertinent authorities needed to take 

action to eliminate the danger to students. 

Pedagogy 

There were a number of pedagogical issues relevant to 

bilingualism education and bilingual special education. 

One of these issues was the pedagogical assumption that 

academic input should be simplified for these students. In 

other words, it was often assumed that bilingual education 

and special education pupils learned best when conceptual 

content and skills were reduced to their component parts. 

Cummins (1983) noted that based on this assumption, 

arguments had been made for favoring certain ESL teaching 

techniques and methods over others. 

One argument favored what Cummins terms the "maximum 

exposure" instructional technique which is that limited 

English proficient students needed to be exposed to as much 

English as possible. Another argument was against the 

instructional assumption that children needed their primary 

language in the home and English at school, stating that 
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this method retarded children's language development in ESL 

classes; Cummins termed this strategy the "linguistic 

mismatch" technique. Cummins (1983) characterized these 

two instructional arguments as follows: 

The opposing assumptions have dominated the policy 

debate about the effects of bilingual education: the 

linguistic mismatch and maximum exposure. The former 

holds that because students cannot learn in a language 

which they do not understand, a home-school language 

switch will result in academic retardation. According 

to the maximum exposure assumption the more exposure 

minority students receive to English in school, the 

more academic progress they will make. (p. 373) 

Regarding these arguments, the question that needed to 

be addressed was whether they were supported by existing 

research in ESL education and special education 

instruction? cummins stated that two types of research 

suggested that maximum exposure and linguistic mismatch 

assumptions were not supported. First, Canadian French 

Immersion programs found that immersion students tended to 

lag behind their monolingual peers in English language 

arts; however, they not only closed the gap by the fifth 

and sixth grade but in many cases surpassed their 

monolingual counterparts. These data, Cummins stated, 



showed that students performed well under home-school 

language switch conditions. 
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Second, Cummins (1983) noted that data from bilingual 

programs in the united states showed that there are 

similarities between learning a first and second language 

and at least some of what students have learned about using 

their first language can transfer over to their acquisition 

of the second language. 

Based on program evaluation findings, Cummins (1983) 

made the following recommendations: 

1) Educators should not advise minorities parents to 

switch to English in the home. 

(2) Educators should communicate to students that 

their bilingualism is a special achievement which they must 

value and develop. In other words, English should not be 

taught as a "preferred" language over the home language. 

3. Educators should examine instruction for the extent 

to which it is compatible with the way people acquire 

language skills. 

Delpit ~1988) noted that discussion of any pedagogical 

issues, be these in bilingual education and special 

education or in education in general, was really incomplete 

without an understanding of cultural differences and the 

power attendant to these differences in the educational 



system. Regarding culture and power, she reported the 

following truisms: 

1. Issues of power are enacted in classrooms. 

2. There are codes or rules for participating in 

power. 
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3. The rules of the culture of power are a reflection 

of the rules of the culture of those who have the power. 

4. If you are not a participant in the culture of 

power, being told explicitly the rules of the power culture 

makes it easier to acquire power. 

5. Those with the power are frequently least aware of 

its existence while those without the power are often most 

aware of its existence. 

Delpit (1988) stated that the way in which power 

affects bilingual education and special education 

instruction was that students (often members of a minority 

culture) were confronted with schooling experiences and 

instruction that directly reflected liberal, middle-class 

values and aspirations--aspirations and values geared to 

protect and maintain the power of the dominant culture. 

For example, in literacy instruction, Delpit (1983) 

noted that programs and materials often reinforced the pre

existing knowledge of dominant culture students giving them 

a feeling of confidence because they raised their hands and 

stated what they knew. On the other hand, because they 
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were not compatible with the culture of minority or 

bilingual students (and therefore these students do not 

already know the material), the same instructional program 

operated to make minority students look like they needed 

remedial work. Also, since they did not know what the 

other students seemed to know, such programs debilitated 

minority or bilingual students' sense of self-worth. 

Delpit (1983) recommended that instruction move away 

from decontextualized subskills and simplistic instruction 

for its minority culture students and instead use their own 

cultural values as a foundation for teaching them both the 

subject material and the rules of power in the dominant 

culture. To this end, Delpit stated that teachers must 

either be members of students' culture or else well-versed 

in the culture; in this way, the use of culture to teach 

the rules of another culture, and so provide children with 

the means of gaining power in the dominant culture, can be 

accomplished. 

Language 

Several publications have addressed the language of 

the student as part of instructional efforts in second 

language learning. Krashen (1982) stated that input has to 

be concrete and devoid of slang or idioms. sentences 

should be kept short and teachers should speak slowly. As 

part of the effort to provide comprehensible instruction, 



Krashen recommended that teachers conduct frequent 

comprehension checks by asking students questions. 
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As language comprehension grows, these questions have 

become more complex. Further, he suggested that teachers 

encourage comprehension through nonverbal as well as verbal 

method. Nonverbal methods are said to include pictures, 

puzzles, audiovisual materials, and facial expression. 

Another recommendation for accommodating students' 

language level discussed by Krashen (1982) was the 

minimization or avoidance of error correction. Krashen 

points out that too often error correction focused on 

grammar and phonics but held that this correction was 

unnecessary because if exposed to conversations with good 

language models, students gradually acquired proper grammar 

and pronunciation. 

Also, Krashen (1982) stated that ESL teachers can 

teach students how to use the English that they know as a 

basis for acquiring yet more English. This can be 

accomplished by working with students on how to start, 

maintain, and end conversations. In addition, students can 

be taught how to ask native speakers for help. In other 

words, the act of communicating is instructional and can 

serve instructional purposes. 

Like Krashen, Seymour (1986) feels that a pivotal 

element in second language learning is communication. He 
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recommended that ESL teachers emphasize the learning of 

communication skills rather than merely learning 

vocabulary, grammar and so forth. similarly, Cummins 

(1984) noted that how students' communicated in their first 

language often transferred over to their communication 

skills in the second language. 

To facilitate this transfer, Cummins (1984) 

recommended that teachers guide students through 

acquisition of reading and writing skills. In this way, 

they assisted students to see that all they were doing was 

really transferring skills they already knew. 

Westby and Rouse (1985) formulated a number of 

recommendations involving taking students' language levels 

into account in second-language learning. Specifically, 

the authors recommended that teachers encourage: (1) 

students to expand their range of appropriate responses; 

(2) peer interactions and conversations in whole and small

group contexts; and (3) learning how to use language in 

specific situations. 

Westby and Rouse (1985) also felt that second-language 

acquisition was facilitated if family members were involved 

in helping students. The authors felt that these 

activities should be low-context activities such as reading 

a library book. Also, family members should ask students 

~--- .. - -.- - --------------.-------------
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about the story and discuss the events that occurred in the 

book. 

However, Westby and Rouse (1985) felt that in-class, 

teacher-student interaction should contain a combination of 

low and high-context activities; this was because language 

development occurred as one used materials and objects in 

combination with oral and written language. Examples of 

such activities included making cookies from a recipe and 

talking about the calendar. 

Wong (1982) pointed out that teachers served the 

language needs of bilingual education and special education 

students best when they taught them thinking or learning 

skills ("learning how to learn"); he called these 

"metacognitive" skills. Such skills not only facilitated 

students' language learning; they also prepared and helped 

them to achieve in academic in general. 

Wong (1982) recommended several activities for 

metacognitive instruction. These consisted of teachers 

helping the student to: (1) determine what the learning 

task is; (2) reflect on what he knows or needs to know 

about the task; and (3) devise a plan for dealing with the 

task. Wong also suggested that teachers monitor students' 

progress in metacognitive skills by an ongoing evaluation 

of relevant outcomes. 

------ -- -----------------------------------
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The California state Department of Education (1984) 

formulated a number of recommendations for taking students' 

first- and second-language proficiency into account in ESL 

learning. First, it was noted that when acquiring a second 

language, students often incorporated the first language" 

into the conversation. It was recommended that teachers do 

not prohibit students from doing this as it facilitated 

students' comprehension in instances where their vocabulary 

in the second language wa insufficient for comprehensively 

thinking a matter through. 

The California state Department of Education (1984) 

also recommended that teachers create motivation situations 

for students. They noted that students were frequently 

more motivated when language situations and forms were 

based on student needs, desires, and/or interests. Also, 

practicing language in the context of real-life situations 

where students had honest desires to express their feelings 

and opinions was another means of motivating language 

learning. 

According to Rivers (1987), teachers needed to take 

students' language proficiency levels into account through 

flexibility in second language acquisition. In this 

regard, Rivers noted that teachers needed to be familiar 

with the many techniques and strategies used to assist 

second language learning. It was only by knowing the 
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complete repertoire of methods and materials that teachers 

were able to choose what was best for an individual 

student. 

Rivers (1987) also suggested that adults attempt to 

provide good language models for students by exposing 

children to such institutions as schools, churches, scouts, 

and other youth groups. Not only do such organizations 

model good language, they also model good citizenry and 

prosocial behavior. Moreover, modeling effects tend to 

work best when models are working with students on joint 

tasks which is what organizations such as scouts, youth 

groups and churches offer. 

Suspanchek (1989) noted that there were five primary 

requirements of all ESL teachers without which second

language learning was not effectively acquired. Each of 

these requirements were said to be a means of taking both 

first- and second-language proficiency levels into account. 

Specifically, she stated that teachers needed to: (1) 

understand the nature of language and communication 

processes in general; (2) understand both first-and second

language acquisition processes; (3) understand the 

cognitive and language demands of their particular 

classrooms; (4) know various approaches to second language 

learning and acquisition; and (5) be able to apply the 



principles of the various approaches in their own 

classrooms. 
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Suspanchek (1989) also discussed the importance of the 

general classroom environment. She noted: 

children acquire their first language in natural 

settings where there is sufficient comprehensible 

input. Although a second language might be acquired 

best in a similar atmosphere, many culturally and 

linguistically different children learn their second 

language in a limited number of settings. (p. 119) 

Suspanchek feels that teachers need to realize that for 

some children, the only setting in which the second 

language was ever heard was the classroom or school 

setting. She recommended that, if. possible, teachers 

attempt to make this setting as similar to the children's 

familiar cultural setting as possible. 

Taylor (1986), Linares (1983) and Saville-Troke (1983) 

echoed the sentiments of Suspanchek. These authors noted 

that many children learning a second language were going 

through a traumatic period of acculturation. Therefore, 

teachers were not merely providing instruction, they were 

in a sense providing these children with therapy; that is, 

they were providing them with an intervention designed to 

help them adjust to the acculturation process. For this 

reason, the authors recommended that this "therapy" be 



provided in the context of cultural values, attitudes and 

wishes regarding language learning and overcoming of 

language disorders. 
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In addition, Taylor (1986) recommended that teachers 

take into consideration the fact that students had 

preferred learning styles. These styles needed to be 

identified in students. Further, teachers needed to know 

the cultural rules of social and communicative interaction 

and use these in instruction. Doing so provided students 

with a low-anxiety environment within which to learn. 

Current Practices 

According to Banks (1988), American schools reflect in 

both p~licy and programs the concerns of bilingual special 

educators. He cited the following changes in schools: 

(1) Schools now have special ethnic students units and 

classes which focus on foods, holidays, and ethnic heroes; 

this is a reaction to the concern that curriculum contain 

courses and programs offering students ethnic content. 

(2) Schools now offer history courses and curricula 

specially designed to focus on the contributions made by 

minority people cultures to the building of America; this 

is a reaction to concerns that standard history content 

devalues minority students' sense of self-esteem by 

offering them no heroes with which they can identify. 
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(3) Bilingual special educators and bilingual 

educators in general have been concerned with cultural 

deprivation effects whereby minority youths are socialized 

within homes and communities that prevent them from 

attaining cognitive skills and cultural characteristics 

needed for school and later career success. As a reaction 

to this concern, schools are now offering compensatory 

education experiences to these children at very early ages, 

e.g., Head start and Follow Through. 

(4) One of the primary concerns of bilingual special 

educators and bilingual educators has been the fact that 

ethnic and linguistic minority children often do poorly in 

school because instruction makes no provision for their 

native tongue. However, today ESL instruction with not 

only a bilingual but a bicultural focus is taught in both 

urban schools and rural schools. 

(5) Today school programs include a variety of 

programs designed to reduce prejudice and racism; similarly 

attempts have been made to make curriculum materials and 

examinations free of racially/ethnically biased 

stereotypes. School norms have been revised and teachers 

are routinely provided with inservice training aimed at 

freeing them of stereotypes. 

These changes reflect bilingual educators concerns 

that racism is the major cause of most of the problems 
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faced by bicultural/bilingual groups of students. 

Moreover, such classes have special relevance for the 

bilingual education and special education student who often 

is discriminated against not only because of biculturalism 

but also because of his or her handicaps. 

(6) Bilingual special educators have noted that 

frequently biological and physical handicaps (special 

needs) underlay students' academic failures and that while 

education alone cannot eliminate the problem, it can be 

sensitive to the special needs of these students, 

especially when they are in the regular classroom 

situation. 

As a response to this concern, many schools now use 

cultural free IQ tests to help students determine their 

career goals, and the use of different career ladders for 

students who score differently on standardized tests. 

(7) Another concern of bilingual special educators has 

been that the rich and diverse cultures, values, languages, 

and behavioral styles of minority cultures have not been 

viewed as valuable for the country, and as a result, the 

society as a whole is failing to preserve the multicultural 

pluralism that is the United states. In response to this 

concern, schools have designed and implemented ethnic 

studies courses that are ideologically based. Further, 

~---.-.- ~ - - -_._-----------------------
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ethnic cultures and traditions. 
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(8) Different cultures have long been associated with 

different learning styles; however, bilingual educators and 

bilingual special educators have noted that American 

schools frequently failed to reflect these differences 

through the use of diverse instructional strategies based 

on the fact of different learning styles. However, today, 

many schools attempt to incorporate their knowledge of a 

culture and its particular styles of learning when 

developing instructional principles and programs. 

(9) To some extent, students must be taught the skills 

of assimilation. Bilingual/bicultural education and 

special education teachers have therefore called for 

programs that foster assimilation while preserving ethnic 

identity. schools have responded to this concern with a 

number of education programs that both preserve ethnic 

identity and facilitate assimilation. ESL classes are 

especially designed to attain this two-fold goal. 

It needs to be noted that not all educators agreed 

with the changes which had been taking place in schools in 

response to bilingual/bicultural education and special 

education concerns. For example, Glazer (1981) pointed out 

that all of these concerns, when they were originally 



conceived, were focused on helping students to overcome 

academic deficits. 
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However, over the years, Glazer (1981) noted, that the 

focus shifted to the ideological and as a result, a good 

many programs designed to integrate ethnicity/culture with 

course content and instruction became very political in 

approach. Moreover, because of their political affiliation 

and connections, such programs often varied depending upon 

which party was currently in power. The idea of correcting 

academic deficit, in other words, had taken a back seat to 

ideological and political concerns. 

Glazer (1981) provided an example of his point in an 

examination of a bilingual/bicultural court-order program 

for Spanish-speaking children New York. These children 

spend almost the entire day learning in Spanish as a result 

of the court-order. However, Glazer pointed out that after 

graduation, these children have to function in an English

speaking environment and they are not fully prepared to do 

so. 

Glazer (1981) also noted that people espousing 

cultural pluralism as an ideology were viewing the purpose 

and function of American education in a decidedly different 

manner than it had previously been viewed. He felt that 

the inherent separateness and fragmentation of the vision 

created conflict rather than unity among school pupils as 
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well as among society as a whole. Everyone viewed him or 

herself as special and different, unable to relate to such 

a thing as a "call to Americans." As he puts it, 

The U.S. in this vision remains the gathering place of 

nations, but the nation itself is a cumulative product 

of the distinctive streams that make it up, each 

maintaining language and culture. Could such a 

nation, one wonders, have fought World War I? The new 

vision insists that war is no longer a relevant test. 

Perhaps it is not. But the fear that the new 

responsiveness to ethnicity is undermining what has 

been on the whole a success will not go away. (p. 159) 

Role of the Community 

Bilingual/bicultural education and special education, 

as practiced in the United States, does not assign a large 

role to the community in terms of bringing community 

members into the classroom as part of the instruction 

process. Unfortunately, in far too many multicultural 

publications, the community is referred to as a sort of 

reservoir of parents who teach their children prejudicial 

views and values which have to be countered by school 

authorities. 

However, Bancroft (1978) noted that Europeans have 

programs which utilize community members by bringing 

together small groups of community people who work with 



students in their second language learning. Primarily, 

this work involves playing games and conducting simple 

conversations with students in the second language. 
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Ambert and Drew (1982) reported that in the united 

states, community involvement was often limited to bringing 

together the parents of bilingual education and special 

education children to assist in the writing and the 

approval of children's IEP. The need for parental 

involvement in the IEP process was succinctly addressed by 

the authors: 

The IEP process all too often "happens" to limited 

English proficient parents. They are informed in 

overly simplistic language of the district's desire to 

"help the child," and have little choice but to accept 

the benevolence of the 'experts.' ... As the process 

unfolds, frustration is felt by all parties because of 

the lack of a meaningful dialogue. (p. 80) 

Ambert and Drew (1982) reported that often many of the 

barriers to meaningful dialogue were broken down by 

bringing parents of bilingual education and special 

education students to gather in a group meeting at the 

community center. At these meetings, parents were oriented 

to the American education system and its rationale for 

education and special education services. They were given 
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training in the rEP process so that they were familiar with 

it once it began. Questions were asked and answered. 

Another way in which the community played a role in 

bilingual education and special education was addressed by 

Banks (1988). He noted that many areas of a city are 

ethnic areas that often celebrate ethnic-related events 

with community gatherings such as parades, bazaars, etc. 

Banks recommended that students be taken to these 

gatherings on field trips. 

Also Banks (1988) noted that a number of plays and 

music and movies showing at community theaters and 

auditoriums dramatize events and situations related to 

different ethnic groups (e.g.,-the movie "Sarafina," the 

play "Zoot suit" and so forth). He recommended field trips 

to these events. Similarly, many communities have special 

areas devoted to preserving the memory of a way of life 

lived by certain ethnic groups when they first came to 

America (e.g., Olvera Street, Solvang, etc.). Trips to 

these areas were also believed to be beneficial in terms of 

teaching bilingual education and special education children 

the rich ethnic heritage of American society. 

Banks (1988) also recommended that educators begin to 

view the people in the local community as knowledgeable 

sources for learning about culture. He stated that: 
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Teachers should invite local residents of various 

ethnic backgrounds to the classroom. In this setting, 

community people can share their experiences and views 

with students, relate their oral traditions, answer 

questions, give new outlooks on society • • • (p. 290) 

Commonly, the focus on the role of the community in 

bilingual/bicultural education is on how the community can 

help students in their learning. However, Banks (1988) 

pointed out that the students can also be of help to 

community members. 

For example, many senior citizens are lonely and 

isolated; often, they suffer from a debilitative sense of 

self-worth. By including senior citizens in school efforts 

to teach children the multi-ethnic and multicultural nature 

of American society (as well as their place in the 

society), students can help to enrich the social lives of 

these older people and thereby to increase their sense of 

self-worth. 

Another benefit of community involvement in bilingual/ 

bicultural education and special education that was 

discussed by Banks (1988) was that community involvement 

can be used to teach children about socio-political 

conditions in the community. Through interaction with the 

local community, students can learn about the ethnic 

distribution of the city, housing issues, and political 
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representation. Banks noted that older students can take 

advantage of public documents (e.g., city council and 

school board minutes, church records, etc.) to learn about 

their community. 

Summary 

This chapter examined literature relevant to bilingual 

education and bilingual special education. The historical 

trend to place bilingual/bicultural students in special 

education classes was examined. It was noted that many 

students of immigrant families remained at risk for special 

education placement; reasons were provided and discussed. 

Assessment of bilingual/bicultural education and 

special education students was also discussed. The point 

was made that assessment services are functions of not only 

identifying students but designing individualized education 

programs for them. Also, several forms of assessment and 

the many variables for which information was collected were 

discussed. The final point made was that while bilingual/ 

bicultural education and special education assessment had 

improved over the years, the most work remained to be done. 

Areas needing improvement were delineated. 

The second part of the review examined articles 

focusing on culture. Culture was defined and discussed in 

terms of the problems and difficulties confronting the 

bicultural student. Ways in which successful bilingual 
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special education programs tailor instruction and curricula 

to accommodate cultural concerns were delineated. Cultural 

assessment was discussed in terms of its impact on 

providing students with maximal ESL learning. 

The discussion of the cultural variable was followed 

by an examination of pedagogical concerns. Several issues 

were raised. The first was the issue of whether it was 

wise to provide English immersion instruction or to provide 

instruction which, in its early stages, primarily used the 

home language and only gradually shifted toward more 

English speaking. 

Also examined was whether children's parents should 

attempt to speak English in their horne. The relevance of 

culture for shaping the pedagogical concerns of American 

education in general and bilingual special education in 

particular was discussed. Literature related to the 

language learning of bilingual/bicultural students was also 

reviewed. Several methods and recommendations for 

accommodating students' existing levels of first- and 

second-language proficiency were delineated and discussed. 

The review examined articles related to school changes 

that reflect the concerns of bilingual special educators. 

Several changes were delineated. It was noted that not all 

educators agree with these changes and that some feel that 

in the shift from an academic to a ideological and 

--- --- ---------_.-._------_._._---
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political focus, correcting academic problems has become 

secondary. In addition,it was pointed out that while there 

is not a good deal of literature on the role of the 

community in facilitating bilingual education and special 

education students' ESL learning, the literature that does 

exist indicated that there were several ways in which the 

community can be used as an educational resource. 

These ways included field trips to ethnic events in 

the community and bringing community members into the 

classrooms. It was also noted that such learning 

activities have the potential for not only facilitating 

student learning but also for increasing the richness of 

lif~ for community members, particularly senior citizens. 

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



CHAPTER 3 

METHODS 

Restatement of the Problem 
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This study examined the general school experiences 

(both academic and social) of two groups of immigrant Arab 

children, a group living in the united states and a group 

living in the united Arab Emirates. Of interest was 

whether, in the opinion of parents, teachers, and the 

students themselves, living in a culture that was similar 

or dissimilar to their native culture contributed to 

significantly different academic and social experiences at 

school. 

Research Approach 

This study was descriptive in nature. According to 

Best (1981), there are five characteristics which 

distinguish descriptive research from other types of 

research. These are: 

(1) Descriptive studies are non-experimental in that 

they deal with the relationships between non-manipulated 

variables in a natural, rather than artificial setting. 

since the events or conditions have already occurred or 

exist, the research selects the relevant variables for an 

analysis of their relationships. 

------_.- ---------------------- ------- ------
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(2) Descriptive studies involve hypothesis formulation 

and testing. 

(3) Descriptive studies use logical methods of 

inductive and deductive reasoning in order to arrive at 

generalizations. 

(4) Descriptive studies often employ methods of 

randomization so that error may be estimated when inferring 

population characteristics from observation of samples. 

(5) The variables and procedures used in descriptive 

studies are described as accurately and completely as 

possible so that the study can be replicated by other 

researchers. 

Subjects 

Subjects in the study consisted of 180 immigrant Arab 

families whose children were attending, school in one of two 

geographic locations: (1) U.S.A., (Dearborn, Michigan, 

Tucson, Arizona, or San Diego, California) and (2) U.A.E. 

(state of Dubai). In Dearborn, Michigan and its suburbs, it 

is estimated that there are about 300,000 immigrants from 

the Arab world, representing most of the 22 Arab countries 

in the Middle East, but there are seven countries which are 

highly represented: Lebanon, about 100,000; Palestine, 

about 125,000; the balance corne from Syria, Iraq, Egypt, 

Yemen and Libya. Most of the Arab population hold 

professional positions or business enterprises. In Tucson, 
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Arizona, it is estimated that the Arab population is about 

2,000 to 3,000, consisting of students and working class 

people. In California, it is estiamted that the Arab 

population is between 200,000 to 250,000. Most of this 

population is working class. 

Dubai, united Arab Emirate, is an oil producing state 

and to a certain extent it is a trade center as well as an 

industrial center. The population is about 350,000. Seventy 

percent of this population are immigrants, holding working 

class jobs. 

In each location, local schools were contacted and 

asked to participate in the study. Those schools agreeing 

to· participate were asked to provide the names of children 

who had immigrated from non-U.A.E. Arab countries, and who 

had one or more children in the fourth or fifth grades. 

Subjects were children restricted to fourth and fifth 

grades in order to control for response variance due to 

maturational rather than cultural differences. 

All provided names were placed on a roster and 

contacted. A total of 143 families agreed to participate 

in the study. Of these families, 82 were living in U.A.E. 

and 61 were living in the U.S.A. 

Procedures 

Arrangements for completing the survey instruments 

were made with families agreeing to serve as subjects. At 
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these prearranged times, one of the parents was required to 

complete The Parent Questionnaire and children were 

required to complete The Child Questionnaire. Each child 

was required to provide the name of his/her teacher which 

was written on the child's completed test instrument. All 

teachers were then contacted by the researcher and asked to 

complete the Teacher's Survey. Questionnaires were 

administered by the researcher who translated the items 

into Arabic for all families that needed it. 

Instrumentation 

Three researcher-designed instruments were used in the 

study: (1) The Parent Questionnaire (see Appendix A) 

collected both parents' opinions of children's school 

success/general experiences and their feelings about having 

immigrated to a country different than the country where 

they were born; (2) The Child Questionnaire (see Appendix 

B) collected children's opinions of their degree of school 

success/general experiences and their feelings about living 

in a country different than the country where they were 

born; and (3) The Teacher's Survey (see Appendix C) 

collected teachers' views of children's school success/ 

general experiences. 

All questionnaire items were developed u~ing the 

existing research on the academic and social experiences of 

immigrant children. Most items utilized Likert-type 

--- -- - -------------------
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scaling which, according to Kiess and Bloomquist (1985), is 

amenable to analysis using parametric statistical 

procedures such as the t-test, the Pearson r correlation 

coefficient, and the analysis of variance, because the 

Likert-type scaling is said to yield equal-interval data 

when ordinal response categories are assigned numerical 

weights. 

In an effort to boost validity of the research 

instruments, first drafts of all test instruments were 

given to a panel with doctoral degrees in education, 

sociology and social work who possess knowledge about the 

education and school experiences of Arab children and are 

professors or administrators in either U.A.E. and the 

U.S.A .. Panel members were asked to make recommendations 

for improving the validity of these instruments. Where 

possible, these recommendations were used to develop second 

drafts of the questionnaires. These second drafts served as 

the final instruments used in the study. 

Ethical Concerns 

The names of all students were provided to teachers so 

that they can make an evaluation of each individual child. 

other than this, names were removed from all data and 

replaced by a coding for geographic location, gender, and 

grade level of the child. No identifying traits of 

parents, students, or teachers were left in data or 

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



68 

reported in the presented analyses. Also, parents and 

teachers were required to complete informed consent forms 

evidencing their willingness to participate in the study. 

Further, parents were required to sign an informed consent 

form evidencing willingness to allow their children to 

participate in the research. 

Data Analysis 

Collected data were analyzed using a variety of 

statistical procedures relevant to answering the study's 

four research questions. These statistical procedures were 

both descriptive and inferential. Descriptive statistics 

were used to compare U.A.E. groups on items pertinent to 

providing background information (e.g., educational level 

of parents, number of children in the family, and so 

forth) . 

Inferential analyses were conducted to test all 

research hypotheses. Since there were only two comparison 

groups (U.A.E. vs. U.S.A.), all conducted analyses were t

test analyses. 

All conducted analyses were performed using the 

conventional .05 significance level which is to say that 

findings were not termed significant unless only five out 

of one hundred times they could have been obtained on the 

basis of chance alone. The conventional significance level 

is selected because the existing literature did not 
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significance level. 
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CHAPTER 4 

RESULTS 

Introduction 
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This study's purpose was to investigate the general 

school experiences of two groups of immigrant families, 

those who immigrated to the U.A.E. from other Arab 

countries, and those who immigrated to the U.S.A. from Arab 

countries. Analyses performed on data collected from 

family members (parents, children) and teachers were both 

descriptive and inferential. The findings observed for all 

groups and both types of analyses are presented and 

discussed in this chapter of the study. 

Parental Data 

Descriptive Analyses 

A series of descriptive analyses (computation of 

frequencies and percentages) was conducted to compare 

U.A.E. and U.S.A. immigrant groups regarding: year of 

immigration, number of children, parents' educational 

level, fluency of parents in speaking the language of the 

immigrant country, and parents' general feelings about the 

country and schools in which they were now living. 

The first descriptive analyses performed compared 

U.S.A. groups with U.A.E. groups in terms of year of 

immigration, number of children, and parents' educational 

~~" ~ __ h ___ • ___ ._. ______ ~ ________ • __ _ 
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level. The findings observed for these analyses are 

presented in Table 1. Examination of this table indicates 

some differences in the two groups. First, most of those 

immigrating to the U.A.E. (71.95% did so from 1980 or 

after, while most of those immigrating to the U.S.A. 

(68.85%) did so before 1980. In other words, the families 

living in the United states had been immigrants for a 

longer period of time than the families living in the 

U.A.E. 

In terms of the number of children parents had, 

while frequencies and percentages were somewhat variable, 

both groups of parents had relatively large families. 

Findings observed for mothers' educational level, however, 

indicated that mothers living in the U.A.E. were a somewhat 

better educated group than mothers living in the U.S.A. 

Specifically, 85.37 percent of U.A.E. mothers had at least 

a high school education (or up), while only 60.77 percent 

of U.S.A. mothers had at least a high school education (or 

up). As for the educational level of fathers, these were 

roughly the same for both groups. 

Also of interest was determining how well families 

spoke the language of the country to which they had 

immigrated. Accordingly, U.A.E. parents were asked to 

estimate father, mother and child's ability to speak 

Arabic. They were also asked how often Arabic was spoken 



Table 1 
Descriptive Findings*: Year of Immigration, Number of Children, 

And Parents' Educational Level 

YEAR OF IMMIGRATION U.A.E. U.S.A. 
Freg. .1 Freg. .! 

Before 1970 0.00 7 11.48 
1970 - 1975 7 8.54 12 19.67 
1975 - 1980 16 19.51 23 37.70 
1980 - 1985 27 32.93 5 8.20 
1985 - 1990 24 29.27 6 9.84 
1990 - Now 8 9.75 8 13.11 
----------------------------------------------------------------
NUMBER OF CHILDREN U.A.E. U.S.A. 

Freg. .1 Freo. ! 
One 5 6.10 4 6.56 
Two 18 21.95 6 9.84 
Three 30 36.59 10 16.39 
Four 16 19.51 6 8.84 
Five 5 6.10 11 18.03 
six or More 12 25.10 22 36.07 

MOTHERS' EDUCATION U.A.E. U.S.A. 
Freg. ! Freg. ;[ 

None 7 11.48 
Elementary 8 9.76 15 24.59 
High School 27 32.93 19 31.15 
College and Up 43 52.44 18 29.51 
----------------------------------------------------------------
FATHERS' EDUCATION U.A.E. U.S.A. 

Freg. .1 Freg. ;[ 
None 
Elementary 6 9.84 
High School 19 23.17 16 26.23 
College and Up 63 76.83 37 60.66 

* Frequencies and percentages are not aligned due to the failure 
of subjects to complete all test items. 
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in the horne and whether they believed that it was important 

to speak the immigrant language in the horne. 

Descriptive findings (frequencies and percentages) 

observed for these data are presented in Table 2. As can 

be seen from inspection of the table, the majority of 

mothers, fathers and children were relatively fluent in 

Arabic. They speak it at horne and feel that doing so is 

important. 

Similarly, U.S.A. families were asked to rate their 

English speaking abilities. In addition, they were asked 

to rate how often they spoke English at home and whether 

they believed it to be important to speak English at horne. 

Descriptive findings observed for English data are 

presented in Table 3. 

As can be seen from Table 3, there was a good deal 

of variance in all family members' ability to speak 

English, although fathers tended to speak it somewhat 

better than mothers or children. Also, most parents felt 

that it was important to speak English in their homes and 

did so at least occasionally or more frequently. 

In an effort to get a general notion of how parents 

felt about their country of immigration as well as its 

educational system, parents were asked to respond to 

several questions addressing these topics. Inspection of 

Table 4 reveals the following: 

------_ .. -- ------- -------------- --- .. - -
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Table 2 
Descriptive Findings: Ouality of Arabic Spoken by Families 

MOTHER SPEAKS ARABIC 

Extremely Well 
Very Well 
Moderately Well 
Moderately poorly 
Very poorly 
Extremely Poorly 

FATHER SPEAKS ARABIC 

Extremely Well 
Very Well 
Moderately Well 
Moderately Poorly 
Very poorly 
Extremely Poorly 

Freg. 
73 

7 
2 

Freg. 
82 

U.A.E. 

89.02 

U.A.E. 

8.54 
2.44 

100.00 

CHILD SPEAKS ARABIC U.A.E. 

Extremely Well 
Very Well 
Moderately Well 
Moderately Poorly 
Very Poorly 
Extremely Poorly 

Freg. .1 

68 
10 

4 

82.93 
12.20 
4.87 

-------------------------------------------------------------
How often Arabic Spoken 
at Home 

Always 
Almost Always 
Frequently 
Occasionally 
Very Poorly 
Extremely Poorly 

U.A.E. 
Freg. .1 

57 
25 

69.51 
30.49 

- --------------------------------------------------------------
Do you think it important to U.A.E. 
speak Arabic at Home Freg. 

No 
Yes 6 

76 
7.32 

92.68 

* Frequencies and percentages are not aligned due to the failure 
of subjects to complete all test items. 



Table 3 
Descriptive Findings: Quality of Engligh Spoken by Families 
who live in the U.S.A. 

MOTHER SPEAKS ENGLISH 

Extremely Well 
Very Well 
Moderately Well 
Moderately Poorly 
Very Poorly 
Extremely poorly 

Freg. 
5 

22 
7 

16 
9 
2 

U.A.E. 
1 

8.20 
36.07 
11.48 
26.23 
14.75 

3.27 
-------------------------------------------------------------
FATHER SPEAKS ENGLISH 

Extremely Well 
Very Well 
Moderately Well 
Moderately poorly 
Very Poorly 
Extremely Poorly 

CHILD SPEAKS ENGLISH 

Extremely Well 
Very Well 
Moderately Well 
Moderately Poorly 
Very Poorly 
Extremely Poorly 

How often English Spoken 
at Home 

Always 
Almost Always 
Frequently 
occasionally 
Very Poorly 
Extremely Poorly 

Do you think it important to 
speak English at Home 

Yes 
No 

Freg. 
12 
35 
10 

4 

Freg. 
7 

10 
15 
21 

8 

U.A.E. 

19.67 
57.38 
16.39 
6.56 

U.A.E. 

11.48 
16.39 
24.59 
34.43 
13.11 

U.A.E. 
Freg. 1 

5 

32 
19 

5 

8.20 

52.46 
31.14 
8.20 

U.A.E. 
Freg. 1 

45 73.77 
16 26.23 

* Frequencies and percentages are not aligned dUe to the failure 
of subjects to complete all test items. 
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Table 4 
Descriptive Findings; Parent Perceptions of country of 

Immigration And Its Schools 

QUESTIONS 

How does this country's 
schools compare to schools 
in your country 
Better 
About the Same 
Not as Good 

Are you comfortable in 
this new country 
Very Comfortable 
Comfortable 
Slightly Uncomfortable 
Very Uncomfortable 

U.A.E. 
Freg. 

55 
15 
12 

U.A.E. 
Freg. 
69 
10 

2 

Are there serious drawbacks U.A.E. 

1 

67.07 
18.29 
14.63 

1 
84.15 
12.20 

2.44 

about living in country Freg. 1 
Yes 14 17.07 
No 67 81.71 

Do you plan to return to U.A.E. 
your country permanently Freg. 1 
Yes 79 96.34 
No 2 2.44 

U.S.A. 
Freg. 

42 
l.l. 

8 

U.S.A. 
Freg. 

46 
15 

U.S.A. 
Freg. 

35 
24 

U.S.A. 
Freg. 

8 
51 

1 

68.85 
18.03 
13.12 

1 
75.41 
24.59 

1 
57.38 
42.62 

1 
13.12 
83.61 

----------------------------------------------------------------
Would you be pleased if 
your children returned to 
your country when older 
Yes 
No 

How did you feel about 
moving to this country 
Wanted it Very Much 
Wanted it Average Amount 
Wanted it Only A Little 
Very Uncomfortable 

Would school performance 
better in your country 
Much Better 
Somewhat Better 
About the same 
L':'ttle Worse 
Much Worse 

be 

Freg. 1 Freg. 1 
LA, £).·E d. ·)A 

40 48.78 4 6.56 
31 37.80 55 90.16 

U.A.E. U.S.A. 
Freg. 1 Freg. 1 
66 80.49 33 54.10 
10 12.20 25 40.98 

U.A.E. U.S.A. 
Freg. 1 Freg. 1 

5 6.10 
6 7.32 17 27.87 

52 63.42 21 34.43 
18 21.95 10 16.30 

11 18.03 
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(1) Both U.A.E. and U.S.A. groups felt roughly the 

same about schools in the country of immigration with most 

parents feeling that the schools in the country of 

immigration were better than the schools in their own 

country. 

(2) Families living in the United States felt quite 

different than families living in the U.A.E. regarding 

whether they believed that serious drawbacks were 

associated with living in their country of immigration. 

specifically, only 17.07% of U.A.E. families felt that 

there were serious drawbacks associated with living there. 

However, 57.38 percent of the U.S.A. families perceived 

serious drawbacks to be associated with living in America. 

(3) Most families (96.34%) living in the U.A.E. 

planned to return to their country on a permanent basis; 

however, only 13.12 percent of the families living in the 

U.S.A. planned to return to their country on a permanent 

basis. 

(4) The vast majority of parents in both groups 

wanted to immigrate; however, the percentage wanting it 

"very much" was larger for the U.A.E. (80.49%) than it was 

for the U.S.A. (54.10%). 

(5) Approximately 13 percent of the U.A.E. families 

felt that their children's school performance would be much 

or somewhat better in their own country. However, 27.87 

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



percent of the U.S.A. families felt that the children's 

school performance would be much or somewhat better if 

children were attending schools in their own country. 

Inferential Analyses 
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Do parent perceptions of their children's school 

experiences differ depending upon whether they are U.A.E. 

immigrant families or U.S.A. immigrant families? The 

answer to this question was determined through a series of 

t-test and chi-square analyses comparing U.A.E. and U.S.A. 

parent responses to several questions about their 

children's school experiences. The findings observed for 

the performed t-test analyses are presented in Table 5. 

As can be seen from examination of Table 5, analyses 

revealed several differences in parent responses. The 

nature of these differences can be summarized as follows: 

(1) U.A.E. parents viewed their children as 

evidencing better progress in school than did U.S.A. 

parents. 

(2) Teachers were viewed as more helpful by U.S.A. 

parents than by U.A.E. parents. 

(3) U.A.E. children were viewed as spending 

significantly more time on their homework than U.S.A. 

children. 



Table 2. 
Findings Observed for t-test Analyses of Parent Perceptions 

of Children's School Experiences 

QUESTIONS 

Hbw do you rate your 
child's school 
progress 

Does the child make 
friends easily at 
sch,jol 

Do teachers help as 
much as they are 
needed to 

How much time does 
child spend on 
homework 

Has child assimilated 

U.A.E. 
Mean S.D. 

4.37 1.62 

U.A.E. 
Mean S.D. 

4.18 1.56 

U.A.E. 
Mean S.D. 

4.02 1.12 

U.A.E. 
Mean S.D. 

4.57 1.17 

U.A.E. 
~ S.D. 

to the new culture 3.83 0.49 

U.A.E. 
Mean S.D. 

Is school compatible 
with home culture 5.94 0.24 

* p<.05 
**p<.Ol 

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

U.S.A. 
Mean S.D. 

3.46 0.79 5.33** 

U.S.A. 
Mean S.D. t 

4.03 0.82 0.69 

U.S.A. 
Mean S.D. t 

4.36 0.80 2.0·0* 

U.S.A. 
Mean S.D. t 

2.11 0.67 14.79** 

U.S.A. 
~ S.D. 

3.18 1. 06 4.90** 

U.S.A. 
Mean S.D. 

2.39 1.08 28.70** 



(4) U.A.E. children were viewed as having a higher 

level of assimilation to the new culture than U.S.A. 

children. 

80 

(5) U.A.E. parents perceived higher levels of 

compatibility between school and the home culture than did 

u.s. A. parents. 

In terms of children's school experiences, parents 

were asked to comment on whether their children were in 

special programs or extra-curricular activities. About the 

type of these activities, they said their children were 

involved in sports such as football and social activities 

such as school plays and school media. Also, parents were 

asked if they felt that they would help children with their 

homework, and whether they thought the child would learn 

more if he or she was going to school in the home country. 

The frequencies and percentages observed for parent 

responses to these questions are presented in Table 6. 

When U.A.E. parents were asked about problems that 

their children were experiencing in school, most of the 

parents said that their children were happy and there were 

no problems. However, one parent said that teachers did not 

give the right grades; another said that school curriculum 

contained unnecessary materials. Another comment was that 

there was not enough social and physical activities for 

their children. 
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On the other hand, when we asked the same question 

of the U.S.A. parents, they expressed their fear of their 

children's exposure to junvenile crime, school violence, 

drugs and sexual freedom that is rampant in the schools. 

The language difficulties their children were experiencing 

was the least thing they were worried about. 

In order to determine whether U.A.E. parents 

differed from U.S.A. parents in their response to these 

additional questions, four Chi Square Analyses were 

conducted, one for each question. The findings observed 

for these analyses revealed: (1) No significant difference 

between groups in special programs (Chi Square = 0.32; 

df=1; p>.05); (2) U.S.A. children were enrolled in more 

extra-curricular activities than U.A.E. children (Chi 

Square = 60.36; df=1; p<.01); (3) No differences in 

parents' ability to help with school work (Chi Square = 

0.159; df=1; p>.05); and (4) U.S.A. parents were more 

inclined than U.A.E. parents to believe that their children 

would have learned more in their own country (Chi Square = 

4.42; df=l; p<.05). 

The next series of analyses examined whether degree 

of fear, anxiety, unhappiness and regret experienced by 

parents differed depending upon whether they immigrated to 

the U.S.A. or the U.A.E. These analyses were t-tests 

conducted to compare U.A.E. and U.S.A. parent responses to 
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Table 6 
Descriptive Findings Observed For Additional School 

Experience Ouestions 

QUESTIONS 

Is this child in a 
special program 

Yes 
No 

Is child enrolled in 
any extra-curricular 
courses 

Yes 
No 

Can you help with the 
child's schoolwork 

Yes 
No 

Would your child learn 
more in your own country 

Yes 
No 

~---~--- - ------------------

U.A.E. 
Freg. ;[ 

7 8.54 
72 87.80 

U.A.E. 

Freg. ;[ 

5 6.10 
76 92.68 

U.A~E. 

Freg. .1 

30 36.58 
41 50.00 

U.A.E. 
Freg. .1 

13 15.85 
68 82.93 

U.S.A. 
Freg. ! 

8 13.11 
52 85.25 

U.S.A. 

Freg. 1 

42 68.85 
18 29.51 

U.S.A. 
Freg. .1 

27 44.26 
30 49.18 

U.S.A. 
Frea. .1 

19 31.15 
39 63.93 



three questionnaire items pertaining to their level of 

fear, unhappiness, and regret. The findings observed for 

these analyses are presented in Table 7. 
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As can be seen from inspection of this table, two 

findings were significant. Specifically, it was found 

that: (1) U.S.A. families were more fearful about living in 

their new country than were U.A.E. families (t=2.68j df=l; 

p<.05)i and (2) U.S.A. families experienced more regret 

over the move than U.A.E. families (t=3.60; df=l; p<.05). 

One additional item was used to assess parents' 

degree of willingness to interact socially with people in 

their country of immigration. The t-test analysis used to 

compare parents responses to this item was significant 

(t=2.148j df=142; p=0.347). 

Children's Data 

Descriptive Analyses 

Background information on children as well as 

information about children's general feelings toward the 

immigrant country was collected. The findings observed for 

these data are presented in Table 8, the inspection of 

which reveals the following findings: 

(1) Most U.A.E. students were between 10 and 12 

years of age while most U.S.A. students were between 8 and 

10 years of age. 
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Table 7 
Findings Observed For t-test Analyses of Parents' Fear, 

Unhappiness, and Regret Perceptions 

QUESTIONS U.A.E. U.S.A. 
Mean. S.D. Mean S.D. j; 

Do you feel fearful 
living in a new 
country 1.13 0.44 1.43 0.76 2.68** 

U.A.E. U.S.A. 
Mean S.D. Mean S.D. j; 

Do you feel regret 
over the move to a 
new country 1.02 0.16 1. 23 0.43 3.60** 

U.A.E. U.S.A. 
Mean S.D. Mean S.D. j; 

Are you happy with 
the move to a new 
country 4.07 0.86 4.38 1. 02 1. 88 
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(2) A larger percentage of U.S.A. students (28.98%) 

were slightly to very uncomfortable in their new country 

than were U.A.E. students (17.10%). 

(3) On the average, both U.S.A. and U.A.E. students 

remembered their home country relatively well. 

(4) Greater numbers of U.A.E. students (43.48%) 

attended school in their home country than did U.S.A. 

students (19.74%). 

(5) Greater numbers of U.A.E. students prefer school 

in their new country. 

Inferential Analyses 

Are children's school experiences different 

depending upon whether their families immigrated to the 

U.A.E. or the U.S.A.? Four t-test analyses were conducted 

to answer this question. The findings are presented in 

Table 9. As can be seen from inspection of this table, 

only one finding was significant, this for the variable of 

how well students liked their teachers (t=5.35i df=143; 

p<.Ol). specifically, findings showed that U.A.E. students 

(Mean = 3.87) liked their teachers significantly more than 

U.S.A. students (Mean = 3.46). 

Did children's level of fear, regret, and 

unhappiness in relation to immigration differ depending 

upon whether their families immigrated to the U.S.A. or the 

U.A.E.? Three questionnaire items were used to make this 

------ ------------------------------ ---
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Table 8 
Descriptive Findings: Background InfOrmation and Children/s 

General Feelings about country of Immigration and Its Schools 

AGE U.A.E. U.S.A. 
~ 1 l.m9:.:- 1 

8 - 10 years 11 14.47 29 42.03 
10 - 12 years 63 82.89 26 37.68 
12 - 14 years 2 2.63 14 20.29 

--------------------------~----------------------.-------------
GENDER 

U.A.E. U.S.A. 
~ 1 Freg. 1 

Boys 43 56.58 42 60.87 
Girls 33 43.42 27 39.13 

----------------------------------------------------------------
Are you comfortable in U.A.E. 
your new country Freg. 1 

Very Comfortable 43 56.58 
Comfortable 20 26.32 
Slightly Uncomfortable 13 17.10 
Uncomfortable 

Do you remember the country U.A.E. 
where you were born 

. Remember Well 
Remember a Little 
Don/t Remember 

Did you attend school in 
your own country 

Yes 
No 

Which schools do you 
like better 

Own country 
New country 

Freg . 1 

43. 56.58 
22 28.95 
11 14.47 

U.A.E. 
~ ! 

30 
39 

43.48 
56.52 

U.A.E. 
~ 1 

13 17.11 
51 82.89 

U.S.A. 
Freg. 1 

34 49.28 
15 21. 74 

8 11.59 
12 17.39 

U.S.A. 
~ 1 

45 65.22 
10 14.49 
14 20.20 

U.S.A. 
~ ! 

15 
61 

U.S.A. 

19.74 
80.26 

Freg. ! 

25 36.23 
44 63.77 
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assessment. The findings observed for the t-test analyses 

conducted on these items are presented in Table 10. 

As can be seen from review of this table, children 

did not differ in their level of fear or in terms of their 

level of regret. However, U.A.E. students felt happier 

about the move than did U.S.A. students (t=5.35i df=143i 

p<. 01) . 

The third series of analyses conducted on children's 

data were conducted to examine for differences in U.S.A. 

and U.A.E. students' degree of social interaction. The 

first analyses performed were two chi square tests 

examining whether the two student groups differed in number 

of friends and/or whether they made friends easily. No 

significant differences were found. 

Also, a series of t-test analyses were conducted to 

compare groups on five other assessments of social 

interaction, the results of which are presented in Table 

11. Findings revealed only one item on which the two 

student groups did not differ. Children in both U.A.E. and 

U.S.A. liked to interact with their friends from the 

dominant culture to the same extent. 

However, with respect to the rest of the social 

interaction items, the following differences were found: 

(1) U.A.E. students felt more like their fellow 

students than did U.S.A. students (t=4.13i df=143i p<.05). 



Table 9 
Children's Data: School Experiences 

QUESTIONS 

How much dO'You 
like school in your 
new country 

Do you like your 
teachers 

Do your teachers 
understand you when 
you talk 

Do you think school 
work is hard 

**p <.01 

U.A.E. U.S.A. 
Mean S.D. Mean S.D. 

3.62 0.56 3.35 1. 03 

U.A.E. U.S.A. 
Mean S.D. Mean S.D. 

3.87 

Mean 

4.29 

0.34 3.46 

U.A.E. 
S.D. Mean 

Yes 
No 

0.81 

U.A.E. 
17 
59 

4.39 

TOTAL 76 

0.85 

U.S.A. 
S.D. 

0.86 

U.S.A. 
12 
57 

69 

88 

:t 

1.94 

3.69** 

:t 

0.73 

TOTAL 
29 

116 
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Table 10 

Children's Data: Fear. Regret. Unhappiness Associated 

QUESTIONS 

Do you feel fearful 
about living a new 
country 

Do you feel regret 
over the move to a 
new country 

How happy are you 
over the move to a 
new country 

**p<.01 

With Move to a New Country 

U.A.E. U.S.A. 

1.78 1.08 2.06 1.17 1.49 

U.A.E. U.S.A. 

Mean S. D. Mean S.D. t: 

1.95 0.84 2.01 1. 08 1. 32 

U.A.E. U.S.A. 

Mean S.D. Mean S.D. t: 

5.55 0.70 4.39 1. 67 5.35** 

-------



(2) U.A.E. students felt more understood when they 

spoke than did U.S.A. students (t=4.24; df=143; p<.01). 

(3) Teachers were more positively perceived by 

U.A.E. students than by U.S.A. students (t=4.13i df=143i 

p<.01). 
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(4) U.S.A. students were more willing to socially 

interact with their school class mates than U.A.E. students 

(t=2.41; df=143i p<.05). 

Teachers' Data 

In an effort to determine teachers' perceptions of 

children's school success and general adaptation, both 

groups of teachers were asked several questions. The 

findin~s observed for the t-test and chi square analyses 

performed on these data are presented in Table 12. As can 

be seen from inspection of this table, only two of the 

findings were significant. Specifically, findings showed 

that: (1) U.A.E. students were viewed by teachers as having 

better assimilated than U.S.A. students (t=3.81; df=68i 

p<.01) i and (2) U.A.E. teachers were more likely to use 

students' cultural values as a foundation for instruction 

than were U.S.A. teachers (t=4.34i df=68i p<.01). 

In addition to the foregoing, U.S.A. teachers were 

asked a few questions related to students' language 

speaking skills. Descriptive findings observed for U.S.A. 

teacher response are presented in Table 13. As can be seen 



Table 11 

Children's Data: Social Interaction Experiences 

QUESTIONS 

To what extent do 
you feel like other 
kids at school 3.17 

Mean 

Do you feel that 
other kids 
understand you 
when you speak 4.54 

U.A.E. U.S.A. 

0.94 2.78 1.19 2.17* 

U.A.E. U.S.A. 

S.D. Mean S.D. j; 

0.66 3.77 1. 37 4.24** 
------------------------------------------------------------_. 

U.A.E. U.S.A. 

Mean S.D. Mean S.D. j; 

Do your teachers 
make you feel good 
even though you were 
born in another 
country 4.42 0.75 3.67 1. 33 4.13** 
-------------------------------------------------------------

U.A.E. U.S.A. 

Mean S.D. Mean S.D. j; 

Do you like other 
kids at school 2.95 0.91 3.06 0.99 0.69 
-------------------------------------------------------------

How willing are 
you to talk/play 
other kids 

*p<.05 
**p<.Ol 

with 

U.A.E. 

Mean S.D. 

4.70 0.91 

U.S.A. 

Mean S.D. j; 

5.12 1.16 2.41** 

------



from inspection of the table, most U.S.A. teachers viewed 

students as speaking English from "moderately well" to 

"moderately poorly"--- 55.17 percent. Also, most U.S.A. 

teachers felt that extra English instruction would be a 

good idea for students. In addition, most teachers felt 

that input had to be simplified for bilingual/ bicultural 

students. 

Discussion 

The first series of findings were those resulting 

from descriptive analyses conducted to compare U.A.E. and 

U.S.A. immigrant groups in terms of year of immigration, 

number of children, parents' educational level, Arabic or 

English speaking fluency, and general feelings about the 

immigrant country and its schools.. Regardless of 

differences in country of immigration, both groups were 

found to have relatively large families with fathers who 

had, at least, completed high school. 
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Also, both groups felt that schools in the immigrant 

country were at least somewhat better than in their own 

country, and they felt rather comfortable in their new 

country. In addition, both groups tended to have desired 

to immigrate. 

However, there were some variables that were 

associated with differences depending upon whether the 

country of immigration was the U.A.E. or the U.S.A. First, 
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Table 12 
Teachers' Data: Children's school Adjustment and Success 

QUESTIONS U.A.E. 
Mean ~ Mean 

To what extent has 
the student 
assimilated 3.41 0.77 2.52 

U.A.E. 
Mean S.D. Mean 

To what extent do 
you use culture 
values as teaching 
foundation 

Is child working up 
to full potential 

4.93 

Yes 
No 

0.26 

U.A.E. 
29 
12 

TOTAL 41 
-Chi Squa:ce = 1.10 (not sig,n:Lficant) 

Is child's academic 
progress normal 

Yes 
No 

U.A.E. 
25 
16 

TOTAL 41 
Chi Square = .041 (not significant) 

**p <.01 

--- .-~ ~"-'----'-'--"-------------"-'" _ .... 

4.03 

U.S.A. 
S.D. 

1. 09 

U.S.A. 
S. D. 

1.09 

U.S.A. 
22 

7 

29 

U.S.A. 
22 

7 

29 

:t 

3.81** 

:t 

4.34** 

TOTAL 
51 
19 

TOTAL 
47 
23 
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Table 13 
U.S.A. Teachers' Perceptions of English Language Speaking 

Abilities of Students 

How well do you rate 
this child's English 
Proficiency 

Very Well 
Moderately Well 
Moderately Poorly 
Very Poorly 

To what extent do you 
feel that academic 
input should be simplified 
for bilingual/bicultural 
students 

Always 
Almost Always 
Often 
Only Sometimes 
Hardly Ever 

Would extra instruction 
in English be a good 
idea for this child 

Yes 
No 

Freg. 
8 
7 
9 
5 

U.S.A. 

27.59 
24.14 
31. 03 
17.24 

U.S.A. 

Freg. 
5 

11 

13 

Freg. 
20 

9 

17.24 
37.93 

44.83 

U.S.A. 

68.97 
31. 03 
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the families living in the U.S.A. had been immigrants for a 

substantially longer period than families living in the 

U.A.E. 

And, while U.S.A. families perceived more drawbacks 

to life in America than did U.A.E. families, they were far 

more inclined to remain in the U.S. permanently, and to 

desire their children to remain in the United States. 

Also, U.S.A. families were a bit more inclined than U.A.E. 

families to view their children's performance as better 

than what it would have been if they had stayed in their 

own country. 

In general, the foregoing findings indicate that the 

U.S.A. group may be more satisfied, at least in some sen~e, 

with their country of immigration .than the U.A.E. group. 

While this could be due to differences in the two countries 

of immigration, it could also be due to the fact that the 

U.S.A. group immigrated years before the U.A.E. group. 

In other words, U.S.A. families have had a lot 

longer time to adjust and assimilate to America and as a 

result they are experiencing more satisfaction living in 

the united states. Another indication of greater 

assimilation for U.S.A. families is their greater degree of 

willingness to speak the immigrant language in their own 

horne and the greater degree of importance they assign to 

doing this. 
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The next series of findings were inferential, the 

results of comparisons conducted between U.A.E. and U.S.A. 

parent perceptions of children's school experiences. with 

the exception of teacher helpfulness, t-test findings 

showed U.A.E. parent perceptions to be more positive than 

U.S.A. parent perceptions. 

That is, U.A.E. children were viewed 2;3 making more 

school progress, doing more homework and having better 

assimilated than U.S.A. children. Further, there was 

greater compatibility between U.A.E. schools and the home 

culture in the eyes of U.A.E. parents than compatibility 

between U.S.A. schools and the home culture in the eyes of 

U.S:A.parents. Also, U.S.A. parents were more inclined 

than U.A.E. parents to think that schooling would have been 

better for the child if it occurred in their own country. 

This finding of more positive perceptions for U.A.E. 

parents could indicate that similarity of culture increases 

positive perceptions of children's school experiences. But 

are the less positive perceptions held by U.S.A. parents 

the result of their feeling unhappiness, fear, or regret 

over the move to a new country and/or their unwillingness 

to socially interact? The significant findings observed 

for the analyses comparing U.A.E. and U.S.A. parent groups 

with respect to the fear, regret, and unhappiness items 

indicated that U.S.A. parents were experiencing more fear 
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and regret and were less willing to socially interact than 

U.A.E. parents. 

Before discussing children's data, one final point 

that can be noted concerning parents is that while U.S.A. 

parents held less positive views of their children's school 

experiences and appeared to be somewhat more fearful and 

regretful over the move to a new country than were U.S.A. 

parents, they, nonetheless, had a stronger desire to remain 

living in the united states. Further, they expressed 

strong desire that their children would remain living in 

the united states. 

Regarding these findings, the key question is: Why 

did the U.S.A. families feel this way given that they also 

show more fear and regret over the move than U.A.E. 

families and show a reluctance to interact with American 

society. It could be that despite some negative feelings 

about American society in general and its schools in 

particular, living in the United states affords parents a 

more financially prosperous lifestyle than they would have 

had in their country of origin. This factor then overrides 

any negative perceptions of the society or even feelings of 

homesickness for their native culture. 

with respect to the existing literature, it will be 

remembered that both Espin (1987) and Phinney (1991) stated 

that children's experience of school in a new country can 
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be debilitated if parents feel sadness, fear, or grief over 

the move and/or if they are unwilling to socially interact 

with the citizens of the new country. However, children's 

school experiences seemed to be about the same for both 

immigrant groups. 

Moreover, the U.S.A. group seemed happier about the 

immigration than the U.A.E. group. However, social 

interaction at schools seemed to be an activity that really 

demarcated the two student groups. While the U.S.A. group 

evidenced more willingness to socially interact than did 

the U.A.E. group, the U.A.E. students seemed to experience 

more enjoyable interaction than the U.S.A. group. The 

debilitated social interaction of the U.S.A. group may be 

due to the culture variable with these students feeling 

less like other kids at school, having language 

difficulties, and feeling less positive about teachers. 

Also, it could be due in part to the fact that their 

parents are reluctant to interact socially. 

Finally, based on analyses of teachers' data, there 

do appear to be some differences in the two cultures 

regarding assimilation but not regarding school success. 

That is, both groups of teachers viewed students as having 

achieved the same degree of school success; however, U.A.E. 

students were better assimilated. As indicated by student 

data, teachers data also indicates that whatever 



debilitation may be introduced by a dissimilar culture, 

these negative effects are more likely to affect 

psychosocial variables than academic variables. 

----- - ---- ------------------------
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CHAPTER 5 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS 

summary 
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This study examined the question of whether there 

was a difference in the general school experiences of 

children who move to a new country with an entirely 

different culture and language, and children who immigrate 

to a country with a language and culture that is similar to 

their native culture? It was stated that the existing 

literature had not directly addressed this specific 

question, but, rather, had focused on language problems and 

other academic difficulties experienced by bilingual/ 

bicultural children. 

It was further noted that several authors (e.g., 

Espin, 1987; Phinney, 1991) had stated that immigrant 

children's school experiences can be affected by any 

attitudes about the country of immigration and its people 

which they pick up from their parents as well as from the 

degree of parents' willingness to interact with the new 

culture. These postulates were said to provide reason to 

believe that being in a culture different from one's own 

makes for far more problems in school than merely language/ 

academic difficulties, e.g., academic problems and social 

interaction or adjustment problems. 
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In an effort to examine for differences in school 

experiences as a function of differences in the degree of 

similarity between the native and immigrant country, two 

subject groups were used. These consisted of Arab families 

whose children were attending school in either the United 

states of America or the united Arab Emirate. 

In both the U.A.E. and U.S.A., local schools were 

contacted and asked to participate in the study. Schools 

which agreed to participate were asked to provide the names 

of children who had immigrated from non-U.A.E. Arab 

countries, and who had one or more children in the fourth 

or fifth grades. Children were restricted to only the 4th 

and 5th grades in order to control for response variance 

due to maturational rather than cultural differences. 

All provided names were then placed on a roster and 

contacted. A total of 143 families agreed to participate 

in the study. Of these 82 of the families were living in 

the U.A.E. and 61 were living in the U.S.A. When subjects 

were contacted, arrangements were made for them to complete 

the survey instruments. 

At these prearranged times, one of the parents were 

required to complete The Parent Questionnaire and children 

were required to complete The Child Questionnaire. Each 

child was also required to provide the name of his/her 

teacher which was written on the child's completed test 

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



instrument. All teachers were then contacted by the 

researcher and asked to complete the Teacher's Survey. 

Questionnaires were administered by the researcher who 

translated items into Arabic for all families who needed 

it. 
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All survey instruments were researcher-designed. In 

this regard, questionnaire items were developed using the 

existing research on the academic and social experiences of 

immigrant children. In an effort to boost the validity of 

the research instruments, first drafts of all test 

instruments were given to a panel of experts (educators who 

were knowledgeable about the school experiences of 

immigrant children). 

Panel members were asked to make recommendations for 

improving the validity of these instruments. Where 

possible, these recommendations were used to develop second 

drafts of the questionnaires. These second drafts served 

as the final instruments used in the study. 

The study sought the answer to the following 

specific research questions: 

(1) Do children's, parents', and teachers' view of 

the child's school experiences differ depending upon 

whether the child is attending school in a culture that is 

similar or dissimilar to the family's native culture?; 

(2) Does the degree of fear, unhappiness, or regret 

------ -----------------------------
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experienced by parents and children differ depending upon 

whether families moved to a culture that is similar or 

dissimilar to their native culture?; 

(3) Do children's and parents' ratings of their 

unwillingness to participate in the dominant culture differ 

depending upon whether families moved to a culture that is 

similar or dissimilar to their native culture?; 

(4) Do teachers' opinions of the adaptation of 

children, their mastery of English, and their general 

success in school differ depending upon whether children 

are from families whose native culture is similar or 

dissimilar to the host country? 

Both descriptive (computation of frequencies and 

percentages) and inferential (t-tests, chi square) analyses 

were used to determine the answers to the study's research 

questions. Regarding the study's first research question 

as to whether children's, parents', and teachers' view of 

the child's school experiences differ depending upon 

whether the child is attending school in a culture that is 

similar or dissimilar to the family's native culture, 

findings revealed significant differences in association 

with the culture variable for all three groups (parents, 

children and teachers). 

However, overall indications were that these 

differences were more in the area of social interaction 
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than in the area of academics. In other words, living in a 

dissimilar culture was more likely to inhibit social 

success than general school success. 

with respect to the second research question stating 

that the degree of fear, unhappiness, or regret experienced 

by parents and children would differ as a function of 

cultural differences, findings shows that there were 

differences for parents but not for students. 

Specifically, U.S.A. parents experienced more fear and 

regret than did U.A.E. parents but U.S.A. and U.A.E. 

children did not differ in levels of fear or regret. 

The study's third research question related to 

willingness to interact with ~he people in the country of 

immigration. It was found that for parents, there was more 

willingness to interact when the culture was similar--

U.A.E. parents were more willing to interact than U.S.A. 

parents. However, this was not true for children. On the 

other hand, even though children living in a dissimilar 

culture were highly willing to interact, their experiences 

with interaction seemed to be less than what might be hoped 

for. That is, they had a number of difficulties related to 

feeling like the other children, understanding their 

teachers and in understanding their peers. 

The final research question was related to teachers' 

opinions of the adaptation of children, their mastery of 

---- ------------------------- ---- --
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English, and their general success in school. It was found 

that American teachers viewed students as needing to master 

English more fully. However, while U.A.E. teachers viewed 

their students as better assimilated than U.S.A. teachers 

viewed their students, no significant differences were 

found for students' general level of school success. 

Conclusions 

Based on the research findings, a number of 

conclusions can be formulated. These are: 

(1) The first conclusion of this study relates to 

the question which predicted that there were no differences 

in the views of parents, children, and teachers about 

children's adjustment to school as a function of cultural 

differences. Parents' and teachers' perceptions did 

differ. Findings showed that views of children's 

adjustment were more positive for groups living in a 

similar culture than for groups living in a dissimilar 

culture. 

As for children's views, there did appear to be 

differences in terms of the positiveness of children's 

interactions with other students and teachers. 

Specifically, these interactions were less positive in a 

dissimilar culture than in a similar culture. However to 

the extent that happiness with remaining in the country is 

a measure of adjustment, children's views differed in 

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



association with cultural differences but in a direction 

that was different from those of children's parents and 

teachers. 

(1) What findings showed was that U.S.A. children 

were happier than U.A.E. children. 
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(2) The second question predicted no differences in 

parent and children's feelings of fear or regret over 

immigration in association with cultural differences. 

Findings indicated that while children's levels of fear and 

regret did not differ, parents' levels did. Specifically, 

U.S.A. parents were more fearful and regretful over the 

move than were U.A.E. parents. 

(3) The third question predicted that both parents 

and children would not differ in terms of their willingness 

to interact with the people of the country to which they 

immigrated. U.S.A. parents were found to be less willing 

to interact than U.A.E. parents, and U.S.A. children were 

found to be more willing to interact than U.A.E. children. 

Based on these findings, it can also be concluded that 

U.S.A. parents' lesser degree of willingness to interact 

did not affect their children. 

(4) The study's fourth question asked if teachers' 

perceptions of children's school adjustment and level of 

school success would differ in association with cultural 

differences. No differences were found in teachers' 

~-------.-- - ---_.--------------------_.------- -



perception of school success; differences were found in 

perceptions of school social adjustment. 
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(5) It is also concluded that the lengthier 

immigrant status affording more time for adequate 

assimilation may explain why U.S.A. parents seemed to be 

more satisfied or content with remaining in the United 

states than were the U.A.E. parents with remaining in the 

united Arab Emirate. Another view that mayor may not be 

independent from this view is that opportunities to live a 

more financially prosperous lifestyle may explain why 

U.S.A. parents are more content to remain in America 

despite the fact that they have more negative feelings 

about the country of immigration than do U.A.E. parents. 

(6) Based on review of findings, it is also 

concluded that the finding that U.A.E. parents held more 

positive views of their children's school experiences than 

did U.S.A. parents may be attributable to the U.S.A. 

parents being more fearful of American society and less 

willing to interact. 

(7) It is also concluded that cultural dissimilarity 

appears to account for social interaction difficulties 

experienced by U.S.A. students. However, for the children, 

the variable does not appear to exert much difference in 

terms of general school experiences or levels of fear, 

unhappiness, or regret. 
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Recommendations 

Based on findings and the conclusions of the study, 

several recommendations may be formulated. Regarding the 

first conclusion, it needs to be remembered that all 

collected data were personal perceptual data, expressing 

their views and opinions. The views of parents, children 

and teachers were assessed without use of previously tested 

measurements or any other objective measures. 

In order to more fully understand the phenomena 

under investigation, it is recommended that future 

researchers interested in replicating this study attempt to 

include some objective measures of the variables that were 

of interest in the study such as the variables of 

children's social interaction, school adjustment, and 

psychological and emotional status with respect to 

immigration. It seems reasonable to state that it is 

through the inclusion of objective measures that a 

comprehensive understanding of the effects of similar and 

dissimilar countries of immigration can fully be known. 

A second recommendation of the study concerns 

certain conclusions that were formulated as being implied 

by findings. One such conclusion related to the finding 

that while U.S.A. parents were less willing to socially 

interact than U.A.E. parents, the U.S.A. children rated 

themselves more willing to socially interact than did the 

------ -----~------~------~---~ ~-
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U.A.E. children. The existing literature had stated that 

when parents evidence reluctance to socially interact, so 

will their children. Thus, this finding was not supported 

in the existing work. It is, therefore, recommended that 

future researchers interested in replicating and/or 

extending this work conduct a more thorough investigation 

of the social interaction variable. 

This future investigation should emphasize more 

objective measures of social interaction. For example, it 

is possible that the U.S.A. group of immigrant children 

view themselves as highly willing to socially interact but 

that objective measures will show that they are in fact 

less interactive than their U.A.E. counterparts. Such a 

finding would reveal that the existing work showing that 

children are reluctant to socially interact when their 

parents are reluctant to socially interact is correct 

despite children's perceptions of their behavior. 

Another conclusion of this study centered around an 

explanation for why U.S.A. parents appeared to be more 

willing to remain in the united States despite their more 

negative perceptions of the country when compared to U.A.E. 

parents' perceptions. It was stated that the reason for 

U.S.A. parents' stronger desire for their families to live 

in the united state might be due to the fact that America 

affords the families greater financial opportunities. 

------ --------------------- -
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In other words, families are able to live a more 

abundant lifestyle than they would in their own country. 

It is here recommended that future researchers investigate 

the validity of this explanation. One method of 

investigation might be to include some financial items on 

parents' questionnaires. 

Another finding that was observed in the study 

related to length of immigration. Findings showed that the 

U.S.A. families had been immigrants for several years 

longer than had the U.A.E. families. What this may mean is 

that the findings of this study are generalizable only to 

the specific immigrant groups examined in this study. 

Clearly what is needed is a replication of this study 

conducted using families ~ho have been in their countries 

of immigration for equal periods of time. It is 

recommended that future researchers replicate this study 

using such families. 

Since length of immigration was stated to possibly 

be related to degree of assimilation and desire to remain 

in the country of immigration, another method that future 

researchers may wish to use in replications of this study 

might be to use several groups of immigrants differing in 

the amount of time they have lived in the country of 

immigration, e.g., six months, one year, two years, etc. 

Differences in amount of time as immigrants could then be 
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correlated with responses to items measuring degree of 

assimilation and desire to remain in the country of 

immigration. Such an analysis would test the notion that 

assimilation and years spent as immigrants are connected. 

All of the measures examined in this study (e.g., 

school adjustment, social interaction, etc.) were examined 

for "children" as a group. Although there were both boys 

and girls in both the U.S.A. and U.A.E. groups of children, 

no attempt was made to examine whether any of the collected 

data was associated with gender differences. In other 

words, no attempt was made to determine whether boys had 

different social interaction experiences than did girls, or 

whether one gender was better adjusted than another. 

However, it seems reasonable to suggest that gender 

may playa role in determining children's school 

experiences. For example, it is possible that girls 

evidence less willingness to socially interact than boys 

and that this reluctance debilitates their social 

interaction to an extent greater than that experienced by 

boys. Therefore, it is recommended that future researchers 

interested in replicating this study include the gender 

variable in their analyses of children's data. 

It was also observed that for the U.S.A. immigrant 

group, students differed in their level of English 

proficiency. It seems clear that children's understanding 
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of academic coursework as well as their degree of social 

interaction with the American culture will be debilitated 

to the extent that their capacity to speak English is 

debilitated. In other words, English proficiency levels 

could be a stronger detarminant of differences in U.S.A. 

immigrant children's school experiences. 

It is, therefore, recommended that future 

researchers interested in fully understanding the effects 

of similar and dissimilar countries of immigration include 

a measure of English proficiency and that they then 

correlate this variable with the other measures of the 

study, e.g., school adjustment, degree of assimilation, 

social interaction, and so forth. Such correlational 

analyses will enable the researchers to determine not only 

whether English proficiency makes for differences in school 

experiences but also the degree to which the variable 

contributes to such differences. 

One of the questions asked of both groups of 

teachers was the extent to which they used students' 

cultural values as a foundation for teaching. As might be 

expected, the U.A.E. group of teachers used students' 

cultural values to a greater extent than did the U.S.A. 

teachers. Since it seems reasonable to suggest that the 

use of similar cultural values as a foundation for 

instruction would be of strong assistance to students in 
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helping them not only to assimilate but also to understand 

course material, it is recommended that future researchers 

interested in this study attempt to more comprehensively 

examine the use of cultural values in instruction for 

immigrant groups. 

One method of conducting such an investigation might 

be to examine how U.S.A. teachers and U.A.E. teachers use 

these values. comparisons could be made between groups of 

U.S.A. teachers who employ cultural values to different 

extents in order to see whether these differences are 

associated with differences in children's level of school 

adjustment and/or school success. Also, differences could 

be examined for relationship to differences in children's 

willingness to socially interact with American boys and 

girls. 

This study's data analyses asked parents if they 

believed that their children's school performance would be 

better if children were attending school in their native 

countries. A good percentage of U.S.A. families believed 

that children's school performance would indeed be better 

if they were attending school in their own countries. It 

would be interesting to examine the extent to which parent 

perceptions are correct. It is, therefore, recommended 

that future researchers interested in replicating some or 

all of this study make an effort to use samples of children 

~----~-- ~--. _._--------------------- -
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who attended school both in their native country and in 

their new country. Children's school success could then be 

determined for both countries and compared for differences. 

Another aspect of this study was that it examined 

the school experiences of only a select group of elementary 

school children. Whether findings would be the same if 

children were in high school or in different elementary 

grade levels cannot be known on the basis of this study. 

However, a complete understanding of the similar/dissimilar 

culture effects on children's school experience will not be 

known until the effects of the culture variable are 

examined for diverse and various educational levels. 

Therefore, it is recommended that future researchers 

attempt to replicate this study using children in different 

elementary school grade levels as well as children 

attending high school. 

Finally, the research results created open-ended 

questions for further future investigation as discussed in 

the previously cited recommendations. 
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APPENDIX A 

QUESTIONNAIRE FOR PARENTS* 

In what year did you immigrate to the United State? 

Year Father.immigrated~ __ __ Year Mother immigrated, ____ __ 

How many children do you have ____ __ 

How many of your children are in grades ~-5 ____ __ 

What is your educational level? 
Educational Level of Mother ____ __ 
Educational Level of Father ____ __ 

How'well does your family speak English? 

Mother Speaks English (extremely well; very well; 
moderately well; moderately poorly; very poorly; extremely 
poorly) 

Father Speaks English (extremely well; very well; 
moderately well; moderately poorly; very poorly; extremely 
poorly) 

Child Speaks English (extremely well; very well; moderately 
well; moderately poorly; very poorly; extremely poorly) 

How do you rate your child's general progress in school (Very 
good progress, good progress, average progress, less than average 
progress, poor progress) 

In the space provided below, please list some of the problems 
that your child experiences in school? 

\ 

\ 

How do you think that American schools compare with schools in 
your own country? (American schools are better than schools in 
~y country; American schools are about the same as schools in my 
country; American schools are not as good as the schools in my 
country) 

CONTINUED_ON NEXT ~AGE 

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



116 

Does your child make friends easily at school (makes friends very 
easily: makes friends easily: makes friends with a little 
difficulty; makes friends with lots of difficulty; doesn't really 
have any friends at school) 

Is your child in any special program at school? 

Yes __ _ No, __ _ 

If you answered "yes" to the foregoing question, what is the 
nature of the special program that your child attends? 

Do you feel that teachers provide your child with as much help as 
the child needs? (Teachers provide excellent help; Teachers 
provide good help; Teachers provide average help; Teachers 
provide poor help: Teachers provide almost no help) 

Are you comfortable in your new home in America? (Very 
comfortable: Comfortable; Slightly Uncomfortable; Very 
Uncomfortable) 

Do you feel fearful about living in a country that is not the 
country in which you were born (Very fearful; Fearful; Slightly 
Fearful: Not Fearful) 

Do you feel regret over the move to a country that is not the 
country in which you were born (Very regretful; Regretful; 
Slightly Regretful; Not Regretful) 

How willing are you to social interact with the people in this 
new country? (Very Willing; Willing; Slightly Willing: Slightly 
Unwilling: Unwilling: Very Unwilling) 

How happy are you with this move-to a new country (Very Happy; 
Happy: A Little Happy; A Little Unhappy; Unhappy; Very unhappy) 

How much time does your child spend on homework each night? 
(Less than one hour; between 1 and 2 hours; more than 2 hours) 

Is your child enrolled in any courses, sports teams, or play 
groups outside of school or after school? 

Yes __ _ No __ _ 

If you answered "yes", please identify these groups using the 
space provided. 

CONTINUED ON NEXT PAGE 

------ - ---------,-------,.-.----



To what extent do you feel that your child has assimilated the 
ways of this new culture (Has assimilated very well: Has 
assimilated well; Has assimilated only a little: Has not really 
assimilated the ways of the new culture) 

To what extent do you feel that the school is compatible with 
your child's home culture (very compatible; Compatible; 
compatible a little: Incompatible a little; Incompatible: Very 
incompatible) 

To what extent do you think your child's school teacher(s) 
understand your child (Understand very well: Understand well: 
Understand only a little: Don't Understand) 

Are their any serious drawbacks associated with living in this 
country? 

Yes, __ _ No, __ _ 

If you answered "yes", please identify these drawbacks in the 
space provided. 

Do you plan to eventually return to your country on a permanent 
basis? 

Yes No __ _ 

Who spends the most time with your children when you cannot? 

Do you expect your children to grow up in this society? 
Yes No __ _ 

How often do you speak English in your home (Always: Almost 
Always; Frequently; Occasionally: Once in awhile: Never) 

Do you feel that it is important to speak English in your home? 
Yes No, __ _ 

Would you be pleased if your children decided to return to your 
country when they are older? 

Yes No, __ _ 

Do you think that you can be of help your child do his or her 
school work? Yes No, ___ _ 

CONTINUED ON NEXT PAGE 

----- ._ ... _-- _._ .. -. __ ._---_._--_. 
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Do you think the school and the individual teachers treat your 
child fairly? (Always; Almost Always; Most of the Time; only 
Sometimes; Once in a while; Never) 

Do you think your child would be learning more if he or she were 
in a school in your native country? Yes No ____ __ 

How did you feel about moving to this country? (Wanted verY much 
to move here; Wanted to move here an average amount; Wanted to 
move here only a little; Did not want to move here) 

How do you feel about your children growing up in America? 

Do you believe that your child's school performance would be 
different if he/she were in your native country? (Performance 
would be much better; Performance would be somewhat better; 
Performance would be about the same; Performance would be a 
little worse; Performance would be much worse) 

Is there anything your child would be learning in your country 
but is not learning here? 

* When questionnaire was given to U.A.E. parents, questions 
concerning language were about the Arabic language and the 
country was changed to the U.A.E. 



APPENDIX B 

QUESTIONNAIRE FOR CHILDREN 

How old are you. ______ _ 

What grade are you in ________ __ 

Are you a girl or a boy ________ _ 

How much do you like school (check one answer only) 

I like school very much 
---I like school somewhat 
---I like school only a little 
:::I don't like school 

Do you think that the school work is too hard? 

yes ____ __ No, ____ _ 

Do you like your teachers? (check one answer only) 

I like them very much 
---I like them somewhat 
---I like them only a little :::r don't like them 

Do you teachers understand you when you talk? 

___ Always 
Almost Always 

---Often 
Only Sometimes 

___ Hardly ever 

Do you understand everything the teachers say to you? 

___ Always 
Almost Always 

---Often 
:::only Sometimes 
___ Hardly ever 

CONTINUED ON NEXT PAGE 

--~-"'- -- ..... _---_ .. __ .. _-_._--_.- . __ .... 
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To what extent do you feel that you are like the other kids in 
school? 

Very much like the other kids 
---often like the other kids 
---Sometimes like the other kids 
---Hardly ever like ~he other kids 

Do you feel that the other kids understand you? 

Always 
---Almost Always 
---often 
---Only sometimes 

Hardly ever 

When you teachers talk to you, do they make you feel good even 
though you might come from another country? 

Always 
---Almost Always 
---often 
---Only sometimes 

Hardly ever 

Do you have a lot of friends at school? 
Yes No ___ _ 

Is it easy for you to make friends? 
Yes NO __ _ 

Do you like the other children at your school? 

I like them very much 
---I like them somewhat 
---I like them only a little 
::=I don't like them 

How willing do you feel to talk to and play with the other 
children at school (Very Willing: Willing; A Little Willing; A 
Little Unwilling: Unwilling: Very Unwilling) 

Are you comfortable in your new home in America? (Very 
comfortable; Comfortable: Slightly Uncomfortable; Very 
Uncomfortable) 

Do you feel fearful about living in a country that is not the 
country in which you were born (Very fearful: Fearful: Slightly 
Fearful: Not Fearful) 

CONTINUED ON NEXT PAGE 



Do you feel regret over the move to a country that is not the 
country in which you were born (Very regretful; Regretful: 
Slightly Regretful: Not Regretful) 

How happy are you with this move to a new country (Very Happy: 
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Happy: A Little Happy; A Little unhappy: Unhappy: Very Unhappy) 

Do you remember the country where you were born? 

I remember it well 
---I remember it only a little ==:I don't remember it 

Did you attend school when you lived in your own country? 

yes ____ __ No ____ __ 

Which school do you like better? 

The schoo: in the country where I was born 
The school here in America 

If there is anything important that you would like to say about 
going to school in America, write about it below in the space 
provided. 
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APPENDIX C 

TEACHERS QUESTIONNAIRE 

Child's Name ____________ __ 

What grade level do you teach? _____________________ ___ 

How long have you been a teacher? _______________________ ___ 

How many students are in your class? ____________________ ___ 

Do you speak Arabic? ___ Yes ___ No 

How well do you think this child is doing in school (Doing very 
well; Doing moderately well; Doing somewhat poorly; Doing very 
poorly. 

Is this child working up to his/her potential? 
_____ yes No 

Has the child been assigned to any special education program? 
_____ yes No 

How do you rate this child's English proficiency (Speaks English 
very well; Speaks English Moderately well; Speaks English 
Moderately Poorly; Speaks English very poorly) 

Have you ever met with the child's parents? 
______ yes No 

Is the child's academic progress normal? 
______ yes No 

Would extra instruction in English be a good idea for this child? 
_____ yes No 

To what extent do you feel that this student has assimilated the 
ways of your country's culture (Assimilated very well; 
Assimilated well; Assimilated only slightly; Has not assimilated 
well) 

To what extent do you feel that the instructional setting is 
compatible with this student's home culture (Very Compatible; 
compatible; Slightly compatible; Not Compatible) 

To what extent do you feel that you understand this child 
(Understand well; Understand moderately well; Understand only 
slightly; Seldom Understand) 

CONTINUED ON NEXT PAGE 



To what extent do you feel that academic input has to be 
simplified for bilingual/bicultural students (Always; Almost 
Always; Often; only Sometimes; Hardly Ever) 
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To what extent are you able to use this student's cultural values 
as a foundation for teaching (Always: Almost Always: Often; only 
Sometimes; Hardly Ever) 
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