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at all realistic can be phrased by starting with theconventional contrast of the individual and hissociety . 11

So while all development and growth, in large part fostered

through language, is determined by the social context—we
are social beings fundamentally—, the process is not only

"interactional" but "intrapersonal". Learning and the

development of selfhood takes place through a complex

process of internalization and transformation of outer

experience in relation to psychic needs and drives.

Language is the means by which one "names the world",

and as such is a principal vehicle through which cultural

norms are internalized—at first in the family, then in the

broader social context. However, there is no simple connec-

tion between such outer givens and how these are taken in

by the individual. Such "naming" is always accompanied by

feelings which help to control how the world in fact comes

to be perceived and how our developing consciousness of

self relates to the world. Through language we refine and

develop thought and can become reflective and critical

thinkers. The realization of the cognitive potential

directly depends on motivation and contextual factors.

Furthermore, Lili E. Peller, noting the complexity of the

"inner" and "outer" dynamic, points out that language

. . . deepens greatly our awareness and knowledge of
our inner world and the two developments are inter-
dependent . . . the acquisition of language activates
the child’s latent ability to bestow conceptual order
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whoio
This development changes a child's

means restricted to his
growth. . . . Language brings tremendousenrichment to all inner life, to the affects we experi-ence as well as to our thought processes. 12

The work of Sylvia Ashton-Wamer with Maori children in New

Zealand recognized the importance of the inner life in help-

ing to determine meaning and influencing the course of

language learning; it also stressed the potential of

language in providing access to that inner life. "Education,"

she says, is the increase of the percentage of the

conscious in relation to the unconscious. It must be a

1

3

developing idea."

Needs for considering the connection of language and identity .

Because language and identity are thus so intimately

connected, it would seem that there would be little need to

draw attention to the fact. However, as has been pointed

out, language education, like established linguistics,

tends to ignore or oversimplify problems that inhere in any

language learning situation by focusing primarily on struc-

tural matters. It would seem particularly important to

consider identity where language learning requires of the

learner a radical departure into a new language and a new

culture

.

Pedagogical needs . Mastery of a language ,
in both

spoken and written forms, means the ability to use it in

multiple ways, for multiple purposes, and with a variety
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of audience. It also implies that the language may be used
for the expression of particular experience and for individ-
ual psychological growth. If mastery is the objective, it

may be asserted that effective learning of the language is

best attained when the "whole person" is involved. To use

the current lingo, teachers must "start where the learner

is". Approaches to teaching language and literacy that

ignore the psychology and cultural background of the learner

tend to fall far short of the mark. One can of course

become linguistically facile in more than one’s first

language; mastery is quite a different matter.

Moral considerations . If
^
in the course of

language transition, the learner is led towards psycho-

logical alienation rather than towards an increasingly

integrated and creative self
, this is a form of violence

that has moral implications, Ali A, Mazrui discusses this

in reference to the uses of English on the African continent;

"Where English conquers the black man as effectively as he

was once conquered by the Anglo-Saxon race, tensions

between dignity and linguistic nationality are unavoidable,"^^

There are socio-political implications when psychological

alienation occurs. As has been extensively discussed by a

number of writers on the subject, alienated, or "centerless"

individuals are often those who most effectively perpetrate

15the status quo in unequal societies. One of those inter-

viewed in this study refers to such people as "puppets" and
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"semi-literates "

.

Cultural adaptation and maintenance
. Integration

into the prestige culture, in the sense of going beyond

coping skills" and achieving true viability in that cul-

ture, does not come with the abandonment or repression of

one s own. Sapir notes that "adjustment" is "a superficial

concept because it regards only the end product of individual

behavior as judged from the standpoint of the requirements,

real or supposed, of a particular society," A more complex

and meaningful conception of the process

. . . includes, obviously, those accommodations to
the behavior requirements of the group without which
the individual would find himself isolated and ineffec~
tive, but it includes, just as significantly, the
sffort to retain and make felt in the opinions and
attitudes of others that particular cosmos of ideas
and values which has grown up more or less unconsciously
in the experience of the individual. Ideally these
two adjustment tendencies need to be compromised into
behavior patterns which do justice to both requirements.

It is a dangerous thing for the individual to give
up his identification with such cultural patterns as
have come to symbolize for him his own personality
integration. , . .16

Wallace E, Lambert and Joshua A, Fishman have asserted that

for successful achievement and maintenance of both bilingual-

ism and biculturalism there must be strong affirmation and

positive feelings about both the original and the new cul-

4. 17tures

.

In addition, there is value to the maintenance of

cultures per se. Without arguing for "cultural purity"

(of which there is no such thing) , or that "all cultures

are equally good", I assume that the preservation of the
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traditions, literature , and language of cultures is

important, and that cultural diversity provides richness.

If the education of persons from cultures other than the

dominant or mainstream one results in their growing sepa-

tion from knowledge or appreciation of their own, then how

are these to be preserved? This is an ongoing concern of

many persons from other linguistic backgrounds and non-

dominant cultures who write in English. They have made the

commitment to bending the language to "bear the burden of

my experience" (to use James Baldwin's phrase) and to more

accurately reflect the characteristic modes of thought and

expression of their original cultures.

*
For Chinua Achebe, the Nigerian novelist, the

challenge is to find ways to produce the thought and style
of the oral tradition while using English. He gives an
example from his novel. Arrow of God. Here the Chief
Priest is speaking:

"I want one of my sons to join these people and be my
eyes there. If there is nothing in it you will come back
But if there is something there you will bring home my
share. The world is like a Mask, dancing. If you want
to see it well you do not stand in one place. My spirit
tells me that those who do not befriend the white man
today will be saying had we known tomorrow. "

Achebe compares this to how the same message would sound in
conventional standard English:

"I am sending you as my representative among those people
just to be on the safe side in case the new religion
develops. One has to move with the times or else one is
left behind. I have a hunch that those who fail to come
to terms with the white man may well regret their lack
of foresight.

"

"The material is the same," writes Achebe. "But the form
of the one is in character and the other is not. "18
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Promise of bilingual bicultural integration . The potential

benefits of bilingual bicultural integration are considerable

though realities may serve to impede their full realization.

A few examples of possible such benefits may be noted.

Pragmatic mobility . The pragmatic value of learn-

ing the dominant language is obvious in unequal societies

,

^bere the outsider must acquire the prestige language,

^rid literacy in it, if he or she hopes to gain access to

the benefits of the dominant culture. Recognition of this

fact is the prime motivation for seeking to acquire the

language. However, for many reasons other than linguistic,

be they greed, ethnocentrism, or racism, full admission into

that culture may be denied the "outsider". This is as true

in the United States, where ideologically there is promise

of "equal opportunity for all", as in colonial societies

where economic and social hierarchies are overtly recog-

nized and often jealously maintained.

Psychological breadth and liberation . The achieve-

ment of bilingualism and bicultural identity can have sig-

nificant effect on how one perceives the world and oneself

in it—apart from one's ability to get around in it. Dell

Hymes writes of the limitations of the world view of the

monolingual, who has a "sense of unlimited adequacy . . .

which, being unreflecting, may confine him all the more."

He quotes Sapir on this: "It is the appreciation of the

relativity of the form of thought which results from



14

linguistic study that is perhaps the most liberalizing
about it. What fetters the mind and benumbs the spirit is
ever the dogged acceptance of absolutes

.

Social attitudes . In his many studies of bilingual-
ism in Canada and the United States, Lambert has explored
the positive social effects—as well as the conflicts—that
appear. He believes that bilingualism may lead to the

transcendence of ethnocentric attitudes and a healthy

appreciation of the basic similarities among diverse

peoples

:

My argument is that bilinguals, especially
those with bicultural experiences, enjoy certain funda-mental advantages which, if capitalized on, can easily
offset the annoying social tugs and pulls they are
normally prone to . . . the child brought up bilin-
gually and biculturally will be less likely to have
good versus bad contrasts impressed on him when he
^t3.rts wondering about himself, his own group and
others. Instead he will probably be taught something
more truthful, although more complex: that differences
among national or cultural groups of people are
actually not clear-cut and that basic similarities
among peoples are more prominent than differences. The
bilingual child in other words may well start life
with the enormous advantage of having a more open,
receptive mind about himself and other people. Further-
more, as he matures, the bilingual has many opportuni-
ties to leam from observing changes in other people's
reactions to him, how two-faced and ethnocentric
othe rs can be. That is, he is likely to become
especially sensitive to and leery of ethnocentrism.

If the world holds out little promise for social change,

Lambeirt's optimistic view of change at the individual level

reminds us that the so-called "marginal" person, sometimes

held in suspicion for "speaking in many tongues", may have

understandings and perspectives superior to those of others.
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To realxze such promise, there are clearly many
factors to be considered if language teaching and the

learning experience in the cross-cultural setting are to
move towards both better mastery and improved personal and

cultural integration. With given constraints there is, of

course, much that a language educator can do little about.

Nevertheless, an understanding of the nature, interaction

and significance of influences that come to bear on

language learning and individual development can positively

affect progress towards such ends.

Purpose and Approach of the Study

This study is concerned with the cross~cultural

experience of persons who learn the language of a dominant/

P^^stige culture but are from linguistic and cultural back-^

grounds outside of that culture. Its immediate purpose is

to explore the nature, interaction and significance of fac-

tors which appear to affect language learning and personal

or cultural identity in this process. With an enriched

awareness and understanding of such factors, the ultimate

goal is to identify what needs to be considered by educators

to improve language teaching in such cross-cultural settings.

Because of the preliminary state of knowledge about

this process and its complexities, the approach of this study

is exploratory and focuses on an intensive investigation of

a limited number of personal cases in specific contexts.
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As Hymes has pointed out:

shaping effect of some one languageon thought and the world must be qualified immediatelyxn terms of the place of the speaker's language in hisxography and mode of life. Moreover, communitiesdxffer xn the roles they assign to language itself insocxalxzatxon, acquisition of cultural knowledge, andperformance. Community differences extend to the roleof languages in naming the worlds they help to shape
or constxtute.21 ^

Consequently
, consistent with the current emphasis

in sociolinguistics on ethnographic study as a means towards

better understanding the language learning experience, I have

chosen to interview six persons who, in various ways, typi-

fied the central problem. The interviews were informal,

fsr-ranging, and open-ended, with the basic purpose of

exploring the complexities of cultural and linguistic transi-

tion in light of the social, political and personal dimen-

sions of the individual lives.

The Case Studies

The people I interviewed are professional educators

from Africa, Asia and the United States*, all of them bi-

or multilingual, and all demonstrably successful in meeting

the goals and standards of Western education. None of them

*Because they all preferred anonymity for personal
and sometimes political reasons, I have been constrained to
disguise some of the countries from which they came. In

generalizing by continent, I do not mean to underplay the
very important cultural and historical differences between
countries, which factors influenced the experience and per-

ceptions of each person.
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are originally from social and cultural backgrounds of the

dominant or prestige culture in their societies. For all,

the first language they learned and spoke at home was a

vernacular not officially recognized or rewarded by the

dominant culture, whose language was a variety of standard

English (British or American) , Although levels of educa-

tion in their communities, and specifically their immediate

surroundings (parents, extended family) varied considerably,

one came from parentage with more than primary level

education. Economic level varied from what one of them

describes as "lower middle class" to extreme poverty. For

all, education and the learning of English held special

meaning, and acquiring these involved significant departure

from their primary worlds of experience and identification,

NZAMBA and RUTH are from countries in East and

Southern Africa, respectively, which at the time of their

growing up were under British colonial rule. Their educa-

tion was controlled by American missionaries in conjunction

with government-mandated systems, NZAMBA' s community was

virtually nonliterate, and education a rare and expensive

privilege; RUTH, who is fifteen years younger, was of a

second- gene ration : her parents had both received several

years of schooling and had been Christianized, Schooling,

while still privilege, was more accessible in her country

and in her time. NZAMBA left his country and came to the

United States for college and graduate study; at present
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he IS a professor of African studies at a large urban

university here and returns to Africa each suimner. RUTH

attended an international university in a neighboring

country and after several years of teaching and research

work, she also came to the United States for graduate study.

At present, she is completing doctoral work in cross-

cultural studies and intends to return to her country there-

after.

ANYA and PHYL are from two Asian countries with long

histories of colonial domination by different European

powers. For each of them, although their countries had very

recently achieved national independence, educational systems

were still colonialist in nature. Each attended public

government schools at the primary level and, at the secondary

level, switched to more prestigious schools, ANYA to the

so-called "English schools" that led directly to the Uni-

v^^sity , PHYL to a private boarding school run by European

nuns. ANYA's family had little education and was lower

class; PHYL's family was more highly educated, and by her

description "lower middle class". ANYA completed university

work and became a teacher at the university; she left her

country for the first time two years ago to do doctoral work

in the United States. PHYL joined a convent, after com-

pleting the university, received a Master's degree in social

work, taught in the rural areas, and then came to the United

States for doctoral work, which she has completed.
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MARVINA, a black American, and REBECA, Hispanic
from Puerto Rico, are minorities in the society of the
United States, their cultural and linguistic backgrounds

distinct from that of the majority, mainstream culture.

Schooling for both of them was public, compulsory, and

controlled by Anglo systems and perspectives, MARVINA

grew up in the poorest section of a small city in the South,

attending all black schools until she received a National

Scholarship Award, and went North to college. After several

years of work in education in the South, she returned North

to do doctoral work in counseling, REBECA grew up in a

small hill town in Puerto Rico, her father a rural farm-

worker. At fifteen, she left for New York, where she

h-igh school for a semester, then married and

spent the next several years working in factories. She

returned to college, went on to graduate school, and is

now completing doctoral work in Guidance Counseling and

Bilingual Bicultural education.

Family interrelationships in the case of each of

these persons are extremely important in understanding

their experience; how large the families were and their

place in it, as well as their being male CNzamba) or female

(all the others) are equally important. My own limited

knowledge of the cultural significance attached to such

factors prevents me from doing more, in the case studies

as presented here, than pointing these out, except where
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they themselves discuss it

.

The fact that the people I interviewed are personal

acquaintances, as well as colleagues, has permitted the kind

of open and responsive nature of conversation that is

essential to exploring such personal issues that the multi-

dimensions of my concern require. And because of their own

professional concern with education—all of them, inci-

dentally, working or planning to work with persons whose

problems in cross-cultural experience are similar to their

own , their knowledge and analytic perspectives have contrib-

uted greatly to clarifying problems raised in the study.

The Interviews

I met with each person three times, for two hours

each, and subsequently, in the course of the writing of the

study, returned to them to clarify certain points, to check

for factual accuracy, and, as the accounts finally took

form, to have their reactions ("Does this seem like you?").

The interviews themselves focused on three main

areas; (1) the person's background— family, cultural commun-

ity, societal setting, the historical moment—and the

original motivation for learning English and becoming

educated; (2) the experience of learning the language in

the full context, including the contrast between school and

home cultures in their various aspects; (3) their reflec-

tions today concerning that experience, their view of
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benefxts and losses and their recommendations in retrospect
for how things might be different. While the interview

sessions focused on these three areas respectively, aspects

of each of course came up in every session,

Out of these conversations emerged a number of sig-

nificant issues that gave life, fullness, and particular

slant to dimensions that are explored in the literature

about the subject. They pointed up the complexity of the

experience and suggested variables that help to shape the

unique form it takes for the given individual.

A major difficulty of this study has been to attempt

to deal with the experiences of people I interviewed with-

out falling into the kind of dichotomies that seem inherent

in the English language and the Western analytic/academic

approach. Terms such as "bicultural" or "bilingual" suggest

that there exist two distinct cultures/languages and that

a "bilingual" person somehow balances these two in his or

her head, or treads two cultures, "bridging" them. The

concept of "transition" again suggests motion from one

place the next. We tend to describe cultures as distinct

and polar, to pit the individual against social forces, to

speak of development as sequential, and of certain persons

as "marginal"—that is, on the edge of some central place,

These terms all run up against the realities of life
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experience and only partially represent them. Throughout

this study, there has been tension between the terminology

and the reality ; while having to dichotomize and cate-

gorize, I do so at the very time that my purpose is rather

to suggest that language teachers must appreciate the

complexity, the simultaneous interweave of experience, which

pertains most intimately in language learning.

However, as Lambert points out, such terms also

^sflsct the tendency of society to so categorize groups

:

. . . so many of us think in terms of in-groups and out—

9^oups , or of the need of showing an allegiance to one group

or another, . . . that terms such as own language, other's

language, leaving and entering one cultural group for

another seem to be appropriate, even natural, descriptive

22choices." The kind of "in-group "/"out-group" thinking we

tend to do, and the stereotyping that goes with it, may be an

important barrier to overcome, rather than perpetuated, in

the course of the language learning situation.

Just as such terms need to be questioned in light

of the force they carry in perpetuating attitudes, in an

opposite sense, terms such as "prestige", "dominant" and

"nondominant" must instead be emphasized as representing

social and political realities. It is necessary to use and

explain them because to a certain extent, in this country,

they are taboo. It goes against the grain of the American

myth of equal opportunity to recognize that there are power
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structures and prestige factors mandated by these-a problem
that does not exist elsewhere. I use the term "dominant"
culture to refer to that social group in any society that
controls economic and political power, and determines

prestige by setting standards of success by its own

measure, one of these being performance in its own language,
the "prestige language". In colonial countries, the dominant
culture is a minority group; in the United States, it is a

majority. The force of its power to control economic and

social mobility remains the same.

Organization of the Study

The study is organized in a series of chapters

which highlight different aspects of the experience that

are in fact closely interwoven in reality, While the

thematic focus in each chapter is distinct, and each

follows logically upon the other, the rich and diverse

material from the interviews is used in a flexible manner.

Always bringing these in to illustrate and give depth to a

given issue, I often felt the need to provide full context

to that issue as it was relevant to a person's experience.

It happened that one person might have been very expansive

on a given subject, while another remembered less about it

or gave no importance to it; in fact, it may have had little

relevance to her life.

Overall, presentation of the material within the
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framework of the problem has been a process that has
reminded me of rug-weaving: one has an intractable loom,
an Idea or pattern in one's mind, and a basketful of many
colored and textured balls of wool which, as they come to be
brought together take on unknown and surprising character,

subtly altering the pattern in ways one could never have

predicted. It is a classic tension between form, meaning,

and the raw material of life—one which, after all, this

Study is centrally about.

Chapter Two, BACKGROUNDS, addresses the question of

motivation for education and learning the English language

as it is influenced by: the perceived value of these by

persons not belonging to the prestige culture; the accessi-

bility of education for such persons; personal imperatives

for education and language-learning as influenced by family

perspectives and aspirations. The chapter provides descrip-

tion of social setting and historical/political events and

gives personal biographical information as all of these

affect the learning experience.

Chapter Three, LANGUAGE ACQUISITION, explores the

ways that each person acquired the prestige language and

their influence on mastery of the language as indicated by

habitual use, modes of communication, and sense of confidence

when using the language. Here accounts by Anya, Marvina

and Rebeca are given extensive exploration.

Chapter Four, LANGUAGE AND CULTURAL IDENTITY,
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considers the ways that the schooling experience transmitted
the Ideology, values, and thought/structure of the new

culture through the school environment, teachers' attitudes,

the curriculum and content, and styles of interaction.

These are seen against the out of school culture of the

learner. The degree of cultural integration involved is

reflected in the person's sense of cultural identification.

Extensive discussion of Nzamba's experience is provided,

followed by comparison with those of Ruth and Phyl regarding

particular issues raised.

Chapter Five, LANGUAGE AND SELF-IDENTITY, considers

the persons' sense of themselves in relation to their

^^steiry of language. The key issues are sense of authen-

ticity and how the experience fostered or hindered develop-

ment of an integrated personality. As one person said,

"the demand is to be able to fit in both worlds, to be

yourself without being artificial."

Chapter Six, SIGNIFICANCE FOR EDUCATORS, answers

the question: "Given the complexities and variety of

influences involved in learning the dominant language in

cross-cultural contexts, what can a teacher do to foster

psychological and cultural integration and effective

mastery of the new language?" Teachers' own perspectives,

backgrounds, and objectives are looked at here, and recommen-

dations concerning approaches are provided, in the context

of issues brought up by the rest of the study.
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CHAPTER I I

backgrounds

Introduction

Motivation is a key factor among the many that
influence how a person outside the prestige culture learns
the new language and adapts to the new culture. Of course,
motivation will be affected in the course of learning by
the attitudes of the school towards the original culture and
language of the learner. However, the attitudes that the
learner brings to the learning situation in the first place
will be basic to how well he or she succeeds. These

attitudes are shaped initially by parents and the original
community. it is generally agreed that where there is

strong motivation to join a new culture and identify with
it, there will be heightened probability of success in

learning the language of that culture.

Studies regarding bilingualism biculturalism have

shown that an integrative motivation—that accompanied by

positive feelings towards the new language and culture and

a desire to integrate with it—is far more likely to have

good results than an instrumental one—namely, the prag-

matic intention to acquire the benefits, but not the

29
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cultural attributes, carried by the lanan *y rne language.* The two
types of motivation, however, are far fr-r. Simple. They
inge on one's sense of place and pride in one's own

culture, on the support given by one's culture as well asthe Place and stability of one's culture within the larger
scheme.** where nondominant groups are socially stigmatised

denied status and power in the society, there may be
ixttle realistic hope of being accepted into the dominant
culture, and thus one's motivation may be instrumental at
best. on the other hand, it is equally possible that a
member of such a group might instead accept such negative
judgments and strive to re-ier.*- t-,.’.-rrve to reject his own, to become part of
the other and to integrate with it.***

Motivation, then, is contingent on social and

new culture. 1
^ moves close to integrating with the

study of*rvarietrof bi??^
Fishman discussed his

children learning French- Greek
schools in New York; American

grants lear^ina ' t ® ^ and Chinese immi-
There chidren learning Hebrew
fo^these acquiring biUt^racy
biliS^fly reqS^es^erci^t^res
where snr*i;:ii • • .

* ihe pjroDleins lie outside

—

mine the stabilSv
and racial prejudicg-under-

not thrs^mfsippL^fa" con^unity, there will

"incorporSoro??^^^^*''*-'^-*'®^'!^' Process is called
tenlive?v f

® negative ideal", and is discussed ex-tensively by, for example, Erik Erickson and Frantz Fanon 3
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specific -t-n ^ m*pecitic to a given society. it is also
affected by the imperatives and aspirations of on=' •opxracions of one's immediat
community—and these may be contr^Hir-f-ce contradictory. As we shall see
later in this chapter, Marvina's mother wanted her to "be
somebody"; her father wanted her to learn the means to con-
front the white man; she herself says she saw education as
a means for sheer survival. Similarly, Anya's father
"valued education highly", her mother "never understood",
and her relatives were deeply antagonistic to all that the
English school represented. Looking at these conflicting
interests in either case, it is difficult to speak of their
personal motivation as either "integrative" or "instrumental"
in any pure sense. For the individual, many sometimes con-

flicting messages will influence attitudes she brings

with her to the learning situation.

If attitudes towards the dominant culture will

affect motivation, certainly expectations of what education

and the dominant language will bring are equally important.

That education holds great pragmatic value for "outsiders"

is often insufficiently appreciated by persons from the

dominant culture. Teachers like myself who, some years ago,

worked with good faith in an urban community in this coun-

try , or well-intended missionaries such as the European nuns

in Phyl's school, a matron from Wisconsin in Southern Africa,

a British settler teaching in a boy's boarding school in

East Africa, often lack that perception entirely. Thus I


