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ABSTRACT

This study is designed to explore the/relationsﬁip
between cultural attitudes and bilingual ééucation. ’It K
focuses specifically on Chinese Canadian families' attitudé€®-
towards the retention of Chinese language and culture, the.ﬂ
development of a Chinese-English bilingual school, and
parental expectations of and rationale for supporting such a
school. The study then looks briefif'at the recent
formation of the Edmonton Chinese-English Bilingual Program
in order to determine if it is programatically congruent
with the stated parental attitudes. . ‘

The ggspondents for the study are forty Chinese
Canadian -families in Edmonton. Included in this non-random
sample are thirty-six first-generation immigrants, threé
second—generation Canadian born Chinese and one family of
third—generafion immigrants. The survey was done through
personal open-ended interviews which were conducteqd in
Cantonese,* a d%aléct of the Chinese language spoken in the
Southern part of Chind. Information regarding the
respondents and their attitudes towards culture and ianguage
,preservatioﬁ and Chinese-English bilingual education were
obtained during the interviews.

The interviews show that the Chinese parents do support

!
the establishment of a Chinese-English bilingualjschool in

a

Edmonton. Their reasons for supporting such a program are
b



to préserve their ethnic culture and language, to prevent
intergenerational language and culture loss, to develop
positive ethnic identification in the younger generation, to
widen their chilgren's scope of experience for cognitive
development and to promoté communication between the younger
generation and the older ge;eration of their ;wn ethnic
community. The results also indicate there is not much
difference ip attitude towards the establishment‘of a
Chinese;English bilingual school between different religious
groups and different socio-economic classes. However,
different generations do express some different opinions
with regard to such a program. |

One unanticibated result of this study was that it
revealed a number of dilemmas and problems that have been
encountered by the Edmonton Chinese-English Bilingual School
Program. I£ was found that this program is not quite
programatiéélly congruént with the Chinese parental

)
attitudes in the sense that the elite language of Mandarin

v

rather than the "mother tongue" of the students (Cantonese)

-

is taught. This impliés that the program is more "elitist

Eilingualism' than "vernacular bili?gyalism". It was also

found‘that mén; 6f controversial problems have. arisen

because of the'issué‘ef "dialects" of instruction. These
. N

problems relateftOFboth the practicalf%y of the program and

the students' academic progress. .

vi
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CHAPTER 1

INTRODUCTION
N

Bilingual education,‘ln a broad sense, implies the use
of two languages as media QfAinstruction in connection with
teaching the curriculum (Fishman, 1976). In the American -
context, it has been defined by the United States Office of
Education as the use of two languages, one of which is
English, as medium of instruction for the same pupil
population in a well:organized prograh which encompasses
part or all of the curriculum and includes the study of the
history and culture associated with the ethnic language of a
certain minority group. .A complete bilingual program
develops and maintains the children's self esteem and a.
legitimate pride in both cultures (Fishman, 1976). Such a
definition suggests that in North America, bilingual
education refers to the teaching of an official lahguage
(English, French, Spanish) and a certain minority.ethnic
language together with its history and culture. with
bilingual education, hopefully, the minority children will
gain pride in their own ethnic identity and cuf&ure.

Within such a broad definition, there are few countries
where one cannot find some instances of bilingual education.

In some countries, especially the developed ones such as
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Canada in which the eofficial languages of English and French
havelalready achiewed in;ernational status, a changing
climate of tolerance towards minorities has induced them to
organize schools in the minority ethnic langugges with
(Mackey, 1970). On the other hand, this same climate 1is
associated with reduced discrimination and increaéed
minority opportunities in the general society, leading to a
decline in* loyalties to minority languages and a breakdown
in ethnic communities.

Becéuse of this shift in loyalties, it is generally
believed that unless the minority languages are maintained
and cultures are strenuously reinforced ;n the wider ,
community and pressure is exerted for their extensive use,
cultural boundaries cannot be maintained (Epstein, 1976).

. ]

Barth, (1969) like Epstein, emphasizes mother tongue
maintenance as an efficient way to secure ethnic boundaries.
That is, ethnic language instruction can contribute to
bounéary maintenance, as well as to an appreciation of
cultural heritage. Stern (1979) in a similar vein, points
out that in recent years there has been an eagerness to make
education in two languages much more widely available and to
regard bilingual schooling as educationally desirable for
"boundary maintenance” or continuation of an ethnic'grohp,’

in which tradition and ancestral languages of the minorities

are preeerved. These arguments imply that culture and



language maintenance are two of the cultural factors which
lead to the establishment of bilingual education.

Enthusiasm for the estaglishment of bilingual education
can be widely seen in Canada. in Ontario, under the
Heritage Language Program, there were almost 85,000 students
receiﬁing mother tongue instruction for up to thirty minutes
per day in an extended school day in early 1978. To date,
more than 70,000 students in Ontario attend similar programs
offering Portuguese, Cantonese, Italian, Spanish, Hindi,
Urdu, Bengali, Gréek, Korean, Croatian, Russian, Japanese,
Polish and Ukrainian (Dawson, 1982).

Until recently, the teaching of minority language in
Canada was offered primarily as "Saturday part-time
bilingual schooling”" by prfvate ethnic schools or individual
ethnic communities. However, this is now changing. More
than 75,000 students were enrolled in secéndaﬂg lev?l
minority language classes across the country (excluding
Quebec) in 1977 (Statistics Canada, 1978:40) and most of
these students were enrolled in a variety of bilingual and
bicultuyral programs pffered by the local Public School
géards. In Toronto, a Chinese-Canadian Bicultural Program
at Orde and Ogden Public Schools was raised in 1971 when
some of the Chinese parents in the area expressed concerns

over the growing lack of communication between their

children and themselves. Between then and 1973, the Chinese

-
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parents and the two schools made representations in several

ways to the Public School Board of Toronto until the program
was finally officially approved in August, 1973 (The ]
Chinese-Canadian Bicultural Program of Toronto, 1975).

Nine years later, in the city of Edmonton, the Public
School Board also gave official approval to the
establishment of Chinese-English bilingual programs 1in two
elementary schools starting with the kindergarten level
only. In addition to the Chinese-English bilingual
schooling, {n 1980, more than 750 students were enrolled in
Ukrainian-English bilingual classes from kindergarten to
grade six level in eight schools of Edmonton. This number
haé recently doubled (Dawsqp, 1982). The Ukrainian-English
bilingual school nowadays offer programs from kindergarten
to grade ten in the city of Edmonton.

| Several schools also offer German instruction from
kindergarten to elementary grades. "Cultural Enrichment”
programs are also held in the Cree language in a few
Edmonton schools. It is apparent that bilingual-bicultural
schooling has become a widespread phenomenon in North
America. It is ﬁartlf for this reason that bilingual
education has becoﬁe a popular issue of investigation.
However, Paulston (1976) points out that most research on
bilingual edudcation treats bilin&qgi programs as the

independent or causal variable. Many studies have been
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attempted to assess students' language achievement by
standardized test scores where the independent variable is
the language (mother tongue or the second language) used as
the medium of 1instruction.

However, the orientation of this thesis 1is to treat
bilingual education as a "dependent variable,"” or more
accurately, a phenomenon dependent on other factors. In
other wérds, the success of any bilingual program may be
determined more by the cultural motives, parental attitudes,
attitudes of its supporters and participants, ethnic
community influence and other objective determinants rather
than by the intellectual capabilities or performance of the
children, as Paulston (1976) claims. Thus, in this work, 1
propose to explore various cultural factors which contribute
to the establishment of bilingual programs.

To achieve a better understanding of these cultural
influences, this thesis will examine three areas:

1) recent literature on bilingual education in order
to identify the different cultural motives of
ethnic parents who want bilingual education,
including their beliefs about the relationship
between culture preservation and "mother tongue”
bilingual education;

ii) the attitudes and expectations of Chinese parents



in Edmonton towards a Chinese-English Bilingual
School Program;

ii11i) the Chinese-English Bilingual School of Edmonton,
including its history, program, "dialects" of

instruction and difficulties that have been
4

encountered.
A The thesis will bring together the examination of these
areas by two Tomparisons. Firstly, it will ask whether or

not the pattern of reasons and opinions about bilingual
education held by Edmonton Chinese parents is congruent with
the descriptive literature on parental beliefs. Secondly,
it will compare the existing bilingual'program in Edmonton
to parental reasons for wantiné or not wantfng bilingual
schooling. In particular, this second comparison will make
it possible to address the 1issue of‘“dialects" of
instruction in the Chinese-English Bilingual School of
Edmonton (Mandarin versus Cantonese).

Before we proceed to study these two areas of
comparisons, in order to obtain a begter understanding in
the Chinese community and the parents' attitudes toward the
Chinese-English bilingual schooling, it is important to 1ook
at the statistics about the Chinese population in the
country and in the city of Edmonton itself. It is necessary
to do so because the constantly increasing Chinese

population has exerted great influence on the development of



the Chinese-English Bilingual Program in both the whole
country and in the city of Edmonton.

Furthermore, to have a clearer picture about the second
comparison which relates to the issue of "dialects” of
instruction in this Chinese-English Bilingual School of
Edmonton (Mandarin versus Cantonese), 1t 1s necessary to
describe the general aspects of the "Chinese language."
Otherwise, we will find it difficult to understand the
language problem of the Chinese-English Bilingual Program of

Edmonton.

The Chinese in Canada: History and Statistics

Chinese have generally been regarded as a réce with a
very strong ethnic boundary and attachment. They are found
in almost every corner of the world. No matter where they
are, they like to stay together and form their own
communities. But in North America they usually have not had
a choice. It is mainly because of the century-long racism
they have been forced to stay together and.fight against the
prejudices of the society as a whole (Low, 1982).

Chinese were among the earliest non-white immigrants to
enter Canada. The first influx who came to British Columbia
between 1858 and 1866 were attracted to Canada with the
opening of the Cariboo gold fields. Most of these Chinese

were farm laborers in Guangdong before they migrated to



North America. They were mainly Cantonese and Toashanese
speaking. Many of these earliest arrivals left Canada after
the late 1860's, while those remaining typically moved into
restaurants, laundries, shoemaking, tailoring, domestic
services and gardening.

The small Chinese populﬁ}ion began to grow between 1881
and 1885 with the importation of thousands of Cooliés to
work for the Canadian Pacific Railway as railway laborers in

" \
interior British Columbia. During this period, even though
"there was serious restriction on the immigration of Chinese
(the tenfold increase of a head tax from $50 in 1885 to $500
in 1903), many Chinese came into Canada.

The Chinese minority continued to growmsteadily from
17,312 in 1901 to 27,831 in 1911 and 39,587 in 1921. Withih
twenty years, the number of Chinese had doubled. The
Chinese Immigration Act of 1923 finally barred the entrance
of Chinese to Canada and denied resident Chinese workers the
right‘to bring their wives and children to Canada from
China. Owing to this discrimination or racism, the Chinese

“population declined from 46,519 in 1931 to 34,627 in 1941,
and remained fairly static duriﬁg the 1940's (Andersop &
Frideres).

The Immigration Act was not repealed until 1947. 1In

spite of the Act being repealed, Chinese immigrants were not

welcomed to the country. Only the immediate family of



Chinese residents were eligible to apply for immigration to
Canada. However, with this slight liberation of immigration
policies after 1947, the Chinese population grew rapidly
from 35,528 in 1951 to 58,197 in 1961.

During the last twenty years, a great influx of
refugees from China, Vietnam and immigrants from Hong Kong
have brouégt a vast number of Chinese to North America. In
the ten years from 1961 to 1971, the number of Chinese 1in
Canada more than doubled from 58,197 to 118,815.‘ Most of
these newcomers tend to settle in cities for émployment
opportunities and to form strong ethnic communities with
which they can communicate and identify. Of the 118,815
counted in the 1971 census, 36,405 (30.6%) were in metro
vancouver; 26,285 (22.1%) were in metro Toronto and 10,655
(9%) were in metro Montreal.

‘A study was done in the mid-1970's by O'Bryan, Reitz -
and Kuplowska (1976:35) which showed that 88.7% of the
Chinese population were first-generation immigrants, while
over half or 53% of these immigrants came to this country
rdu;ing the period of 1960-1975. Particula}ly during the
aarly 1970's, with‘the federal relaxatioq in immigration
‘policy, the ﬁumber of immigrants increased tremendously.
Acco;ding to Statistics Canada (1971), the total number of
Chinese in Canada is 118,815. O'Bryan, Reitz a;é;§§;i§§ska

(1976:35) point out that there was a great increase in tpe



Chinese population within the period of 1971 to 1974. The1r
studies indicate that in 1973, the Chinese population
increased 8.6% from that of 1971 in the country.

Anderson and Frideres (1981) state that the Chinese
immigrants who came during the periéd 1972 to 1975 came
mainly from Hong Kong. They indicate that Hong Kong was
ranked as the third major source of Canadian immigrants for
the past several years with 45,377 Chinese from this city
along arriving between 1968 and 1973.

The Chinese proportion of the total Canadian
immigration fluctuated between about 1% and 3% between 1950
and 1967, then increased steadily to about 8% in 1973. By
1968~69 more than 8,000 Chinese a year were entering Canada
as landed immigrants. This number declined slightly to
5,000 to 6,000 during the early 1970's, then increased
markedly to 13,000 to 15,000 in 1973 to 1975 and probably
over 18,000 in 1976 to 1977. Just during the first half of
1976, there were altogethér 8,821 Chinese newcomers arriving
from Hong Kong alone. As so many of these immigrants are
from Hong Kong where Cantonese is the major Chineée language
used, it can be assumed that most of the first-generation
Chinese immigrents of Canada are Cantonese speaking.

‘ According to the census of 1981, there are at present
about 224,030 who are of Chinese ofigin.Ajhs the total -

population of the whole country is 24,353,180, 1% of the

10



country's population was Chinese in 1981. This figure also
indicates that there is a major increase of almost 90% in
the Chinese popﬁlation during the. period of 1971 to 1981 in
Canada. This can be seen by comparing the fidg@re of 1971
which is 118,815 and' the figure of 224,030 that is presented
in the census of 1981. Over 60% of these immigrants are
young; that 1s, within the agé group of 18 to 35.

In O'Bryan, Reitz and Kuplowka's study (1976), more
than 65% of first-generation immigrants were between the
ages of 18 and 40. It would seem that Chinese immigrants
are a comparatively young generation. Since most Chinese in
Canada are first-generation immigrants with fluency in their
mother tongue, it is not surprising in O'Bryan's study that
92.8% of the whole Chinese population in Canada reported
full fluency in their ethnic language. As well, 92.9% of
the population said that ;hey use theé; native tongue every
day either at work or at‘home. Given the similarity of the
1971 and 1981 Chinese population in Canada, in regards to
age and generation of migration, it is perhaps reasonablé)to
infer.that similar percenﬁagés continue to be fluent in

v
their ethnic languages. Statistics Canada data in 1981 show
that there are 28,910 Chinese living in the province of
Alberta and 12,395 living in the city of Edmonton.
' )

Yu (1981) mentions that Chinese immigrants to Alberta

are mostly from the Cantonese-épeaking rural regions of

11



Guangdong Province of China. They emigrated in the wake of
famine and political upheavals in their homéland. On
arrival 1n the province, they were-confronted with
anti-Chinese sentiments and hostile realities, which made it
necessary for them to band together in "Benevolent
Societies" for self-preservation and protection. Yu also
points out that stressful experiences of these Chinese also
taught them to stay together, keep to themselves and to
avoid trouble as much as possible. That is, the Chinese's
rationale for their strong ethnic attachment has been to
protect their ethnic boundary, to maintain thei; ancestral
language and culture, to prevent being assimilated into the
mainstream society, te provide a sense of ethnic
identification and to protect themselves from
discrimination. The existing well-established Chinatowns in
most metropolitan centgrs of Europe and North America are
good illustrations of Chinese unity. Toronto, for example,
had 4,000 Chinese in 1951; by 1961 it had almost doubled
with half living in Chinatown (Anderson & Frideres,
1981:164).

Yu (1981) further describes the Chinese in Alberta in
dépth. She says that there is a tendency for the Chinese
newcomers to live in areas of the_ city where inexpensive
housing is accessible. The more established tend to move td

new areas of the city where they can rent or buy subsidized

12



housing. In Calgary, these Chinese tend to stay in the
Northeast of the city while in Edmonton they tend to stay in
Londonderry, Castledown, Millwoods and the West end-

According to Yu (1981), most Chinese people 1in Alberta
are working class; middle-class Chinese-Albertan families
exist but they are the minority og their population. 1In
general, these middle-class families are young, university
educated professionals and new immigrants of less than
tyglve years of residence in the province. Superficially,
all these Chinese immigrants, especially the working class,
try to adopt the Canadian way of life. Nevertheless, they
still maintain many of their Chinese traditions, in terms of
kinship and social activities.

It has been determinea thaé the number in Edmonton rose
from 5,110 in 1971 to 5,550 in 1973. According to
Statistics Canada (1951), there were altogether 12,395
Chinese in Edmonton. That is, within the period.of 1973 to
1981, the number of Chinese in the city ﬁas more than
doubled.

Before we proceed tovexamine the Chinese-English"
bilingual programs of the selected metfopolifan centers of
the country and particula;ly the one in Edmonton, it may be
worthwhile to first explore the diffeﬂéé; aspécts of the
Chinese language sﬁch as its differeht'dialéctal forms in

order to understand these programs more thoroughly.

13



The Chinese Language

Chinese, with the inclusion of all the existing dialect

forms, is probably the most widely extended form'bf speech
that the world has known. It is the principal Asian
language and is spoken by more people than any other
language in the world. Before we proceed to deal with the
different aspects of the Chinese language, it is necessary
to consider some fundamental facts about language in
general. ¢

Very often, language serves as a barrier, rather than
as a flexible and efficient means of communicatioﬁh_ Even
speakers of a particular language do not all speak the same
language. According to Savilie and Tfoike (1975), each
individual with his or her unique linguistic experience
. speaks slightly differenﬂ from others and such
differentiated form of.ianQUage is called ideolect. As a
result of pafental and peer infiuence‘in the.course,of
growing up, the ideolectslof pebple who.have been in
frequent édmmunication since childhood wili-tend to be véry
‘similar, and will be quite diffefent from the ideolects of
people in other intercomﬁunicating groups orAin otherf
different géographical regions.

Any group of similar ideolects differing frOm cher
comparable groups in features'of'pronunciation, grémmar énd

vocabulary is known as a dialect. A dialect is usually

14
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defined as a branch of a common or parent language and it
represents a variation. According to linguists, people
within different dialect groups should be mutually
intelligible. azherwise, their language is considered to be
from different langque éroups rather than from different
dialect groups. A collection of similar dialects is called
a language. Saville and Troike (1975) also state that all
languages have dialects, and everyone speaks a dialect as
there is no such thing as a "pure” language.

With regard to the Chinese language community
individuals, like people from any other language community,
do not speak exactly the same way. Such variations within a
single language are usually called dialects. Chinese’
dialect differences, as a whole, are usually interpreted as
indicators of real or imagined differences in education,
religion, geographical region, social class, attitudes and
other aspects of life. Nevertheless they have a great deal
in common with one another; they originated from one parent
lénguage énd they 'share the universal written form of;
ideography.

_ While seeipg‘the different variations in the Chinese
1anguage'as "dialects™ according to the classical approach,
such variétiohs have recentiy been viewed as different
"languages" accoraipg ﬁo iinguists.* Even though these
alternative versions ;re branches from the samé‘parent

4
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language, owing to the lack of mutual intelligibility .
between speakers of the different variations groups,
linguists see such variations as difﬁgrent languages
regardless of the fact that they share the same literary
form. |

Within China, the spoken variations of the Chinese
language can be divided into roughly nine main groups: the
Yu Group which includes speakers of-the Guangdong Province,
the Hakka Group of Northeastern Guangdong, the Amoy-Swatow
Group, the Min Group which includes speakers of Foochow, the
Wu Group of the southeéstern_provinces such as Soochow and
Shanghai, the Hsiang Group of Hunan and finally the Mandarin
Group which includes the Northern Mandarin, Southwestern
Mandarin and the Southern Mandarin (see map on page 21).

The three groups of Mandérin versions differ in
p;onunciation and vocabulary. However, their differences
are less than that between the Mandarin versions taken

together, and any of the other groups of spoken variations.

* Regardless of the linguist's definition of dialect, in
this thesis, the different Chinese spoken variations will be
termed different Chinese "dialects."™ This is due to the
fact that the different variations originated from one
parent language and are expressed in one universal written
form.



These Mandarin versions are grouped and used as the national
language of China és they are regarded by the Chinese as
more linguistically sophisticated, refined, and as the elite
language. The pronunciation of Peking accent 1s considered
as the standard (Forrest, 1973).

Like any other country, in China, some groups of
speakers will enjoy higher social prestige than others.
Because of this, their language version or "dialects" will
often come to be considered "better”" than others. Also,
~"languages" or "dialects" spoken ly the upper class of
educated speakers in the most important urban centers, such
as Peking of China, will easily become the de facto
"standard” version. They will have higher status than any
alternative versions of the lqnguage which is used by other
different social classes and people from different
geographical regions such as the rural areas.

3

Mandarin has been regarded aw "better," "standard"

e

&
and "superior" version of the Chines€ language mainly owing
to the traditional pattern of economic, social and political

domifation. Other language versions or "dialects,"” lacking
wider prestige and status, are usually considered as
"non-standard." As a matter of fact, those so called

"non-standard" versions such as Cantonese or Hakka are just

asisystematic and complete as the "standard" Mandarin and it



is only a matter of historical accident that one, rather
than another, version becomes the "standard."

The other six language groups other than Mandarin are
spoken>ma1nly in the coastal and central regions. These
groups are spoken by one-third of the Chinese speaking
population of China in about one-quarter of the country's
area. They differ from each other and from Mandarin which
is spoken in the rest of China.

The six southern local vernaculars depart from the
speech of the north extremely, in pronunciation, in idiom
and in vocabulary. The people from different provinces may
often find it hard to communicate with each other. It 1is as
if they are speaking totally different languages. Although
the spoken.Chinese\"dialects" are so different in the
pronunciation of cognate words, they have seldom been
regarded as different languages by the Chinese themselves
mainly because of their universal literary form of
cha;acters. -This is also the reason the Chinesevbelieve
that they share. the same language, the same culture and
belong to the same race, even though some'of them may not be
able, to communicdte with one another owing to the great
differences in "dialects" used. ’

The written form of the Chinese language is universal

for all different spoken versions in the sense that it is

written in one common idiom and in one common system of

18
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ideography. 1t is also this written language that serves as
a means to bind together people of various vernaculars and
enable them to communicate with one another within the
country, as long as these people know how to read and write.

Among the nine groups of spoken versions, the Cantonese
version of the Yu Group forms the largest linguistic
community in North America. This 1is mainly caused\by the
large number of Chinese immigrants who came from Hong Kong
and Guangdong during the last two decades, where Cantonese
is the major version of communication.

People of all the nine different spoken versions
groups, on the whole, practise common Chinese customs and
cultﬁre. They share similar Chinese beliefs and Chinese
traditional values. In addition to common practices, these
groups have their own regional subcultures 1in other
different aspects of life such as eating habits, religion,
etc. However, these people identify themselves as "Chinese"
or the "Han Race."

This introductory chapter attempts to give an overall
picture of the developmenf of bilingual education in North
America, the Cahadian Chiﬁese population and their ethnic
language. This background information hopefully will help
make it possible to understand the later chapter about

Edmonton Chinese parental attitudes towards the



Chinese-English Bilingual Program ot the c¢ity and the
program 1tself.

In the following chapter, a survey of the literature
with regard to the cultural motives of bilingual schooling
will be presented. 1In the latter part of this thesis, these
cultural reasons will then be compared to those given by the
Edmonton Chinese parents to see if they are congruent with

each other.

20
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| CHAPTER 11: LITERATURE REVIEW
CULTURAL PERSPECTIVE ON BILINGUAIL EDUCATION

Gaarder (1967) defines bilingual education as the
concurrent use of two languages as media of instruction for
a child in a given school in any or all of the school
curriculum except the actual study of the languages
themselves. In Canada, bilingual education implies
instruction in both English and French or in one of those
official languages and a minority language. However, as
culturally the acquisition of an official or dominant
language through bilingual schooling is quite different from
the acquisition or maintenance of a minority language, thié
thesis will not attempt to deal with both cases. Instead,
this wdrk will concentrate on how paréntal attitudes and
ethnic community influence affect ethnic language
instruction in a bilingual program.

Gaarder (1967) proposes two types of bilingualism.

They are "elitist bilingualism" and "sogyetal bilingualism.”
"Elitist bilingualism” is acquired by o;e's own choice. The
second language is often acquired through private tutoring
or foreign languages school and its acquisition is mainly
for prestige, status and §elf—enricﬁment. This form of

bilingualism often serves as a status symbol for the

»
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intellectual or elite class in most societies. According to
Gaarder (1976), societal or folk bilingualism differs from
elitist bilingualism in that the individual or the group is
forced to learn a second 1anguage,'usually the superordinate
mainstream language, in/order to survive socially and
economically.

In fact, elitist bilingualism is similar to what has
been called additiye bilingualism. According to Lambert
(1976), this type of bilingualism gives the students an |
additional opportunity to learn one more language other than
the dominant language of the society or their own mother

tongue for self-interest and self-enrichment. As Fishman

(1976) suggests, such an enrichment bilingual program is for

those who are relatively secure in their social, economic
and political power. These people can afford and often seek
an educational and cultural éxposure in addition to their
own ethnic language and immediate milieu. Thus, this type
of bilingual program has been long and widely viewed by
disadvantaged groups as "e%itist."

Another predominant type of bilingualism "vernacelar
bilingualism” or a "group ma;ntenance bilingual program" is
suggesfed by Fishman (1976). This form of bilingualism
focuses on instruction of the "mother tongue” of a certain

ethnic group for the purpose of the preservation and

enhanct?ent of the group and its related language and

\
-
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culture. It has generally been regarded as one means to
maintain the language and culture of minority ethnic
communities. Vernacular language, according to a UNESCO
monographf‘is gefined as a language which 1is the mother
tongue of a gréup whg) this group is socially or politically
dominated by anothé}’group speaking in a different language
or dialect of the same country. The language or the dialect
éf a minority in one country will not be considered as a
vernacular if it is an official language of another country
(1953:46) . Based con this definition in the case of the
Chinese-English bilingual education of Edmonton, "vernacular
bilingualism" probably impliés the teaching of the
mainstream language and one of the various Chinese
"dialects,"” except the officiai language of mainland Q?ina -
Mandarin.

Bilingual education, from a cultural perspective, has
often been associated with this "vernacular" or "group
Mmaintenance“ type of bilingualism which aims at the
preservation of ethnic culture and language. Supporters of
these vernacular bilingual-bicultural programs hope to
protect the cultural status*of their communities and to gain
social respect for their etﬁnic group. Observing the
failure of the second and third generations of th% minority

to learn their own ethnic languages, ethnic communities

strive for bilingual education which they think is one



important way to preserve their ethnic languages and
cultures. It is also for this reason that until recently
the teaching of ethnic languages was deemed to 5e the
responsibility of the ethnic communities. S

To have a better understanding of the ethnic
communities' rationale for culture and language maintenance,
we have to examine the cultural motives for such progréms.
Therc fore, before we proceed to study the Chinese-English
Bilingual School of Edmonton and the parental attitudés
towards such a program, it 1s necessary to invest}gate the
general cultural motives for bilingual\ed§cation that have
been suggested in the literature.

This chapter will review five specific reasons given by
ethnic minorities for desiring bilingual education. They

are as follows:

i) to»maintain the culture and language of minority
groups;
ii) to prevent intergenerational language and culture
loss;
iii)»“ to protect ethnic identities and to prevent

assimilation;
iv) to promote acceptance and tolerance between
majority and minority groups;

v) to preserve ethnic religious ties.

25
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Language and Culture Maintenance

Language has always been considered closely related to
culture. Before we look at their association, 1t 1is
necessary first to study the definition of these two
entities.

Culture is normally used by anthropologists to describe
the total life pattern of a society. The ways 1n which men
co-operate or conflict, their social and political
institutions, their taboos, rituals and ceremonies, their
ways of raising their younger gegeratiéns, their shame and
their ways of expression are all part of their culture
(Bantock, 1973). Anderson and Frideres (1981) also point
out that culture‘has traditionally been divided into
material culture such as artifacts and non-material culture
such as beliefs, customs, languages, mentifacts and social

institutions. Both Bantock, and Anderson and Frideres'
definitions include language oOr ways of expression as one of
the important elements of culture. "In fact, language is

both viewed as a part of culture and as a means of encoding
and transmitting cultural information.

‘Language, according to Sapir (1949) , enables human
beings to transcend the immediate given in their individual
éxperiences and to joiﬁ in a larger common understanding.
This common understanding constitutes culture. Taylor

(1950) further proposes that unless a child has gained



control of language or speech, his or her enculturation
progress in other areas will be limited and hindered.

Dawson (1981) suggests thaf a soclety cannot be totally
understood and appreci;ted without knowledge of 1its
language. -McQuown (1982) further points out that language
is man's prime means of communication and 1is the principai
tool through which one man passes on his pefsonal and social
integration, his cultural ways of behaving to his offspring
and through which he induces his peers to share his cultu;e
and with him to form a larger social group.

A person is seen to learn his culture through his
language and to express his culture when he uses his
language. " Goodenough (Hymes, 1964) states thdt a society;s
language is an important aspect of its culture and theé
relationship between the two is like that of a part to a \'
whole. Based on this logic, changes in one aspect of
culture, éuch as changes in language, will lead‘to changes
in the culture itself. In short, language retention 1s an
important aspect of culture retention; without language,
culture can hardly be maintained.

According to the Royal Commission on Bilingualism and
Biculturalism (1969), language allows for $elﬁ-ex;ression
and communication according to one;s own logic. “Thué, those

who care about their cultural heritages, also care about

their ancestral language. This explanation illustrates one

[
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of the major reasons given by minority communities which
provide strong support for the establishment of bilingual
edQcation programs that include the instruction of their
ancestral tonéue.

Qné of the most inclusive statements concerning ethnic
languége and culture maintenance in the biiingual programs

is made by Spolsky in Frontiers of Bilingual Education

(1977). He states that:

The actual goals of bilingual education call for a

recognition of the child's home culture and its

inclusion as part of the instructional program.

Language and culture are inextricably 1interwoven

and language is the most identifiable and basic

exponent of a culture. Besides language, the

bilingual educational programs often incorporates
other cultural elements of the children's home, be

it music, cuisine or folklore (p. 238).

In this statement, Spolsky implies that bilingual schooling
not only provides instruction of the mainstream language and
the minorities' mother tongues, but also incorporates
cultural elements of the minority groups;' Thus, through
such a pattern, bilingual education is the means to cultural
and language maintenance for ethnic minorities.

In the above discussion, "ethnic language” usually
.-refers to a &ingle "dialect," "mother tongue" or
rvernacular” of minority groups in a society where there is-
a dominant or superordinate language. . However, in some
language>cases when the minority language has more than one

-

form (either written or spoken),‘”ethnic language” ‘of a

A
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minority group could refer to all the different versions of
written and spoken forms of that parentilanguage. The
Chinese languége, perhaps, is a good example to illustrate
this case. Even though there are many different spoken
versions or "dialects"™ in the Chinese language, the "ethnic
language”" of an individual who 1is of Chinese origin 1s not
necessarily his "mother tongue" dialect or "vernacular.”

The universal written language and the different versions of
spoken languégq may all be considered his ethnic language.

Based on the above definition of "ethnic language,” no
matter what lén@uage'Version of a minority language is being
taught together with thg mainstream language in a bilingual
program,Athe'bilingual program can achieve the purpose of
culture and éthnic language preservation. This implies that
bilingual education in which the official ethnic language is
used can maintain the culture of minorities whose "mother

)
tongue™ is a country's dialect rather than the official
national ethnic language.

Chinese-English bilingual education }g perhaps a good
illustration; but it is also a unique case. This type of
bilingual program which provides the instruction of English
and the Chinese language (no matter which dialect:
Cantonese, Shanghainese, Mandarin, eté.) can help the
Chinese younger generation to maintain their ethnic culture.

This is so because even though the Chinese language has many

29
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different spoken versions, people all read and write the
same universal literary form. As a matter of fact, the
Chinese identify the universal written form of the language
as their common "ethnic language"” and their various spoken
versions are seen as only an indication of which province
they originated from.

Also, the Chinese have a strong ethnic identification
in general. No matter which dialect they speak, they
generally see themselves as a member of the Chinese race or
people. They may be quite "regional conscious” in the sense
that they identify their regional difference by speaking
different "dialects”; however, they still class everybody
who practises s'mLiar customs and use the Chinese written

language as inese."”™ Thus, no matter which spoken version
of the Chinese language is taught in a bilingual progranm,
the Chinése population may still see it as serving the
objectives of "ethnic language"” maintenance.

Therefore, in ﬁhe case of Chinesé-English bilingual
education, the in;truction in one of the Chinese dialects
which is not the "vernacular™ of the students may not help

the students to maintain their "mother tongue” or help in

communication with other ethnic community members or older

':elatives. However, the Chinese population on the whole may

.8till believe thét,this type of bilingual schooling can help



the students to maintain their "ethnic language" and
culture. "

As a matter of fact, the most common rationale for the
desirability of non-official language use or ethnic language
preservation is actually its value 1n maihtaining group
traditions and its value in communication with other group
members. Support for the maintenance of minority languagegs,
EOgether with the mainstream language instruction of English
in the school system, appears to be widespread among
-Canadian metropolitan ethnic groups. O'Bryan, Reitz and
Kuplowska, in their survey of ethnic groups' desirability of
ethnic language retention, found that out of 57,636 Chinese
in their sample, there were 22,388 who éhink that it is

<

"very desirable™ to preserve their ethnic language. The
data also show that while 38.8% have'shown a "very
desirable™ attitude, another 40.3% reveal a "somewhat
desirable” attitude. This suggests that in §ﬁ&s study there
was an overwhelming majority of almost 80%lin ?avor of
ethnic language retention émong the’Chinese.

In the above study, the Chinese are the group which has
the highest percentage in favor of ethnic language
maintenénée, while learning the ma;nstreém language. Among
all the minority groups of Canada, the Greeks show a second

. [ 3
highest percentage in support of ethnic language retention

(over 80% of the Greek population also !avor ethnic language
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maintenance) . At the lower end of interest 1n ethnic
language maintenapce are the Dutch and the Scandinavian
population in Canada. About half of these groups favor
ethnic language preservation but only 15% of the Dutch
population and 13% of the Scandinavian population indicate a
"very desirable” attitude towards it.

O'Bryan, Reitz and Kuplowska (1976:2) also state that
some minority groups do retain their cultural traits despite
loss of their native tongue. However, only part of their
original cultural traits or customs are retained which again
implies that language cannot be dissociated. If a person
wants to maintain culture, he or she has to preserve the
language as well. They do not, however, provide any -
information on Chinese attitudes towa;ds learning vernacular
or elite Chinese dialects; perhaps they were unaware of the

major differences in the Chinese language.

Prevention of Intergenerational Language and Culture Shift

Intergenerational language and culture lFoss or shift is
a prevailing phenomenon within minority ethnic groups in
North America. In a study of ethnic orientation in Canada
among people of Ukrainian origin, C. W. Hobart (1966) found
that children of immigrant parents reject "very much" their
parents' culture and language. By rejecting their parents'

customs and culture, they automatically must also reject



their native tongue. To be "pure Canadian” perhaps mékes 1t
easier for thesy immigrant children to obtain acceptance
among their peers. Because of this phenomenon, parents of
the minority groups are worried that the younger generation
will be assimilated to the mainstream culture and language.
They are afraid that their own culture and language will be
totally lost after a few generations. Therefore, one way to
prevent intergenerational ethnic culture and language loss

\
is to advocate a type of education which incorporates the
teaching of ethnic language and culture, while the official
language of English and the dominant culture are being
taught.

Spolsky (1978) points out tﬁat different stages and
degrees of assimilation, which severely affect several
generations of immigrants, can be represented by the various
levels of linguality or language fluency. His paradigm of
language shift is as follows:

Immigrating Generation : Immigrant Language
(New Language)

Native Language +
New Language
Grandchildren : New Language

(Natiwve Language)
New Language

Children

.o

Great Grandchildren:

T e

When the immigrants first come to a new country,
they will continue to use their mother tongue at home. They
learn and speak the new languagé only when it is required at

|

work or outside home. Unless these new immigrants have
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previous knowledge of the new language, this generation at
most will be only pseudo bilingual, which is shown in the
above table by the use of parentheses around "New Language."
According to Lieberson (1970), e;en 1f the parents are
'bilingual, the offsprings often adopt a new mother tongue
which is usually the dominant language of the society.
However, mother tongue may be transferred to the next
generation, so that they are fully bilingual. 1In the second
and third generation, immigrént children will probably use
very little of or evén no longer use their native tongue.

In the third generation, their first language will be the
new language; in the fourth generation, the new language
will be their only language.

Goldstein and Bienvenue (1980) further emphasize that
language retention is the main theme of ethnic politics of
Canaaa. As the conditions required for perpetuating the old
kinship system do not exist in Canada, the rise of a new
ggperation often brogght drastic chénges to the conventional
life of the ethnic communities. Spokesmen for ethnic
minorities view with alarm the failure of the second and
third generations to learn their ethnic language.

However, in a differentiated society, differences and
conflicts between generations tend to be increased
especially in immigrant groups. The transmission of a way

of life depends very much upon the acceptancé of a total
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system of institutions and such a system can only rarely be
transmitted intact to a new land. In Canada, the retention
rate of ancestral languages varies substantially from one
cultural group to another and from generation to generation.
The communities of the Hutterites and the Mennonites>seem to
have the most complete transfer and within these two groups,
generational conflicts are therefore less severe.

O'Bryan, Reitz and Kuplowska (1976:165-172) in their
large Canadian study, substantially agree with Spolsky and
Leiberson, but they come to an even more pessimistic
conclusion. They found that seven out of ten immigrants
reported full fluency in their native tongue. But in many
ethnic groups, fluency is reported by only one in ten of the
second generation and has disappeared entirely in the third
or subsequent generations. They conclude that generational
transition is a powerful force in language loss.

As the use of the mother tongue is rapidly reduced from
the second generation, minority groups see that the only way
to avoid such phenomenon is to educate their children about
their own culture and language. The teaching of ethnic
languages together with the mainstream language in a
bilingual program is believed to be of much help in
preventing the intergenerational language and culture loss

within ethnic minority communities.
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Protection of Ethnic Identities

It is believed that the North American 'melting pot'
mentality has chiefly led to the destruction or
disappearance of ethnic languages and cultures in the United
States. Cruel anti-foreign, pro-Anglo-Saxon and
anti—mipority forces have asserted a strong influence 1in
North American history. In other words, the chief
"Americanization" forces in the past have been ruining the
unigqueness of the minorities, their identities and blending
them imperceptibly into the new nation.

Justification of bilingual programs also includes
social justice claims by groups that are conquered,
suppressed or that have suffered from severe discrimination.
These groups obviously have a strong determination to
reinforce ethnic attaéhment for their own security and
protection, and to rebuild their own ethnic identities. The
Navajos of the United States serve as a good example to
illustrate this arqument. People of this tribe mainly use
their ancestral language in their daily life. Their .
children speak almost no English when they first begin
school. To these tribes, bilingual schools affer an
opportunity to retain their native culture angd language
while introducing the students to the English-speaking
world.

In some other groups, as the children speak English as
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their first language, bilingual education may provide a
useful opportunity to introduce ancestral languages and
traditions to the young Indians. Many tribes of North
America, as a matter of fact, welcome this way of
maintaining their cultural identity. As many of them have
lost their native language fluency and ancestral customs and
traditions over the last two hundred years owing to the
native language suppression by the dominant linguistic and
political system, they would like to see their language
taught 1in school as a means of reinforcing cultural
traditions and asserting tribal identities.

Joshua Fishman's Language Loyalty in the United States

of 1966 is a monumental work in the field of bilingual
education. It not only aroused the society's opinion
against the long accepted idea of America being the great
'melting pot' but also stimulated the society's.interest in
the preservation of minority vernaculars. Native languages
spoken by the Chinese, Indians, Mexicans and blacks, etc.
werg.revalued both by the ethnic communities themselves and
by the government.

Since language spoken by family and friends is of such
importance in the formation of one's identity, the desire
for the retention of one's culture and language has become
prevalent. Modiano (1972:87) points out that a person's

language is inexorably tied to the image of himself. That



is so because language not only serves as a bridge of
communication, but also indicates a person's reference
group. Therefore, the preservation of one's identity, as
long as it is bound in with the identity of the ethnic
community, means the maintenance of one's native tongue.
That is, bilingual education with the learning of one's
ethnic language and culture would ensure for the minori?ies
a sense of security and protection derived from
identification with his kin group.

The Cuban community of New Mexico is a good example to
illustrate the above idea. It is more successful than most
other immigrant groups in maintaining their institutions and
their language. However, as time goes on, 1t becomes more
and more difficult for the younger generation to resist the
acculturation which contact with the English-speaking North
American majority eventuaily produced. The increasing
contact with the North American society brings a
corresponding increase in the role of English in the daily
life of the Cuban refugees and long-term problems of Spanish
maintenance.

Although Spanish is the language most'frequently used
in the ﬁajority of Cuban refugees' homes, the mainténance of
Spanish continues to be a problem. Since very few
Anglo-Americans speak Spanish, Cubans have to learn English

and use it more and more. Also, the younger they are, the
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more bilingual and English speaking they are. Besides, 1t
is very difficult to deny Cuban children contact with the
North American culture and its economic and social
advantages.

C. Christian Jr. (1976) provides a social-psychological
explanation by pointing out that children of minorities are
subject to constant pressures to identify with members of
the dominant group as a condition for personal and social °
success. They may consider identification with family and
friends as secondary in importance to identification with N
members of the majority needed to achieve social mobility.
Providing a more structural explanation, Lamy (1975) infers
that bilinguals in groups where competition is high, where
there are two cultural groups and where one group 1is
dominant, will lack a strong sense of group identity. They
will be less ethnocentric, which implies that ey will feel
less group loyalty, and finally will be i?sily ssimilated
to the dominant group of the society. i

As a whole, minority groups who give the strongest
support to bilingual education are those who view the
decreasing use of ethnic language as a "very serious
problem"” of their communities (O'Bryan, Reitz and Kuplowska,
1976). Also, they are the ones who see that language and

culture preservation is the most important task that they

have to deal with.
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Lewis (1980:255) suggests that bilingual education can
promote ethnic identity by making explicit and maintaining
differences between groups. Epstein (1977) also terms
bilingual education policy as "affirmative ethnicity” in
wl¥ich supporters of such policy or programs are seeking
government financed and government promoted ethnic languages
and cultures in the public school system. He suggests that
bilingual education has always been regarded as a means of
cultural and tribal affirmation. Through bilingual

schooling, which incorporates the teaching of the minority's

and the majority's languages and cultures, the advocates or..

supporters hope to obtain protection for their ethnic
boundary and to help their younger generation develop a
positive g}hnic identification. They feel that this 1s the
only way to prevent assimilation of theig Canadian born
descendants into the mainstream society.

Another major reason for bilingual schooling given by
bilingual education advocates is that there is a lack of
respect encountered for.their mother tongue and that it 1is
not sufficiently taught in the regular public schools. Such
people point out that if the "outside school” does not
respect the ethnic languages by offering thgm as languages
of instruction, then how can "insiders,™ particularly te

younger generation, respect their own languages and have

positfbe identification with their ethnic®community (Fishman

.
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and Nahirny in Fishman 1966:122). Leonard Covello, the
first Italian American to become a principal in New York
schools, describes his school days like this:
The Italian language was completely ignored in the
American schools...we soon got the idea that
Italian meant something inferior, and a barrier
was erected between children of Italian origin and
parents. This was the accepted process of
Americanization. We were becoming Americans by
learning how to be ashamed of our parents
(Cranston, 1974). o ’
Furthermore, there 1s a Widespread feeling that the
failure of prior efforts in the language education of

minority children is mainly caused by the negative

perception'of speakers of languages other than English and

N .
their agcompanying rejection through the values expressed by
i~ Al TN

o~
o gl y

the cu’iiculum of the school system (Epstein, 1976). For
this regson, minority groups believe that in order to
prevent sﬁéh failure and have their younger generation
respect their own languages and cultures, they must have
their languages respected and taught together with the
dominant language in the school system. |

One of the major attitudinal claims put forward for
bilingual education is that it encourages the minority's
children's positive identification and self-respect, to
discover that their own home tongue with which they have
strong association is associated or at leést not maligned by

the society or the school system.



Saville and Troike (1971) however point out that one
possible consequence of being bilingual is that major
conflicts in values may arise. They suggest that 1in a
conventional English dominant school system, one of the
first impressions a non-kEnglish minority child may have.1is
that people in authority do not speak or respect his or her
language. That child may thus perceive a conflict between
family and friends against the school system. He or she may
also be hesitant to identify with his or her own ethnic
group which is perceived as being disrespected by the
majority. As languade is considered one of the most
important mediating factors in the development of
self-concept (C. C. Christian, Jr., 1976), it is very
important for the child to develop a positive opinion
towards his own language and culture.

The language that the minority children use will
influence not only the way they perceive themselves but also
the way they are perceived in the community. Such
perceptions are of great importance, as the attitudes of the
home and community towards bilingualism and towards the
respective language groups affect significantly the
attitudes of the students. Therefore, it is not surprising
to find that there is a strong feeling in the Chinese
younger generation to reject their own cultural heritage,

particularly their language, and adopt a more conventional
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way of behavior. “According to Yu (1981), in the Chinese
families, most of the time, the children are well cared for
emotionq&ly ;né physically but there exists a cultural and,
intellectual gap between the home environment and malnstream
Canaéian_life.

| This gap very often becomes a problem when these
children reach school age and enter school. Owing to
diffgrences in language, expectation and values, there
frequently arise problems of adaptation and adjustment. For
these minority students, the urge to become a part of, or to
belong to, the mainstrgam society 1is overwhelming. Yu
(1981) further mentiongythat th% minority parents on one
hand’wish to maintain a cultural tradition while on the
other hand their children ﬁave to resolve and cope with the
cultural differences between their awn ethnic ﬁinority
community and the majority host community. Yu (1981)
concludes by saying that "the pSXChological dilemmas that
are imposed on those children aré\%ften demanding: to
choose between loyalty to the pareﬁﬁs ahd{to their peer
group."”

in order to prevent situations like the’ one mentioned

above, bilingual education is seen as necessary and
important. The primary thrust, or one of the major goals,
of bilingual schooling is to help the childfgn who do not

A\

speak English as their mother tongue to develop an awareness
4



"of and a pride in their culture and an understanding of the
majority's culture while simultaneously learning to
communicate effectively g& their own languages as well as 1in
English. As Cranston (1974) suggests, a model bilingual
program should treat the minority children whose mother
tongue 1s not English as advantaged, not disadvantaged. It
should also provide to the child a full understanding of and
a deep respect for his cultural heritage. This is similar.
to the reasons for establishing biiingual education that
Gaarder has offered. Gaafder (Carey, 1974) points out that
the cultural motive for bilingual education 1s both to
strengthen the bonds between community and family, and to
avoid the alienation from family and linguistic community
that is commonly the price of rejection of o;e's own Qative
tongue and of complete assimilation into the superordinate
linguistic group.

fhe use of the heme language as a medium Of instruction
in school also gives it a status of prestige and enhances -
the minority chilé's self-respect and seif—confidence. A
most important aspect is the child's acceptance of self
combined with acceptance of his minority group membefship.
1f minority'chfldreﬁ do not have self-acceptance and feel
their own mihority group accéptance,’they will de@elop,a
strongly negative(self-image and wiil reject identification

with their own éqhnic group. Therefore, in order to lay the

14
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foundatidn for a minority child's growth as a secure,
self-assured and well-balanced person who can make a
positive contribution to both his ethnic community and to

.
society as a whole, a cultural component of a bilingual
program which teaches acceptance and respect for the
cultural values of his own ethnic group is necessary with
bilingual education. The children may feel help, support
and guidance and are thus better able to make the transition
to become active and participative learners.

Members of low socio-economic status ethnic ctommunities
also give ‘"protection of ethnic identification” as one of
the major‘reasonsbfor.theif support of bilingual schooling.
These members who are deprived of economic and social
security, suffering from low self-esteem and lack of
oﬁportunity for social mobility, are said to cling to their
own traditions, customs and language in order to shore up
their embattled self-image (Lamerand in Dubois, 1977:73).
They would like very much to HaVe“thein children keep on
using their language and deve&op a:strong ethnid
identification for the sake of security in a dominant
English speaking majority society. .

In§ummary, bilingual schooling is presented as an
ethnic centered program which not only informs the child

about his own cultiral background while simultaneously

teaching the culture and language of the majority, but also

w |
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helps him to build up pride and respect towards his own
linguistic and cultural heritage. This obviously will not
only help in the preservation and solidarity of the minority
group's culture and language boundary but also protect their
own cultural identification from being threatened by the
dominant majority. Therefore, in the final analysis, the
importance of self-image and positive ethfhic identification
maf be the most important outcome of bilingual education.

Van Multitz (1975) in Spolsky's Frontiers of Bilingual

Education (1976) states:

The concepts and practices involved in
bilingual-bicultural education projects have as a
major goal leading students to believe in
themselves, in their basic worth as human beings,
and in their native capacities. One important
factor in reinforcing these pupils'
self-confidence is having the language they speak
acknowledged and respected; another is having
teachers and models whom they can emulate, persons
- who use that language and stem from the same
community as their pupils (p. 241).

Promotion of Acceptance and Tolerance Between Different

Races
Kungas and Lewins (1981) suggest that among immigrants,
ethnic bilingual schools are seen not only as promoting
multiculturalism and preserving their culture by
perpetuating ethnic languages. They are also seen as
promoting ethnic equality by making the dominant group of

the soviety more aware and tolerant of different ethnic

groups.
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By advocating bilingual education, ethnic communities
further hope that the majority culture will have a chance to
know their cultures and languages better and thus will have
a more positive attitude towards them. As Moss (1979)
points out, as people 1n the society become progressively
more bilingual, their attitude towards that group of
minorities will become more positive. This can be seen from
the St. Lambert French Immersion Program of Quebec. 1In
Lambert's 1972 study of English speaking children who enroll
in this French Immersion Program, it is found that after a
few years these children become much more sympathetic
towards the French and identify to some degree with that
culture.

However, adopting that second identity need not and
does not imply foregoing the first one, which is what many
people fear. Instead it means acquiring a duality which can
be viewed as language enrichment. As a matter of fact, this
type of bilingualism is termed as "additive bilingualism”™ by
Lambert (1977). The additive form of bilingualism is when
both languages have social value in each setting. It will
not replace the functions of the mother tongue; instead, it
will only enrich the child's experience by providing an
extra kind of conceptual tool.

Lewis (1980:255) suggests that bilingual education

helps to eliminate ethnocentrism by'promoting tolerance



between ditferent ethnic groups and advocates respect
towards each other among the different races.

For the ethnic communities, if bilingual education has
achieved the purpose of promoting tolerance and acceptance
between the dominant English speakingﬂmajority and the
ethnic minorities, their ethnic cultures and languages will
easily be maintained. It is because their ethnic boundary
will be secured and protected and they will not be
threatened or discriminated against by the majority as being
the minority of the society. Therefore, 1n order to
preserve ethnic langﬁages and cultures, children of the
majority should also be éducated in accepting others who are

from different or minority ethnic backgrounds. If the

& - »

majority do not accept thg gdifference in minorities, it will
be very hard for the ethnic groups to accept themselves as

being the minorities of the society.

Preservation of Ethnic Religious Ties

Lastly, the final reason for maintaining the ethnic
language is to maintain ethnic religious ties among members
of the minority groups. These minority groups are afraid
that their religion would break down if their ethnic
languages are lost. The best examples of such communities
would be religious enclaves such as the Hutterites and

Doukhabors. Other ethnic communities which maintain group
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solidarity through ethnic religious bonds also fear that if
their religious ties are weakened, their community
solidarity will disappear.

Many ethnic religious organizations even provide
language programs for their children to make sure that they
have the opportunity to learn their own ethnic language so
that they can participate actively in their religion. A
good example is the two Chinese Churches' Chinese Language
Programs in Edmonton. These programs are offered to ensure
that children can have the opportupity to preservg their
ancestral tongue so that they can participate actively 1in
\

church functions and have a stronger religious bond or, as a

whole, a stronger ethnic community bond.

Conclusion

As a conclusion, language and culture loss are often
seen as one of the most serious problems facing ethnic
groups and out of sentimental elements or other cultural
factors, ethnic groups regard the establishment of bilingual
educational progrms an important way of helping their
children develop incentive to preserve their language and
culture. Such programs should include the teaching of the
mainstream language and the ancestral tongue of the minority
groups.

The above chapter attempts to delineate

-
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bilingual-bicultural education as a phenomenon significantly
dependent upon cultural factors. Cultural arguments such as
the preservation of ethnic languages and cultures,
prevention of intergenerational language and culture loss or
shift, protection of ethnic identities, promotion of
acceptance and tolerance between minority groups and the
majority, and finally, the maintenance of ethnic religious
ties were presented as one of the major sets of rationale
for establishing bilingual-bicultural ethnic schools.

This chapter is based on a survey of the literature.
To further understand the phenomenon of bilingual education,
an actual case approach may be of value. Therefore, in the
following chapters, a case study of the Edmonton Chinese
community in relation to its bilingual school will be
carried out. Part of that case study will be a survey of
Chinese parents' attitudes towards Chinese-English
education, conducted in order to have a better understanding
of the cultural perspective of bilingual education in
general. The second part of the study will be a review of

the Chinese-English Bilingual School.



CHAPTER I11

CHINESE PARENTS' ATTITUDES TOWARDS BILINGUAL SCHOOLS

Having reviewed the literature on ethnic group
maintenance and parental attitudes towards bilingual
education, the next guestion is, what are the attitudes of
Chinese parents in Edmonton towards such type of education?
Do they favor it as the literature has predicted? 1f so,
are their reasons similar to those presumed in the

literature? If not, what kinds of reasons do they give?

Approach to the Study

The study described here is an exploratory study, not
based on a random sampling procedure. The respondents are
forty Chinese families from Edmonton with both parents of
" Chinese origin and children of school age (k - 12). These
families were chosen through personal contact with the
Chinese community of the city and on the basis of their
willingness to participate in the‘survey.

The information was gathered through personal open-
ended interviews. Interviews were conducted in Chinese
(Cantonese) and were both unstructured and open-ended. The

purpose of the interviewing was to:

i) gather information regarding their attitudes
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towards the Chinese-English bilingual education;

11) gather information regarding their attitude
towards the preservation of Chinese culture and
language in North America;

111) find out the Chinese parents' opinion towards the
teaching of Mandarin/Cantonese in the Chinese
bilingual schools of Edmonton;

1v) explore the Chinese parents' reasons for having

 their children learn Chinese.

As the survey was limited to a small sample, the same
person conducted all the interviews. Unstructured or open
ended interviews were applied in the survey because they can
explore certain areas more fully than structured interviews.
They can also add new areas which have not been previouéiy
idéntified or even change the scope of the study.
Unstructured interviews are best in obtaining information
concerning attitudes and opinidns which are difficql£.io
elicit through structured interviews,'schedules or

questionnaires (Galfo & Miller, 1965:35).

»

In these interviews, a set of questions wére designed
before hand in order to promote discussiodvaﬁd to encourage
interviewees to talk while concomitantly.prpviding.a focus
of attention. The interviews were startediwith general

questions and moved to more specific ones in order to be as’

free flowing as possible. By doing this, the respondents



‘'were encouraged to openﬂap more and explain their attitudes
or opinions more fully and freely. Additional questions
were also raised by the interviewer during the interviews to
make sure that the desired information had been obtained.

Field notes were taken so that the‘énterviewer could
reconstruct the more specific conditions of the interviews
and to retain as much information as possible for data
analysis..

Although this\research process formally limits

generalizability of findings, it is appropriate for an

exploratory study. On the basis of this work, it would be
possible to design a more expensive and elaborate research
procedure: un}il work such as this thesis is completed,
such research would produce many blind alleys. This is a

first sﬁgp in understanding bilingual schooling in the

Chinese cpmmunity in Canada, but only a first step.
A

A\
Results

\

The datgxcollected in the interviews will be
summarized and\presented in the iatter part of this chapter.
These answersrhin include data describing the respondents’
and the intervie&?es' attitudes towards Chinese bilingual
schooling. As foggy families have been interviewed, there

are altogether fortf\answers to each interview question with

the description or answer of the father being taken as
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representative of the household. Also, 1n some cases where
the father and the mother have different opinions and data,

eighty answers to that particular question.will be expected.

1. Description of Respondents

The families that were interviewed have lived in Canada
for a period ranging from one year to twenty-eight ;ears.
Out of forty families, four have lived in Canada-for more
than twenty-four years, while nine have been here for not
more than six years. The majority fall in the category of

. /’] .
nine to fourteen years as shown in the following

distribution.
Figure 1: Number of Years Respondents Lived in Canada
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The data presented above shows the number of years that the
fathers have been living in Canada. The fathers' .data are
taken as representative of the whole household. As a matter
of fact, the data colléctéd are congruent with statistical
data of 1973 (O'Bryan, Reit; and Kuplowska 1976:37). In
1973, after the federal reIQXation on the i1mmigration
policy, 1t was found that Eﬁf largest percentage, 35.1%, of
the Chinese population had béen in Canada for less than four
years. This éfoup would now have been in Canada for ten to
fifteen years.

Among the forty families, thirty-six of them are first-
" generation immigrants; tgreé of them are second-generation
and one 1is third—geperatioﬁ immigrant. .Out of these forty
interviewegs, fourteen have received university education
and ha;e become immigrants after graduation, while twelve of
them are immigrants who came to the.country as employees
with gpecial technical skills and specialized training.

Fbuf of these respondents are Canadian born while ten of
them are refugees with two from Vietnam and eight from
China.‘ .

With regard to the interviewees' religious affiliation,
eighteen of them (45%) are Roman Catholic, eight families
(20%)'areﬁPro£estant and fourteen (35%) have no religious
affiliation. ®mong those families who are not religiously

affiliated, ten of them are the refugee families and four of



them are the Canadian born Chinese families. Among all the
interviewees, all first-generation immigrants except
refugees, are affiliated with a Christian religion.

Only four families that were 1interviewed are living
with grandparents. They are the Canadian born respondents.
They speak both English and Cantonese to theilr relatives at
‘home while their grandparents usually speak only Cantonese.
Another three families are living with brothers and sisters
and the rest of the respondents are all nuclear families,
without extended family members living with them. All forty
families, except the four Canadian born respondents who
speak both English and Cantonese, speak maiply Cantonese at
home.

The respondents were also asked about the highest level
of schooling that they have completed. The data are as
follows:

Figure 2: Educational Level of Father and Mother

Educational Level Father Mother

Post-Graduate

University 1
Post-Secondary

High School

Junior High School

N OO O N W

Elementary School

40 40
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Other than educational level, data concerned with
fathers' occupation were also collected 1in order to
determine which socio-economic class the respondents belong
to. The respondents' occupational level and their families'
socio-economic status are measu;ed by the Blishen
occupational class scale. In this scale, occupations are
coded into the first two digits. Census occupational titles
are ranked in terms of the education and income
characteristics of those in the occupation as well as
prestige of the occupations derived from a national survey
of the public'; evaluation of occupations. The entire
Blishen scale for census occupation ranges from 25 to 77 and
thus has properties éf an ordinal scale. C(Class 1, the
highest, includes occupations scoring 70 or more; Class I1I:
60-69; Class III: 50-59; and so on to Class VI: less than
29. - '

. Figure 3 provides the frequencies of each category in

the scale of the subjects, according to the Blishen scale,

“in'which only the fathers' occupation is considered.
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Figure 3: Fathers®' Occupation
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The Blishen scores of the resppﬂdentg range from Class
I to Class‘VI (except Class IV with no one falling in this
category). The average séore is 2.7-or in between Class 11
and Class III. It is therefore concluded that the majority
of the subjects in this survey.were an upper mid&!e and
middle class socio-economic standing. Over 35% of the’

fathers were either chemical, mechanical or civil engineers,

two of them were doctors- and about 25% of them were engaged

- «

in business or management fields.

In relating to the age‘distfibution of the respondents,
608 of the parents belong to the age group-25-34, 30% belong
to the group 35-44 and 10% to other age groups. The ‘

‘distribution is shown in Figure 4.
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Figure 4: Age Distribution of Respondents
AGE GROUP FATHER (40) MOTHER (40)
A¥
£
/
( ~25 0 2
25-34 24 22
35—4. 11 13
45-54 5 3

All interviewees indicated that most of their friends
are of Chinese origin. "Most" here implies at least 70%. »
Eight familiesvsay that almost 90% of the peoéle they know
are Chinese. These are the refugee families who may be
assumed to have limited knowledge of the English-language
and thus remain within their own community. All the
families that were interviewed further point out that their
Chinese.friends speak‘both Cantonese and English. Some may
not be very fluent in English, yet they know at least a,
little bit. Nbne af the réspondents indicated that they
have close friends who are not Chinese or who do not speak
their mother tongue. Even the four Canadian born

respondents claim that most of their friends are Canadian

born Chinese who speak,both Cantonese and English.
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In addition, thirty-one familiés indicated that
qiantonese is the language they often use in their social
circle while nine of them indicated that both English and
Cantonese are used equally. Among these nine families, four
are the Canadian born respondents who claim that English 1s
often 1i$d in talking to Chinese friends who are Canadian
born like themselves. These four families-indicated that
English is.often used in their social circle while Cantonese
is often used at home.

When these parents were asked about the language they
often use at work, thirty families indicated that English is
the main language they use in their work place. Eight of
the other families are working either in Chinese restaurants
or Chinese grocery stores and thus the language they often
use in their work place is Chinese (Cantonese) . Again,
these are the refugee families who may have little knowledge
of English and thus can only work in places where Chinese 1is
the major language of communication. Two of these
respondents claimed that they speak only a little bit of
English in their work place even though the main language of
communication there is English. That fact is mainly due to
their limited knowledge of English.

The collected data further reveals that there is a
strong bond among the Chinese population, in the sense that

they like very much to stay together and form their own
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groups. Seventy-five per CPDE (thirty families) said that
there are some other Chinese living in their residential
area. Five families were not sure 1f there are any and the
other five said that there are none. Among the thirty
respondents who have Chinese living close to them, eighteen
of them have either close or frequent contacts with the
Chinese neighbors. Ten of these families also claimed that
the neighbors with whom they have close contacts are their
relatives. These ten families included three Canadian born
respondents and seven refugee families.

Moreover, the Catholic respondents (eighteen families)
of the survey belong to the Chinese Catholic community of
Edmonton while the Protestant reépondents (eight families)
belong to either the Chinese Alliance Church or the Chinese
United Church of the city. Seven families indicated that
they belong to some'pf the sociél and cultural associations
of the Chinese community in Chinatown. Among all the forty
families, only seven do not belong to any of these ethnic
associations in the city. This whole picture indicates that
the majority of the Chinese population have a strong bond
with their ethnic community in Edmonton.

All the respondents, except the four Canadian born
families, have high fluency in their ethnic Chinese
language. These four exceptions described themselves as

being semi-fluent in their spoken dialect of Cantonese, but



having no knowledge in reading and writing the language of
Chinese. The other thirty-six families claimed that they
are fluent 1n both their spoken dialect of Cantonese and the
written language. Among the eighty respondents (both
tather's and mother's answers are counted Separately), seven
of them have very li§tle knowledge 1in English and twelve of
them are taking Basic English as a second language through
the continuing education program of the city. These
nineteen respondents are the refugees from China who have
been in the country for less than three years. The rest of
the families believe that they are quite fluent in the
English language and can communicate without any
difficulties.

Lastly, none of the interviewees indicated that their
family type is "Westernized Canadian." Thirteen of them are
"traditional Chinese" while twenty-seven describe themselves
as "in between."

Given the personal data of the respondents, we can see
that the findings have certain implications for the
implementation of the Edmonton Chinese-English Bilingual
Program. The strong ethnic attachment of the Chinese
population in the city may perhaps make one assume that
these Chinese families will have full co-operation and
enthusiasm in supporting any institutions or programs that

can help to maintain their ethnic boundary, culture and
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language. Also, as the majority of the Chinese population
in the city is Cantonese speaking it can also be assumed
that Cantonese will be the dialect of instruction in the
Chinese-English Bilingual Program of Edmonton in order to
serve the purpose of "mother tongue” maintenance.

in order to see if the above assumptions are valid, 1t
is necessary to explore the respondents' attitudes towards
the dialects of instruction and the establishment of
Chinese-English bilingual schooling. 1In the next section of
this chapter, the Chinese parental attitudes towards the
Chinese-English bilingual schooling, Chinese culture and
language maintenance and the dialects of instruction of the
Chinese-English bilingual program will be presented.

I1. Description of Chinese Parents' Attitudes Towards

Chinese Bilingual Schooling

The second part of the results concerns the
interviewees' attitudes towards the Chinese-English
bilingual schooling in general. As this part of the answers
presented the subjects' opinions, there may be ﬁere than one
possible answer to each question for both respondents.

All the respondents indicated that they would like very
much to have their children know their ethnic language - |
both the universal written language and the spoken version.

They would prefer their vernacular of Cantonese or the



national language of Mandarin. When they were asked to give
their reasons, twenty-six out of forty said, "We are
Chinese; we ought to know our language and culture." These
respondents are all first-generation immigrants.
Thirty-eight families feel that it 1is very important
for their children to learn about their own ethnic language
for the sake of culture and values maintenance. These
subjects feel that no matter what form of spoken version
their children know, as long as they know how to read and
write the universal written language, the Chinese culture
can be retained. Thus, they indicated they would prefer
either Cantonese or Mandarin as the former is the "mother
tongue” while the latter is the "national" language.
Twenty-eight subjects, which included thé second- and
third-generation respondents, believe that it is always
better to be bilingual than unilingual, as their children
will learn more and will be exposed to a larger field of
experience by learning one more language. They also feel
that bilingualism is advantageous for the children's
cognitive development. Twenty of them feel that if their
" children know both English and Chinese, they can have a
larger social group. They cannot only communicate with the
majority of the society but also communicate with their own
relatives and community. Ten even think that since Chinese

is the biggest population in the world, it is very useful to
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learn Chinese for future practical use or other practical
reasons, although it may not be particularly practical 1in
Canada.

On the whole, it seems that there is a slight
difference in opinions between the first-generation Chinese
and the Canadian born respondents in the sense that the
first-generation focus more on culture and language
maintenance while the latter place more emphasis on
cognitive development or educational purposes. The first
generation immigrants generally regarded the rationale of
"culture maintenance" and communicative purpose” as the
first or second priority for wanting their children to learn
Chinese. The Canadian born reséondents, on the other hand,
indicated "cognitive development" as their first priority.

Figure 5 provides a summary of the distribution of.
responses.

Figure 5: Respondents' Rationale for Wanting Children to

Learn Chinese

"We are Chinese"
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Cognitive Development
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In the above table, more than one answer per respondent
is recorded, so the total number of responses ik more than
100. The responses here are not renked in any order. From
the above data, @e can see the major reason for these
minority subjects having their children learn their
ancestral language is culture maintenance. Ninety-five per

cent of the respondents believe that culture can be

maintained through language. Unexpectedly, seventy per cent

of the subjects see learning Chinese as advantageous to the"

cognitive development of their children. It is also
interesting to see that "cognitive development” is the

second major reason given for having the children learn

Chinese rather than "communicative purpose” which is usually

cited in the literature as one of the most important reasons
for wanting children to learn their native tongue.

With regard to respondents' ideas about Chinese ethhic
culture and 1anguage retention, all the interviewees
indicated that they would be very happy to see their
children keep on using Chinese when they grow up and
practlse their ethnic culture and customs in thelr dally
lives. However, the majority of thirty- three famllles feel

that. the decision Stlll rests with. thelr children. They,

think that 1t is their children's choice whether they would.

- »

like to practlse a "Chineése", way of life in.the future.’

Seven of them believe that their childrer will keep on
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using the Chinese language and practise their cusfoms when
they grow up. They believe this becaﬁse, as 'parents, they
are tryihg very hard to maintain £heir language anhd culture
by teaching their children the Chinese values and_tradition
in their daily life. They hopg and believe.that their®
children will continue this way of life when they grow up.
They feel that it is important for their children to kéep on
practising the Chinese way of life becauée of both culture
maintenance énd its "sophisticated" morgal value;.

Out bf forty rESpondénts, ﬁhirty—one think that it 1is
very important for the parents toAteach_their children their
ethnic language and culture at home mainlf for similar
reasons. Eleven out of these thirty-one families even feel
that it is part of the family education which hel;s the
child to develop self-acceptance or self-assurance so that
they will not feel inferior as a minority person when they
go into mainstrégm Canadian society. As long as they know
thét their own culture is‘respeqtable with a loQg history of
civilization, they will be proud of being Chinese instead of
being a "yellow minority." Also, if the children know the
language and culture, hopefully they will continue and help
successive generations to maintain their culture.

- Eight respondents, in¢luding those who are Canadian

born, feel that it is not very important to teach the ethnic

traditions and customs. They beliévg that. if their children

67



are growing up in this country, they Qill probably be
integrated to the\aominant Anglo-Saxon culture and lead a
Canadian life. Therefore, these Chinese parents believe
that no matter how much they teach, some of the language and
culture will be lost generation after generation. To them,
this phenomenon is inevitable; thus, it is not particularly
important for the parents to teach their children the
Chihese customs. One even thinks that parents should try to
teach their children to integrate with the mainstream
society as much as possible.‘

However, on the whole, the data show that a great
majority (over seyenty—five per cent) of respondents believe
that ethnic language learning is the means to preserve
culture and they do not see that there is much difference in
learning the elite language or the vernacular in the case of
culfﬁre maintenance. The reason given‘to have their
children learn the ethnic language is mainly cultural.

Also, it seems that there is some difference in opinion
about ethnic culture and language retention between the
different genefations but not much difference in opinion
between the different feligious groups and different
socio-economic classes.

Tl'.xe f;equen‘ distribution of the parental attitudes
towards their culture and language retention is shown in

Figure 6.
. /
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Figure 6: Respondents"Attitudes Towards

Culture and

Language Preservation

Attitudes Towards Culture and
Language Preservation

-
- Hope that the children can be able.
to maintain their ethnic culture

and language.

- Maintenance of culture and language
depends on children's choice.

- It is important to teach the
children their native culture
and language.

- It is important to teach the
children their ancestral culture
and language for a better self-
concept of being minority.

- It is important to teach the Chinese
their ethnic culture and language
whose loss 1is sad but inevitable.

- Certain that their children will
keep the Chinese way of life
because of the parents' effort.

- No need to teach the children their
ethnic language and culture as
integration or assimilation is
inevitable.

Frequency Total
40 40
33 40
31 40
11 40
8 40
7 40
1 40
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On the other hand, nine families incldhing the four
second- and third-generation families feel that Chinese
culture will always stay. They believe that this can be
seen from history. Chinese have been in Canada for a
hundred and twenty-five years, yet there is not much
evidence of a serious loss of Chinese culture and languade.
As every year there are new Chinese lmmigrants coming to
North America, they believe Chinese culture and language can
be maintained. 7

Furthermore, as the greatest population of the world 1is
Chinese, they believe the Chinese language and culture will
never die, even if their children cannot speak a Chinese
dialect. Also, they feel that the big Chihese communities
and Chinatowns all over the metropolitan centers of North
America will help to preserve its culture aqd language. The
respondents further suggested that although the Chinese
£raditions or customs may be modified or integrated with the

_North American customs, their esséﬁSL 5&11 not disappear.

The rest of the interviewees thought that the ioss of
Chinese language over generations will surely lead to the
]'Bss of Chinese culture in North America which is actually *
very sad. They also believe that if their children are not
taught about their own native language and culture, they
will be assimilatéd to the dominant majority’@roup and will

lose their "roots" generation after generatioh.

»
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On the whole, the majority feel that
Chinese culture and language over denerat
America is a pity and a shame. It 1s con
concern to them. However, they feel that
assimilation are unavoidable as they have
migration as "transplantation of roots.”
the loss is a serious problem, it 1s seen
They believe that the only thing they can
saow down the pace of loss or to reduce i
children their own ancestral culture and

In regard to their attitude towards
bilingual schooling, all the respondents
would support a Chinese bilingual school
to see that it was already started i; the
they give for their support are as follow

i) to gain respect for their race,

and language from the majority
11) to raise their social status by
recognition from the public;
iii) to consolidate the influence an
ethnic community in the méinstr
iv) to give people from othef ances
chance to learn the Chinese lap

in order to promote understandi

If we compare these reasons to the r
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of the society;

gaining

d'?ower of their
LY
eam\ society;

tral origi

guage and culture
ng between races.

easons given for



learning Chinese (supra, Figure 5, p. 65), they appear quite
different. It would appear that the question about ethnic
language learnihg is quite different from the question about
learning the language in a bilingual school. These
responses are associated much more with the relationship of
the Chinese Canadian Community to theqdominant community,
and display concern for status, respect and ethnic power
rather thag{communication and culture maintenance.

Despite the positive support that the respondents gave
to the estahkishment of a Chines@:bilingpal school, many
indicated uncertainty about sending their children to the
program. Only fourteen said they would send their children
there. Sixty-five perﬁ?ent (twenty-six families) indicaéed
the reasons for their uncertainty as tﬁe‘f;llowing:

i) not sure 1f the Chinese bilingual program will
provide proper education for university in the
future; &

ii) not ‘sure if thegﬁ?ineSe bilingual program will
miss som& of the substance thaE.is provided in the
e reqgular program;
iii) not sure if it is good for children's adjustment
and adgpFation in the future; |
iv) transportation might be a problem;

V) would like to see how the program goes as the

school 1is now an experiment;

L



vi) believe that the parents can teach the children
their language and culture at home so that the
children can concentrate on their English pr even

"third langéage" such as French at schogl;
vii) are not sure if there will be any problem }ﬁ the
children's integration with the majority ’in the
future (as these children who are 1in the program
will probably spehd most of their time in mixing
with their own ethnic group, they may have
di?ficulties in mixing with the majority or other

minority in the future when they are out of this

" N % \
program) . " ;

On the whofe,’aii‘the respondents believe that i¢ is .
very good for theirfzhilpren to have a"chance to learn their
own language. \\Also *they feel that a Chlnese bilingual .
school is very benef1c1a1 to their ethnlc group in a social
perspective. However, ‘the majority of sixty-five per cent
are in fa;or of "Qeekend' or 'after school" programs ratﬁer
than a full- tlme program for the reasons mentioned above.

Even though the respondents were not sure if tHey would
‘send thelt chlldren to a Chlnese bilingual school, none of
them thought that the learnlng of Chlnese would affect the
5learn1ng of English. Instead, they believe that heing

,blllngual"the children's experience w111 be wldoned by

another kind of" cdnceptual tool - -language. Thelr world of

. . -
“ .
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knowledge will certainly be enlarged. Many parents believe
that bilingualism will lead to creativity and'well—balanced
cognitive development. In fact, as indic;ted in Figure 5,
twenty-eight interviewees pointed out that one of the major
reasons for wanting the children to take the bilingual
program 1s because of £heir belief in "positive cognitive
-
development."”

Twenty-six families again show their doubts in relation
to the children's integration with the majority society.
They believe that as Chinese is not a "minority official
language” like French, there will not be many non-Chinese
enrolled. If all the students are of Chinese origin, there
might be a poésibility that their children will only stay
together with their own group and will not be able to adﬁust
to the mainstream Canadian culture®when they get out of thq.
program or go back to the rggular school. However, the rest
of the interviewees (fourteen families) feel that there will
not be any problems in their childréﬁ's integration with the
mainstream society. These respondents include three refugeé
families and three Canadian born subjects. This is because
they believe that children are véry flexible and adaptable.
Besides, if the teacher and the parents know hoﬁ to help
their children to amalgamate the good qualities of two

- cultures, there will not be any problem. THese parents

believe that problems of integration will not occur if the
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program is well set and effective.

Furthermore, when the respondents were asked 1f they
thought that Chinese bilingual schooling would help to
retain the Chinese language and culture in North America,
all forty of them said that it would surely help to é
certain degree. They believe that the loss of culture will
be slower and reduced. However, it is still unavoidable for

\

the minority to give up part of their culture and language
in order to be integrated and assimilated into the )
mainstream society in order to get social and economic
mobility. Therefore, loss or modification of the minority
culture and language obviously cannot be avoided.
Nevertheless, these parents do believe that the Bilingual
Program will help to retain their ethnic traditions and
language to a certain extent.

In addition, all respondents believe that bilingual
schooling should be introduced to their children as early as
possible such as kindergarten or even nursery school.
Twenty-two families think that Chinese-English bilingual
education should be offered up to grade twelve while eleven
think that it should be offered up to grade s&ix.

| 4 The frequency distribution of responses is summarized

An Figure 7.



Figure 7: Respondents' Attitudes Towards Ideal Number of

Years of Chinese-English Bilingual Program

Ideal Number of Years of Chinese Frequency Total

~ English Bilingual Program

Up to Grade 6 22 40
Up to Grade 9 7 40
Up to Grade 12 11 40

oA

Last of all, issues on dialects of instruction in the

Chinese-English Bilingual Sch?ol had also been discussed 1n

these interviews. All the fokty families are Cantonese

speaking. Out of these interviewees, twenty-eight of them

are in favor of Cantonese instruction. Their rationale is

as follows:

The family can serve as a support system for the
children's learning of fhe spoken dialect, as parents
can practise with them at home.

Communication with the grandparents ;r ogher relatives
and friends is desirable and most of them are Cantonese
speaking.

It is believed that Cantonese is harder to learn;
therefore, children should start with Cantonese. When

they have achieved a strong foundation in the Chinese

language (Gantonese and the universal written language)
: »
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they can be introduced to other dialects or Mandarin.
”~

It is believed that Cantonese is a language of wider

tommunication.

Eight families are in favor of Mandarin instruction.

Their rationale 1is:

1.

Mandarin is the language used for education and it 1is
linguistically superior to other dialects.

Mandarin is the international and official language of
China.

If the program is offered up to grade twelve, the
students can be able to continue their learning of
Chinese in the university where the program 1is offered -
in Mandarin.

Cantonese has been a common dialect among the Chinese

in North America. That is because during these twenty
years, most of the immigrants were from Hong Kong, a
Cantonese speaking city. However, when the Hong Kong e
lease expires in 1997, it is believed that Hong Kong
will gradually become a Mandarin speaking city. Thus,
for future practical and communicative purposes, the .
program should be offered in Mandarin. _ .

A; the parents are Cantonese speaking, it is easy for
the children to learn Cantonese at home. Therefore,

the school should provide instruction of Mandarin which

the children cannot obtain at home.



Four other families who are second and third
generations of immigrants indicated that they have no
particular preference on the issue of dialects. That is
because they feel that they are not able to help their
children much in either Mandarin or Cantonese owing to their
weaknesses in the Chinese: language.

Given the attitudes of these respondents towards
Chinese-English bilingual schooling, we can see that there

)
~are certain implications for the implementation of a
Chinese-English bilingual program in.Edmgnton. It may be
assumed that those interviewees who see Chinese-English
bilingual school as a means to retain culture, tos have
better communication with relatives and to preserve ethnit
identityfwill probably prefer "vernacular bilingualism"”
which means Cantonese instructioﬁ."That is, only through
mother tongue instruction can the children of these
Cantonese speaking families have the appropriate language to
communicate with their relatives and through communication
learn the culture, traditionsiand experience from their
elders. . R .

However, other respondents such as the Canadian bog

dialects of instruction. For these interviewees; as long as

their childrfen can read and write one language other than

- LR
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English (preferably their own ethnic language of Chinese)
they will be exposed to a wider scope of experience and
knowledge. Therefore, it does not matter which dialects
their children are going to learn. In any case, these
parents cannot help their children practise at home with
either Cantonese or Mandarin.

Lastly, Mandarin instruction perhaps can be assumed as
the preference of those who see learning Chinese 1is for
future practical use. That is so because Mandarin is the
international standardized elite version of the Chinese
language.

Even though the majority of the respondents are from
educated and middle upper or middle classes, there is no
obvious indication that they give stron4y support to "elitist
bilingualism." Only twenty per cent of the families favor
Mandarin while seventy per cent of th%p are for "verqacular
bilingualism."

The respondents' uncertainty about sending their
children té a Chinese-English bilingual school owing to
various reasons further implies that there will be a problem
in recruiting students to the existihg Chinese~-English
Bilingual Program of Edmonton. If the Chinese parents. only
support such a program theoretically insﬁead of practizafby,
one m@y wonder if the progfam will be ablelio continue given

possible low enrollments. o

i : .
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, Finally, even though the’data\show that .sixty~-five per

cent of the respondents have some sort of religious

Ry

A 2 « . .
affiliation, none of them have indicated that onk of the

\

reasons for their support of the Chinese-English bilingual
® <.
school is to maintain ethnic religious ties. Ethnic

o C ) )\ o v
religion preservation is presented as one of the major

cultural motives for bilingual educatjon in-the literature;
°

however, this does not seem to apply. witHlin the Edmonton
- s i L)

Chinese community. )

e

Do the parental attitudes described here seem to have

S
P

influenced the Chinese-English Bilingual Program in
Edmonton? Are there problems in the pragram with the
dialects of instruction as we might expect from the above,

given the different interests of parents? To aadrgss,these

questions it is necessary.tb look at the development of that

program, and problems which have arisen. This will be done

¢

1

in the following chapters.

\
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CHAPTER 1V .

THE CHINESE-ENGLISH BILINGUAL PROGRAM OF EDMONTON
. \ ,

¢

The.most;;eceptly developed bilingual program in
Edmont?ﬁ is the Chinese-English Bilingual Program. It was
officiélly'approved bx(éhé Public &chool Board of the‘city
in the late sgmméf of 1983._'This new program will be
investigated'particula?iynwith respect té its historical
background, its operagion, its future pfospects and thé
difficulties that havé been encountered. |

To obtain a bet?er understanding of the different
aspects of the Edmonton Chinese-English Bilingual Prograh,

it ié helpful to have a general overview of the Chinese-
English bilingual programs of other metropoliéan areas ‘
throughout Canada. It is necessary to do this because these
pfograms have provided ideas to the Chinese communify in
Edmonton’ for the initiatdon and implementafion of the

-

;Edmpqton Chinese-EBnglish Bililngual Program.

&

-
BEY

The Recent Chinese-English Bilingual Programs of Selected

L9

Metropolitan Areas of Canada

The tregendous increase in the Chinese population of
the last two decades has likely c&.!olidated their sense of

.

an ethnic boundary. It is also because of the strong

* h
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Chinese ethnic communities all over the country that the
idea of solidarity through culture and language maintenance
has been initiated. Among all the minority groups, the

¢

Chinese, particularly, appear to be most seriously concerned
by the decreasing use of their language (O'Bryan, Reitz and
Kuplowska’1976). As a matter of fect, there are many
culturally related problems bothering the Chinese including
social 3solation, job discrimination, loss of tradition and

dther difficulties. However, among all of these problems,

<

they most often mention the decreasing use of the Chinese
language as "serious." Because of this, the need to

preserve culture and language is obviously and particularly
. Y
strong in the Chinese community. They can be expected to

strive for dan opportunity to introduce their language and

culture in the educational system in order to provide a

/ .
chance for their younger generation to retain their landuage
. , | ,
and culture. , /

Even before the Federal Government Policy of
~Multiculturalism and Multilingualism, the idea of Chinese-

English~bilingual schooling existed. Part-time or weekend

-Chlnese bilingual programs-have been offered in many

.

metpopqlltan dreas. Prlvately funded part-time programs

have also been'established. The Chinese—Engllsh b111ngua1

prbgrams of Toronto and Calgary are good examples. "The one

in Caigé&ry has been offerlng programs of study up to g?ade

\
L]
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six for mére than thirty years. Even though this program is

~

privately funded, it has been highly supported by the
Chinese community and the parents of balgary. In fact, when
the Edmonton €hinese Graduate Students' Association first
initiated the idea of establishing a\Chinese-English
bilingual school, the organizing board of the Calgary
Program had intended to join the Edmonton organizing board

to work together and to apply for government funding from

the provincial Minister of Education.

Toronto has perhaps the major concentration of Chinese
L
_immigrants in recent years. Data have suggested that there

"\

were approximately 50,000 Chinese in this city in the
mid-seventies (Anderson & Frideres, 1981:164). Their
Chinese-English bilingual gchool has been operating since

.the Second World War. It 1s also privately run by the

| i

Chinese community and“byfthe/parents'Aoroup. ,In-197j,

Toronto Board of Education finally gave official approval to

V)

the establishment of the Chinese bilingual-bicultural
.program in several public elementary schools. Since then,
the Chinese-English bilingual schools have been under the

K
Toronto Public School Board and have been government funded.

Pwo Chinese-English biliﬁgual schools can also be found

'y

in the city of Vancouver whefe»46.6% of the Chinese

1 o
populatlon of tanada lives. Thesé two schools in fact are

»
among ‘the oldest bilingual schools of BrltlSh Columbla and

. ~
N



. initiated the 1dea of establlshlng a Chinese-English

84

\
are the oldest Chinese-English bilingual schools of the

country. Today, the Chinese bilingual schools of Vancouver
offer programs up to Junior High level. Also in Vancouver
of British Columbia the Victoria Chinese Public School was
openéd as early as 1917. This again illustrates a desire
among the Chinese population for culture and language
maintenance long before federal goverhment encouragement and
support for multiculturalism and multiiingualism.

The city of Montreal is another large metropolitan\
centef where there is a Chinese community. The Montreal
Chinese-English bilingual program was once offered 1in
another Yu Group dialect - Toashanese - owing to the great
number of Toashanese speaking families. However, as more
people have come as immigrants to Montreal from Hong Kong
during the last fifteen years, the dialects of the school
have been changed from Toashanese éo Cantonese (Bain, 1983).

The ex-president of the Chinese Graduate Students’
Assodia%ion,‘in an interview, pointed out that these
Ch}hese—Ehglish bilingual programs of other metropolitan

| . .
areas tﬁroughout the country intensified the interest of the

I
1

‘Edmonton ChineSe community. Being encouraged}by the federal

pol;cy of multiculturalism, and seeing a crisis of language

&
.

and culture loss over generations, the Edmontoﬁ’Chlnese

cohmunity (especially unlver51ty students and parent groups)

LS

-
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bilingual school in the city for the purpose of culture and
language preservation.

In the following part of the chapter, a general picture
of various issues of the Edmonton Chinese—Engiish Bilingual
Program will be presented. Its histérical background, its
problem with regard to the dialects of instruction and its

future proépect will}bé investigated.

©
L4

The Edmonton Chinese-English Bilingual Program

..
[

I. Historical Background

3

.

The Chinese-English Bilingual Program of Edmbnton came
into being in the fall of 1982. With the encouragement of
the Federal Multiculturalism and Multilingualism Poligy,/tge
Program is designed to give the Chinese minofity descendants
an opportunity to maintain their culture and language’ 1n ani‘
Anglo-Saxon majority society. Seeing that the teachinglof .
minority ethnic languages has become ‘a common phenomenon, as
witnessed by the Ukrainian, Cree, Arabic,‘Heb;ew‘and German
programs in the city, the Chinese Graduate Students'
Association of Edmonton firét’é?onsed to the provincial
>governmént thg‘setting up of a Chinese-English Bilingual
School in the city in the summer of 1980.. .

According to provincial legislation, the Chinese

community had to have one hundred children registered before
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they éouid be granted official approval to set up their own
~ethnic school. Owing to the difficulty in obtaining such a
great nufn.tir, the Minister of Educatjion of Alberta suggested
to the Chihese GradSAte Students' Association that the
program shoul@ be implementea ;t the kindergaﬂﬁen;and grade

one level in the public school system. From then on, the

A -

organization of the Chinese-English Bilingual Program
adopted the curriculum set by the Early ChlldhOOd Language
Services and came under the supervision of the Edmonton
Publlc School Board. Q

After setting the target of developlng a Chlnes‘L <f
English bilingual kindergarten prograM“lnsteaénof a
hundred-student biiingual school, the Asiygéation started to

gather a number of Chinese families in the€ city to work ©on
: ~

the plan and the proéosal. The organizing dfoup of this

*

Chinese-English Bilingual Program did a survey by phoning =,

all the people with Chinese family names listed in the
. 1 9 s *

Edmonton phone book and asking for opinions and suggestions.

b

' <
This survey showed that most of the familig# in the city

were Cantonese speaking and there wey ious opinions

i . -
towards the aspect of dialects of insf%ugtion.

“

Specifically,-about half of the‘parents wanted Cantonese

instruction whlle the other half wanted’ Mapdarln

-

instruction. It is thlS issue of dlalects of 1nstruct10n

that gave'rise to many arguments and conflicts between the
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pro-Mandarin group and those who favored the teaching of
v

Cantonese during the organizational process of the whole

program.

\

AR

:
Ratioﬁale for "Mandarin" instruction 1is:

Mandarin is the "national dialect” of China and has
always been regarded‘as linguistically superior to the
other dialects. 1Itesis the language of education and
for long has been a symbol of "educated” in the
country. In contrast, Cantones; is a home langude
which can be taught by the parents and it is only used

~

within its dialectal community.

-.If the students can keep up the standard and if the

program is offered up to grade twelve in the future,
ﬁhey may continue their Chinese studies in the
university. University studies are in the national
language of Mandarin.

1f children know the national. language, they may have a
better opportunity in some of the cross-cultural and
diplomatic jobs.

Mandarin is easier to learn than other dialects as it
has only four different tones and can be learned by the

method of "pinyin®™ (spell sounds).
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On the odher hand, the rationale for "Cantonese"”

instruction ds the following:

1.

As Cantonese cannot be learned by the method, of
"pinyin" and has nine different tones, it 1s harder for
the children to learn. Thus, the students should be
taught in Cantonese together with the universal written
orthography in the elementary grades. Once the
children have a strong foundation in their mother
tongue, it will no; be hard for them to learn Mandarin
or any other dialects of the Chinese language.
Cantonese is a more popular dialect, especially in
North America. If the children know this dialect, they
can communicate better with their grandparents,
relatives and other peers in their own ethnic
community. Through the communication with people of
the same ethnic background and grandparents, culture
will easily be maintained. Thus, in order to maintain
culture and ethnic identity in the younger generation,
the most popular dialect or the "mother tongue" of the
majority Chinese students should he taught.

There will probably be no support system given by the
parents for the children learning Mandarin as the

Cantonese parents who do not know Mandarin will not be

able to practise with their children at home.
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4. The idea of "mother tongue" instruction will be
distorted if Mandarin is taught in the program. As
almost over eighty per cent of the children are from
Cantonese speaking families, the learning of Mandarin
is actually learning a new language. It is not the
learning of "mother tongug" at all.

5. For a four-year old child who comes from a Cantonese
speaking family, it will be very difficult for him to
learn three languages: Cantonese at home and Mandarin
and English in school. Even though the Chinese
language has a common orthography for all dialects,
spoken forms are very different. Thuis, to these
children, they are actually learning three languages at

the same time without much practice in any of them.

.

In a series of meetings and discussions on the issue of
dialects of instruction, there existed two groups of
parents: the pro-Cantonese group and the‘pro-Mandarin
group. The pro-Mandarin group were mostly Cantonese
speaking themselves; even though they preferred their
children to learn Mandariﬁ instead. They were more educated
and of higher socio-economic status than those of the
pro-Cantonese group. Some of these parents were from Taiwan
and Vietnam where Mandarin is widely used. Most of the

mothers of this group were housewives who had more time for
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community work than mothers employed outside the home. They
showed great enthusiasm in‘planning the program.

It was perhaps because of the above factors that the
pro-Mandarin parents were able to exert more influence 1in
the organizational process and in the implementation of
Mandarin as ﬁhe'dialect of instrucfion. These wealthier and
more educated pro-Mandarin parents were also the group who
later helped in organizing the board and who applied for a
subsidy for the establishment of a Chinese-English Bilinguél
Program. They incorporated Mandarin as the medium of
instruction in the school. Although a lot of pro-Cantonese
parents were discontented with the decision for Mandarin
instruction, there was nothing mucﬂ they could do about it.
ThiS was partly because within the organizing committee,
they were not as socially and financially influential as the
pro-Mandarin group. Some of these pro-Cantonese parents
were so discontented that they withdrew from the bilingual
school planning group.

In order to work on the proposal to the Edmonton Public
School Board for official approval and financial support for
this Bilingual Program, an Organizing Committee Board was
formed. At that time,, the Chinese Graduate Students'
Associatibn have moved to a role of providing financial
assistance, and they withdrew from any of the decision

roles. The Organizing Committee Board consists then mainly
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of parents, professors from the University of Alberta and
officials from the School Board. The parents who are
involved are mostly well educated and from the higher socio-
economic classes.

Among the parents were Taiwanese and Vietnamese who
were in favor of Mandarin instruction. Two university
professors particularly interested in Eést Asian Studies and
Asian language strongly proposed in an open speech that the
Chinese "qational lénguage“ of Mandarin should be the
school's language of instruction. Furthermore, a Mandarin
speaking Taiwanese couple who had taught Mandarin in one of
the Continuing Education programs in the city and had close
connection with the School BSard highly recommended the -
instruction of Mandarin. With such dominant influence
within the Board, the final lanquage decision was for
Mandarin instructioﬁ.

The Edmonton Public School Board gave approvalk@o this
Chinese-English Bilingual Program with Mandarin as the
medium of instruction in 1982, Thé past-president of the

n
Edmonton Graduate Students' Association pointed out that
even though the Mandarin instructioﬁ‘of this program does
not meet the purpose of "mother tongue™ maintenance and
instruction of bilingual education and does not meet the
needs of the Chinese community in promoting better

communication between the o0ld and the young, the School
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Board still gave approval. Their reasons were the
o /
following: .
1. The proposal that was presented by the Organizing b

Committee Board of the Chinese-English Bilingual
Program indicated a preference for Mandarin, thus the
School Board thought that it was the.preference of the
majority of Chinese in the Edmonton Chinese community.

2. Mandarin is the "national language" of China.

3. Highly educated personnel from the University who were
- being recognized as "expert” in Asian‘languages and
Asiénuﬁtudigs had ﬁighly recommended the teaching of
Mandarin.

4. The people who were interested in designing the
curriculum were in favor of Mandarin teaching as they
were Manéafin speaking themselves and had.close

9
connections with the School Board. d

\This'past-presidé;t of the Association also explained
that the Graduate Students withdrew from the planningAand
decisidn'role, as t?ey'did not want to get into conflicts
within the cpinese'commhnity. ‘

! The organizqtioﬁ‘of the whole program took exactly two
years to complete. The first two classes of kinqergarten

were finally started in the two schools of Edmonton in



93

September, 1982.. These two schools were Strathearn !\
Elementary School in the south and Glengarry glementary in
the north. In that school year of 1982-1983, there were
altogether thirty-four students with twelve in the south and
twenty—-two in the norﬁh. Tﬁis program was privately funded
with government gubsidy and was an experiment for a year.
The program is based on ﬁhe objective of full bilateral
bilinéualism (Fishman, 1976)‘in which students are to
develop all skills in both Chinese and English in all
domains.v It was operated ip a way so that the two schools
could have alternate days for pure Chinese and pure English.
Although over eiéhty per cent of the students were from
Cantonese speaking families, both schools were taught by a
Mandarin speéking teacher who had no knowledge of Cantonese.
The first year of this experiment indicated the strong
suppor the parents' association. The deficit of

)
almost ten‘thousand dollars was overcome by parents' fund

raising and donations. Thé‘school year finished with gix o
pupils dropping out of Glengarry Elementary Schéol'and'four
other children requifing English as a second language
special traininé because of their low standard in English.
It was also found at the end of the firsf‘year of

kindergarten that only those who came from Mandarin speaking

-

families could speak a little bit of Mandarin., Students who

came from Cantonese speaking homes indicated no knowledge in



spoken Mandarin. All students did know the written form of

some simple Chinese characters.

x.

II. Present Situation

In the summer of 1983, after one year of experiment,
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the Chinese-English Bilingual Program of Edmonton was placed

fully under the Edmonton Public School Board ana received
full public fundfng. That fall the program was offered in
two public schools of Edmonton other than Strathearn
Elementary School and Glengarry Elementary School. The two
séhools that are now offering the Chinese-English immersion
program are.Kildare Elementary of Londonderry in the north
and Meyonohk Elementary School of Millwoods in the south.
Both éreas, in fact, have the highest concentration of
Chinese population in the city (Yu, 1981).

In the present school year (1983-1984), two grade one
classes are offered together with the two kindergérten
classes in the two schools. In Kildare Elementary School,
there are altogether thirty-three in kindergarten and
twenty-four pupils in grade one. Of these twenty-four,
eighteen were promoted from the previous year's kindergarten
program at Glengarry Elementary‘School. This indicates that
there are altogether six newcomers in grade one and six
drop-outs from last year kindergarten. In Meyonohk

Elementary School, there are only twenty-two in kindergarten



and sixteeh'in grade one, and twelve of. the gradée® ones were
promoted from the previous_year's kindergarten pregram at
Strathearn Elgmentary School.

In both ﬁ&iaaré Elementary. Schbol‘and Meyonohk,

/

Elementary $chool the klndergarten is a half -day school :
with Engllsh and Chinese taught at the same time through a;
translaténg methOd, while the grade ‘one has English only in
the morniﬁé and Chinese only in the afternoon. In Meyonohk
Elementary School, there is-one fuil time teacher, one
full-time tEaehing aide and one employeenwho‘is'both_
part-time teacher and part-time programlcohsultant. In
.Kildare‘Elementary School, there is one fuil-time teacher
-and one part-time teaching aide. : |

- Parents give strong suppért‘to this Chinese—English*
Bilingual Program. Ten parents come quite often to help as
'classroOm‘aidee during the day. Three fathers who work
duging the night are cohstantly in the school helplng the
teacher in promoting,the program. These ﬁarents alsQ‘admitﬂ
that if they want the program to wer; successfully ‘and
contlnuously, they have to work extra hard with their
children. As all the children except six are from Cantonese
. families, they can get little or no practice in speaking

Handarln at home. Thus, these parents feel that the only

support they can prov1de at home is to practise with their

]

Rt
a
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children the written form of the: Chinese language. Parents
also show their suppogt by participation in the Parent-
Teachers' Association. '

All the students except four (two Mandarin speaking and
two’English speéking) in Kildare Elementary School are from
Cantonese speaking homes. It 1s perhaps because‘of fhis
that the children are often found talking either in English
or Cantonese instead of Mandarin with their peers when they

°

are in school. The grade one students show some
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understanding of the teacher's Mandarin dinstruction but they .

show very limited ability to speak Mandarin. In relation to
English, four out of twenty-four require English as a second
langJage training owing to their low standard in English.

~e

II1. Future Prospects

On the whole, it seems that the main concern or
difficulty that has been encountered by the school, the
teachers and the parents is the learning problems of the
children. Because‘of the lack of practice in spoken
Mandarin and Engligh at home, some people express concern
that the program cannot produce satisfactory levels of
improvement in_the students' performance. There has‘been
doubt expressed about whether or not this Chinese-English

Bilingual Program can be continued in another couple of

years. Both the school and the parents are worried that if

A}



the 25% drop-out rate continues in another two years without
many newcomers, especially after grade two, there will not
be enough enrollment for the program. Another problem is
the expensive transportation fee of over sixty dollars per
child each month. The school is worried that there may be
more drop-outs owing to this problem of transportation. The
students' low standard of English (when compared to that of
the‘regular program) also makes some people doubt the
quality of the program.

Furthermore, these people think that this Chinese-
English Bilinguai Program does not serve the purpose of
"mother tongue" 'maintenance even though the learning of
Mandarin can help the community maintain their ethnic
culture. Also, the lear;ing of Mandarin cannot help the
younger generation to communicate with their grandparents or
relatives, since most Qf these students are from Cantonese
speaking families. Dale (1976:255) points out that language
is learned in a social setting and chjildren learn language
ﬁy talking and hearing the adults and, most of all, their
parents. Thus, communiéation would seem to be the most
obvious function of éhe language. In the case of this
Chinese-English*Bilingual Program, the learning of Mandarin
does not seem to serve the function of communication and the
‘'students cannot learn it through talking and hearing their

parents for their parents do not speak the dialect.
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On the other hand, some parents feel that it 1is not
surprising that pupils who enroll in this Bilingual Program
have lower standaras than pupils *"in the regular school
program. They believe th:t it is Ia normal trend and that
the children need a few years‘to adapt to the program before
they can improve their performance. This idea perhaps can
be supported by results of the study of the St. Lambert
French Immersion Program of Quebec. Children enrolled in
this program show a standard that is below average before:
grade four. Afte; grade four, these bilingual children not
only catch up to the level of the corresponding grade, but
also achieve a higher standard in verbal and mathematical
learning than the students of the regulér program.
Therefore, for those people who do not regard the low
standard in both English and Mandarin as an unsatisfactoey
outcome, the outlook and the future prospect for pupils of
this Chinese-English Bilingual Program are still positive
and encouraging. p

No doubt, in a newly developed program like this
Chinese-Enélish Bilingual School, there will efist a.lqﬁ of
difficulties and problems that both the school and ﬁhe
parents have to face. It is for' this reason that the
parents have been trying to give as much support and

encouragement as they can to make this program carry on

satisfactorily and effectively..
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In the following cénciuding chapter, further comment
and evaluation of this Chinese-English Bilingual Program
will be presented. The conflicts withrin the Chinese
" community and the aspects of dialects of instruction will
again be examined more thoroughly. The influence of the

Edmonton Chinese parents' attitudes towards this Chinese-

\

English Bilingual Program will also be discussed.



CHAPTER 1V
SUMMARY, CONCLUSION AND IMPLICATIONS

In this chapter, the results of the study of the
Edmonton Chinese parents' attitudes towards Chinese-English
bilingual schooling, and the development of the Edmonton
Chlnese—English Bilingual Program will be summarized. These
results will be discussed, followed by a discussion of

1

implications and suggestions for further research.

Summary of the Study

The purpose of this study was two-fold. Firstly, it
Al

*
explored Chinese parental attitudes towards Chineseé-English

bilingual schoocling and‘their rationale for supporting such
a program. These attitudes were compaged to the -pattern of
beliefs described in the literature which reports on the
cultural context of bilingual education. Secondly, the
development of the Edmonton Chinese-English Bilingual School
in ﬁhe public system was described in order to obtain a
better understanding of the Chinese paregts' and éommunity's
influence upon their ethnic bilingual school. This study
focused in particular on the historical background, .the

present situation and future prospects of this Edmonton

Chinese-English Bilingual Program.
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To explore the Chinese parental attitudes towards
Chinese-English bilingual schooling, a non-random sample of
forty Chinese families were interviewed. This included
thirty-six first-generation immigrant families, three
families from the second generation and one family from the
third generation. In terms of social class, the sample
consisted of thirty middle class families and ten lower
socio-economic class refugees families according to the
Blishen occupational scale. This survey was done through
personal, opén—ended and unsFructured interviews. The

interviews were conducted in Cantonese, a southern dialect

of ‘the Chinese language.

[ 4
In order to see whether there was any difference in the

Chinese parents' attitudes or opinions towards the Chinese-
English Bilingual Program between different religious
groups, different socio-economic classes and different
generations, questions concerning education, religious
affiliation, age group, generation with regard to migration,
language use at home, at work and in social circles, years
of staying in Canada and the ethnic origins of friends were
asked. In addition, questions relating to the respondents'
opinions towards ethnic language and culture preservation,
native languaée and culture loss over generations and their
rationale for the support of the thnese-English Bilingual

Program were asked. Other relevant information about the



respondents’' attitudes towards the dialects of Instruction
was also sought.

The major conclusion ot this study is that Chinese
parental attitudes towards Chinese-English bilingual
schooling indicate that bilingual education is perceived .
primarily as a cultural phenomenon. That is, the Chinese
community's rationale for supporting bilingual education is
.mainly cultural. These reasons include the preservation of
the ancestral language and culture, the promotion of better
communication between the young and the old within their
community and the provision of an opportunity to learn a
popular language for practical and future use.

The findings also indicate that the Chinese families
have a strong desire to maintain their culture and language.
They all would like very much to have their children
continue the practice of their language and culture. These
findings support O'Bryan, Reitz and Kuplowska's statement
that the Chinese in Canada see language and culture loss as
a "very serious" problem to their community and that the
ancestral language should be taught to the younger
generation for the sake of culture maintenance.

However, a factor present in the Edmonton sample, but
not described in the literature, is that bilingual education
is seen as more than a means to preserve culture and "mother

tongue" of the minority ethnic groups. It can also be a
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means to provide a wider scope of experience for cognitive
development. To widen the children's field of knowledge was
given as the second major reason for having the children
enrolled in the Chinese-English Bilingual Program. Such
parental attitudes actually fit to the pattern of "elitist
bilingualism™ which has been suggested by Gaarder (1971).

On the whole, the data show little difference in
opinions bet;een the different generations, different
religious groups and different socio-economic groups. Theie
is, however, a slight difference in the attitudes between
the first-generation Chinese Canadians and the Canadian born
respondents in the sense that the former favor bilingual
education as a means of culturé and language preservation,
while the latter emphasize the "cognitive development” and
educational purposes. This is perhaps because the Canadian
born immigrants, through their personal experience, see
integration as inevitable. Some even have suggested that
the Chinese culture, thouéh it may be modified, will never
disappear, owing to the strong Chindse communities'
influence in North America. Therefore, these second- and
third-generation respondents think that to have their
children learn Chinese is more for education and for

self-enrichment purposes than for culture and language

retention.
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However, from the data collected, one may find it quite
contradictory for the Canadian born respondents to say that
the Chinese language and culture will never disappear. They
are, after all, experiencing generational loss of the ethnic
tongue themselves. It is found that even though these
second- and third-generation interviewees cannot speak their
mother tongue fluently or cannot understand much about their
own ethnic language, they still think that the Chinese
culture and language will be maintained owing to the great
Chinese world population, continuous flow of Chinese
immigrants and the existence of strong Chinese communities.
In addition, they would like to have their children learn
about their roots, ancestral language and culture while
learning the culture of the mainstream society.

To a certain extent, these Canadian born respondents
are gquite correct in the sense that Chinese culture has been |,
retained in North America over these hundred and fifty
years, despite the fact that many third or fourth generation
Chinese are losing their native tongue. Even though these
people are losing their language, many of them still lead a
traditional Chinese way of life. As a matter of fact, as we
will see later, this separation of language and culture
underlies the argument for teaching Mandarin to Cantonese
speakiné students. Many people think that even though the

students may not know their vernacular or mother tongue



dialect, they can still retain their culture with the help
of a Mandarin bilingual school program.

On the whole, these respondents feel that Chinese
culture in North America will ohly be modified, not lost.
However, one major concern of the Cﬁinése communities 1is

LAl

that Chinese cultures will be Wodified or integrated with

the western cultures to such an extent that its essenée will

finally be lost over generatjons. In order to prevent that
from happening, they believe that the first thing to do 1s
to educate their children about their own roots, language
and culture. They fgel that the large Chinese population,
the strong Chinese communities and the con ;nuously.coming
Chinese immigrants will help to maintain their™culture andg
language, but education is the most important and basic
foundation.

Given the attitudes of Chinese parents in Edmonton, it
is necessary to see how such attitudes influence the
development of the Chinese-English bilingual school.
Chapter three reports on the school in detail; however,
again a brief summary will be presented here.

The idea of establishing a Chinese-English Bilingual
Program was first implemented by the Edmonton Chinese
'Graduaté Students' Association in 1980. The Qhole program
took two years of organization to cémplete. The major

problem of such a program since the organizational process
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has been the issue of dialéct of instruction. The dialect
of Mandarin was' finally accepted even though almost 95%

of the students are from Cantonese speaking families.
Arguments arose as many of the parents did not consider that
the instrucfion of Mandarin was serving the purpose of
"mother'tongue; or "vernacular bilingualism." They felt
that the learning of Mandarin;, for the Cantonese speaking
students, could not help them to promote better
communication with their relakives and could not "‘help them
to retain their "mother tongue."

On the other hand, the pro-Mandarin group, mostly the
wealthier and higher educated parents and personnel from the
School Board, saw Mandarin as the standara national language
of China. They believed that it should be taught instead of

any other dialects of the Chinese language. Théy thought
: \ »
that the inétruction of Mandarin, even though it might not
be able to help the students to maintain their "mother
tongue," it could still help the Chinese community to
preserve their ethnic "national®™ language, culture and
identity in the younger generation.

Recent problems that the school has encountered are
mainly academic concerns of the students. Pupils of this
program have shown weaknesses in‘the acqpisition of Chinese
and English. For example, four grade one students in last

year's kindergarten program required English as a secondf



language special training because of their low standard in
comparison with children from the regular program. As well,
according to the teacher, most of the grade one students are
not even up to the standard expected of them for learning
Chinese. Only five grade one students can speak rudimentary
Mandarin and this can largely be attributed to £he fact that
these five pupils are raised in Mandarin speaking families

where the language can be acquired by speaking with the

., parents.

In addition, the children from Cantonese speaking
families possess only some knhowledge of'the written form of
the Chinese language. It was found that these children can
read and write only some simple Chinese characters.

It also seems that students who are from Cantonese
speaking homes prefer to speak only Cantonese or English’at
school. Without practice at home with the parents, thege
children may find it very hard to 1ea§n Mand%rin owing to
the short period of time available to practise at school.

Some people may argue that students of bilingual
programs usually do not do as well as those in the regular
program, especially during the first }o fourth grades,.
because‘they simpl'y need time to adapt. This phenomenon can
be found in many studies, such as Lémbert'g study of St.
Lambert Immefsion Program of Quebec referred to above. In

fact, it is\possible that the students of Edmonton
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Chinese-English Bilingual Program may academically catch up
to of even surpass the achievement of students in the
regular program in a few years time. o

Another interesting point in regard to this
"below-average" academic problem is that it may not be quite
fair to say that these children's language acquisition in
both Mandarin and English is below the average standard.
That is because there is no estgblished recognized standard
to compare these children's achievement in Mandarin. Also,
it is not uncommon to find pupils of the regular program
requiring English as a second language special training.
Therefore, the four students of this Chinese-English
Bilingual Program who required English as a second language
training cannot be considered as ser;ously "below-avérage."

However, one must also considerfthat direct family
assistance and community supéort are crucial determining
factors in children's education. As previously mentioned,
the majority of the children registefed in the Edmonton‘
"Chinese-English Bilingua¥ Program are from Cantonese
speaking homes, and because of this, these chzldren cannot
practise the new language of Mandarin with their family
members. It should also be realized that according to the
linguists, these pupils are acthally exposed to three

languages at theisame time (Engiish and Mandarin in school,

Cantonese at home). While parents may think that it is



better for their children to learn China's official dialect
;nstead of their ancestral language of Cantonese, which they
think can be taught by themselves at home, they have
overlooked the difficulty of a four-year-old child having to
adjust to three different spoken languages at the same time
with very limited support and minimal opportunities for
practice in any one of them.

The 25% drop-out r;te of the students of last year is
considered by the school as another serious problem. As
there will not be any newcomers after grade two,‘the school
and the parents are worried that if the drop-out rate of 25%
coﬁtinues in another two years there will not be enough
students. This "high drop-out rate” together with the
students' "below-average standard" in both English and
Mandarin make some peopie wonder.whether the program cén
carry on satisfactorily in the years to come. These
problems also suggest that the Chinese-English Bilingual
Program may require some sort of re-evaluation and perhaps
reconstruction of its curr}culum. Many arguments have been
raised to promote this Chinese-English Bilingual Program for
the last couple of years; particularly in the aspects of
"mother tongue" and Cantonese/Mandarin issues. Therefore,
it may be necessary to investigate the rationale behind the

introdidction of "vernaculars" or "mother tongue®” in the

school system. Even though the students in this program are
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learning their ethnic language of Chinese, they are not
really leérning their vernacular, as their "mother tongue"
is Cantonese rather than Mandarin. h

From a cultural point of view, language cannot be
~dissociated from culture and is a means to encode and
transmit cultural information. é§en though some Chinese |
believe that no matter which Chinese dialect their children
learn, as long as their children know how to read and write
the Chinese language, their culture can be maintained. Such
belief, as a matter of fact, is only true to a certain
extent. No doubt the children can learn a lot about their
culture through reading the Chinese classics and literature;
however, if they do not know their mother tongue, they will
probably miss a lot of cultural information and experience
that are transmitted from their elders. Therefore, it can
be concluded that if the elite language of Mandarin rather
than the vernacular of the students is taught, only part of
the culture can be maintained. -

From a psychological point ofAview of the child and the
perspective of identity preservation, the overriding
argument on the dialect of instruction presented is that
education in the child's "mother tongue" is sound.
Psychologically, for non—English speaking children, the

first days of school are apt to be confusing. Also, an



educational system that recognizes the child's past
experience is of positive advantage to the child's self-
image. This idea is further supported by a UNESCO

statement:

It is axiomatic that the best medium for teaching
a child is his mother tongue. Psychologically, 1t
is the system of meaningful signs that in his.mind
works automatically for expression and
understanding. Sociologically, it is a means of
identification among members of the community to
which he belongs. , Educationally, he learns more
quickly through it than an unfamiliar linguistic
medium,

Gaarder (1967) in his statement to Senator Yarborough's

\
special sub-committee on Bilingual Education, also poiﬂted
out the importance of "mother tongue" learning towards a
minority child's preservation of ethnic identity and
culture. He states:

If the school, the all powerful school, rejects

the "mother tongue" of an entire group of the

children, it can be expected to affect seriously

and adversely those children's concept of parents,

their homes and of themselves. -

To a certain extent, the Chinese-English Bilingual
Program does not quite meet the ideal of bilingual education
that UNESCO and Gaarder have suggested in the sense that it
does not provide "mother tongue" instruction to the
children. Because of this, some people may doubt whether
the use of an unfamiliar linguistic medium of Mandarin is

healthy psychologically, sociologically and educationally to

the children. These people see that the use of a

i



"non-mother tongue dialect” in this Chinese-English
Bilingual Program will not only cause academic problems in
the students but %l1so affect the children's self-image and
concept of their pa;eﬁtslénd homes adversely. Owing to
these unfavorable conseguences that have been anticipated by
thoégipro—Cantbnese parents, it is also felt that this
program will not be able to help the students in developing
a positive ethnic identity as these students will not be
able to identify with their parents and communicate with
their relatives.

The rationale for Chinese's interest in vernacular
education and linguistic maintenance resté‘explicitly and

implicitly in terms of ethnicity. As stated in Fishman's

Language Loyalty in the United States (1966), languages, be

they vernaculars or languages of wider communication of .
minority immigrants, survive despite generations of
concerted effort to replace them with national lingua
franca. Fishman sees language as the embodiment of |
ethnicity and points out that increasing pressuré by v;rious
ethnic groups for ethnic language bilingual schools will
~become a powerful force for the years to come.

Obviously, the whole situation of the dialects issue
involves a certain degree of power struggle between

different groups within the Chinese community. It seems the

educational and economical elité/9£~the community are

PR



controlling the decision and are clearing policy matters of
significance without\gfnsidering the wishes of the majority
members and the weaker 'socio-economic class. As mentioned
before, the pro—Mandarin parents are more affluent and
-educated when compared to the pro-Cantonese group. It 1s
therefore understandable that thg socially and financially
stronger pro-Mandarin group will have their way easily.

It is perhaps also not surprising that the "problem"
forms for parents will be on the children's school
performance rather than the political conflicts which
underlie that performance. As a matter of fact, the
situation of the Chinese-English Bilingual Program is in
some respects similar to that of the other ethnic schools
such as the Ukrainian and Eerman Programs of the city.

Their situations are similar in a sense that. the
Qrganization and implementation of those hinority ethnic
educational programs are mostly in the control of either the
upper class or the educated elite instead of the majority of
the ethnic communities. However, they are different in that
the educated Chinese elite want a specific Chinese dialect
in the school, a dialect which is not the language of the
children's families. 1In a case such as this, bilingual
programs can be seen as "elitist bilingualism" in a sense
that it is the hallmark of intellectuals and upper class in

the society (Gaarder, 1971).



The Chinese-English Bilingual Program clearly provides
a type of "elitist bilingualism”™ rather than "vernacular

bilingualism." That is, the decision to teach Mandarin not

* only creates academic problems for the children owing to

lack of practice with parents who are mostly Cantonese
s

speakiftg, but also does not serve the purpose of "mother
tongue™ or "vernacular" retention - Mandarin is not the
"mother tongue” of the Cantonese speaking students. Such a
program cAn be termed an "elitist bilingual program” in the
sense that the students are learning another new language or
dialect which is not their vernacular for the sake of
self-enrichment and broadening of knowledge.

Other than the conflict or the power struggle between

the pro-Mandarin group and the pro-Cantonese group within

the Chinese community itself, as a matter of fact, most of

,. the parents do have a dilemma in relation to this problem of

v

spoken language version of instructiﬁOn one harfd, they
w?uld‘like their young to know @heir,édﬁ "mother tongue® -
Cantonese - for better communication with their own
relatives. Also, with Cantonese learning, these Cantonese
speaking parents can be able to give more home support and
reinforcement to enhance the children's learning of the
language.

\However, on the other hand, these parents realize that

for future practical use, it is better to know Mandarin



rather than Cantonese as the former is fhe "national
language” of China. They know that Cantonese has been very
popular in North America for the last few decades mainly
because most the Chinese immigrants are from Hong Kong,
where Cantonese is the major spoken language. However, they
are worried that when the colonial situation of Hong Kong is
changed in 1997 and the Chinese government takes it over,
Hong Kong will become a Mandarin speaking city. This
suggests that when their children grow up, Cantonese may not
be as popular anymore. Therefore, for future practical use,
Mandarin, which is tﬁe national language, should be taught.

Some parents from the Chinese community did suggest
that the "mother tongue" of Cantonese should be taught at
the beginniné such as from kindergarten to grade six, 1in
order to achieve the purpose of "mother tongue"” maintenance.
Then from grade seven on, the "national language” of.
Mandarin should be introduced. They felt that in this way
children can h;Ve a better mastery of the Chinese language
as the parents can help them when they first start to leaén
the ethnic language. However, the support %or such a
suggestion was not strong.

In fact, in the Chinese community of Edmonton, the
majority of parents indicate that though they would like

very much to have had their children practising their native

customs and language, the choice still rests with the

115



children themselves. Besides, integration is inevitable.
Thus, the writer feecls that bilingual education to most ot
these middle class parents 1s 1in fact a means of self-
enrichment. It will provide a wider scope ot experience for
the cognitive development of their children. It 1s always
better to be bilingual than monolingual. Since the Chinese
language, 1in a universal sense, is the ethnic tongue,
obviously the second language (other than the dominant
language of English) that should be learned ought to be
Chinese (no matter what dialect). Also, these parents
believe that the learning of Chinese and any of its dialects
has great significance in assisting their own community'in
maintaining their ancestral culture and language.
Lamerand's study (Dubois, 1977:73) also suppcrts the
above idea. He points out that the major reason given by
the high socio-economic status members for the support of
bilingual schooling is self-enrichment. Being a member of
the minority in a dominant English speaking society, one
will probably not have much opportunity to get to know the
other minorities' cultureé or his own culture in depth.
Therefore, it is believed thét bilingual education will not
only protect the pinorities' language but also enrich the
students' experience for the sake of education itself. By

knowing one more language or a person's own ethnic language,
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it is believed that his perspnal experience will be broadened.



Furthermore, where the language spoken at home is
different from that spoken at school, literacy in the home
language is usualdy promoted as a tool for the acquisition
of literacy in the school language (C. C. Christian, Jr.,
1977:17). It would appear that many of the Chinese believe
that they can skip learning literacy 1in Cantonese‘and go
directly to learning the Chinese school language of
Mandarin. Clearly, the findings of this survey are
congruent with Gaarder's idea of "elitist bilingualism”
(1977) in which a child learns a second language, or in this
particular case an ethnic language, by choice, for the sake
of self-enrichment or for educational benefits.

Despite all the positive support towards the Chinese
Bilingual Program that has been revealed in the interviews
with the parents, parents are uncertain as to whether or not
they are going to send their children to such programs. One
reason for this uncertainty is that the parents are not sure
if the program is effective in teaching both good English as
well as good Chinese to their children. Consequently, they
are worried that their children will have problems in
interacting and integrating with mainstream Canadian society
in the future. In fact, it is interesting and surprising to
note such contradictory opinions. Alihough the Chinese
parents are positive in their attitudes towards the

Chinese-English Bilingual Program, it seems that most of

1



them do not really support the Edmonton Chinese-English

Bilingual School by sending their children to enroll 1in its

Program. Therefore, they are actually non-supportive in a

sense that the parents support the idea of Chinese bilingual

4

school theoretically but not practically. Most of the

parents actually prefer

part-time weekend programs to

full-time bilingual pro@rams. The findings may suggest the

following implications:

1. More weekend part-time Chinese programs would probably

obtain better practical support and higher enrollment.

2. The future of the existing full-time Chinese-English

bilingual school is in doubt because, as shown in the

data, many Chinese

parents are unwilling to commit

their children to such a program. Some of the parents'

worries are actually substantiated by this study.

Suggestions for Further

Research

As well as looking

towards Chinese-English

differences towards the

at the Chinese parents' attitudes

bilingual schooling and their

-

implementation of such programs,

this study also attempted to describe the Edmonton

Chinese-English Bilingual Program, especially the present

stages of implementation, in order to determine if the

present program was effective enough to develop Chinese-
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English bilingualism. Further studies might attempt to
identify the most effective methods and diale¢ts of
instruction needed to be considered by the program
organizers for the operation and development of/ﬁ successful
Chinese-English bilingual program.

A follow-up longitudinal research to study the academic
and linguistic progress of students would be invaluable to
find out if the present Chinese-English Bilingual Program
requires any improvement or changes in either the method of
instruction or type of dialects. Other research could
encompass a comparison between the students' academic
achievement of the Edmonton Chinese-English (Mandarin)
Bilingual Program and that of the other Chinese-English
(Cantonese) bilingual programs in the other metropolitan
centers of the country. Through fﬁrther comparative studies
we might be able fo discern whether or not there are
differences in academic achievement between children
learning Chinese in different dialects.

Furthermore, as the respondents in this study were of
similar dialectal (Cantonese) backgrounds and were a
non-random sample, a larger-scale study with a structured
random sample from different dialectal backgrounds,
different socio-economic classes, and from different

generations would be of much value. Such a large-scale



study would possibly raise a series of questions not raised
by this type of study.

Finally, as bilingual education is the product not only
of cultural factors, but also of social and political
factors, it would be worthwhile to study the Edmonton
Chinese community's control, power struggle and influence
over Chinese-English bilingual schools. This would
certainly give us a clearer picture and a better , ;
uhderstanding as to how bilingual schooling and its success
are dependent upon both cultural and socio~-political
factors.

But clearly, the major implication of this study is
that the simple equation of vernacular language and culture
in bilingual schooling is problematic, at least in the
Chinese case. The Chinese people interviewed concern
themselves with ethnic language retention and so see
bilingual schooling as a vehicle for maintenance of Chinese
culture. The Chinese speak many languages or dialects,
uniquely all can be written with a single ideographic s&mbol
system. Perhaps an analysis of historic and contemporary
power relations among regional language groupings would
provide more insight into officials and school languages in
China, as well as bilingual schooling in the Chinese

-

community in Edmonton.

\ -

120



BIBLIOGRAPHY

Abraham, R., Troike, R. Language and Cultural Diversity in
American Education. Prentice Hall, New Jersey, U.S.A.
1972. "

Bain, Bruce. Personal Interview. Edmonton, Alberta,
Canada, October, 1983.

Barth, Fredrick. ed. Ethnic Groups and Boundaries. Boston:
Little Brown & Company. 1969.

Bantock, G. H. Culture, Industrialization & Education.
London: Routledge & Kegan Paul. 1973.

Butorac, Anne Vesna. Educational Implications of
Vernacular Language Claims as Reflected in the Berger
Inquiry. M. Ed. Thesis. Department of Educational
Foundation, University of Alberta. 1977.

Carey, S. Y. Bilingualism, Biculturalism and Education.
Proceedings from the Conference at College
Universitaire St. Jean. The University of Alberta,

-1974.

Christian, C. . Social and Psychological Implications of
Bilingual Literacy. Texas: A & M University Press,
1976 ’

Cranston, A. "Why The Bilingual Education Amendments
Deserve Support," Phi Delta Kappan. Vol 56: 58-59.
Sept., 1974.

Dale, Philip S. Language Development Structure & Function.
Seattle: Holt Rinehart Winston. 1976.

Dawson, Don. Community Power and Ethnic School Programs.
Ph. D Thesis. Department of Educational Foundation,
University of Alberta. 1982.

Dubois, S. V. C. (ed.) Multiculturalism in Education.
Toronto: Ontario Association for Curriculum

Development. 1977.

Douglas, R. K. The Language and Literature of China.
Taipei: Ch'eng Wen Publishing Company. 1971.

Epstein, Noel. Lénguage-Ethnicity and the Schools: Policy
Alternatives for Bilinqual-Bicultural Education.

121



122

U.S.A.: The George Washington University. 1978.

Ewanyshyn, E. L. Evaluation of a Ukrainian Bilingual
Program. M. Ed. Thesis. University of Alberta. 1978.

Fishman, J. A. Language Loyalty in the United States. The §
Hague: Mouton. 1966. 4

Fishman, J. A. The Sociology of Language: An
Interdisciplinary Social Science Approach to Language
and Society. Rowley, Mass.: Newbury House Publisher.
1972.

Fishman, J. A. Bilingual Education: An International
Sociological Perspective. Rowley, Mass: Newbury House
Publisher. 1977.

Forrest, R.A.D. The Chinese Language. London, England:
Faber & Faber Company. 1973.

Gaarder, A. B. "Organization of Bilingual School,”
Journal of Social Issues. Vol 23: 110-120. 1967.

Gaarder, A. B. Bilingual Schooling and the Surival of
Spanish in the United States. Rowley, Mass: Newbury
House Publisher. 1977.

Galfo, J. and Miller, E. Interpreting Education Research.
Ohio, U. S. A. C. Brown Company Publisher. 1965.

Goldstein, J. and Bienvenue, R. Ethnicity and Ethnid
Relations in Canada: A Book of Readings. Toronto:
Butterworths. 1980.

Government of Canada. The Chinese Canadian Bicultural
Program of Toronto. 1975.

Government of Canada. Statistics Canada, Popuiation by
Ethnic Origin, 1971.

Government of Canada. Statistijcs Canada, Population by
Ethnic Origin, 1976. 0

Government of Canada. Statistics Canaca. Minority and
Second Language Education, Elementary and Secondary
Level. Ottawa: Ministry of Industry, Trade and
Commerce, 1978. S

Government of Canada. Statistics Canada, Po?dlation by

H
[ 4



123

Ethnic Origin, 1981.

Hobart, C. W. "Adjustment of Ukrainians in Alberta:
Alientation and Integration,” Slavs in Canada.
vol 1. Edmonton, 1966.

Hostetler, J. and Redelip, C. "Education and Assimilation
in Three Ethnic Groups," The Alberta Journal of
Educational Research. Vol VIII, No. 4. December 1962.

Hymes, Dell. (ed.) Language in Culture and Society. New
York: Harper & Row. 1964.

Lambert, W. E. and Tucker, G. R. The Bilingual Education
of Children: The St. Lambert Experiment. Rowley,
Mass.: Newbury House. 1972.

Lambert, W. E. Language Psychology and Culture.
California: Stanford University Rress. 1972.

Lamy, P. The Impaét of Bilingualism Upon Ethnolinguistic
Identity. Department of Sociology, University of
Ottawa. 1974.

Lewis, E. G. Bilingualism and Bilingual Education. A
Comparative Study. University of New Mexlco Press.
1980.

-?.

Lieberson, Stanley. Language and Ethnic Relations in
Canada. John Wiley and Sons Inc. 1970.

Low, Victor. The Unimpressive ‘Race. San Francisco: East
West Publisher Co. 1982.

Mackey, W. F. "A Typoldgy of Bilingual Education,”
Foreign Language Annals. No. 3: 596-608. 1970.

McQuown, N. A. Language, Culture and Education. U. S. A.:
-Stanford University Press. 1982,

Modiano, N. Recommendations For Language Policy in Indian
Education. Center for Applied Linguistics, Arlington,
Virgina. 1973.

Moss, M. The Effects of Bilingualism Upon Cognition.
M. Ed. Thesis. Department of Educational Psychology,
University of Alberta. 1979.

O'Bryan, K. G., Reitz, J. G. and Kuplowska, O. M.



Non-Official Languages: A Study in Canadian
Multiculturalism. Ottawa, Canada: Thorn Press
Limited. 1976.

Paulston, C. B. Bilingual Education Theories and Issues.
Rowley, Mass.: Newbury House Publisher. 1980.

Paulston, R. G. Conflicting Theories of Social and
Educational Change: A Typological Review.
U.S.A.: University of International Studies. 1976.

-~

Royal Commission on Bilingualism and Biculturalism. Book
IV. Ottawa: Queen's Printer. 1969.

Sapir, E. Language. New York: Harcourt, Brace & World.
1949.

Saville, A., Troike, M, A Handbook of Bilingual Education.
washington, D. C.: TESOL. 1975.

Spolsky, B. Frontiers of Bilingual Education. Rowley,
Mass: Newbury House Publishers. 1978.

ing: Some Experience in Canada and the United States
Toronto: OISE. 1972. p. 1

)
Stern, H. H. "Introduction,” M. gwain's Bilingual School—\

Stern H. H. "Bilingual Education: A Review of Recent North
America Experience," Modern Languages. Vol. 54:
57-62. 1973.

Swain, M. Bilingual Schooling: Experience in Canada and
United States. Toronto: OISE. 1972.

Taylor, D. M. "Language and Culture,” American
Anthropology Vol. 52: 539-560. 1958.

Toukomaa, P. and Skutngggggangas, T. The Intensive
F

Teaching of The M Tongue to Migrant Children at
Pre-School Age. inYand: University of Tampere.
1977. t

Young, Robert. "Culture," Abraham, R., Troike, R. Language
and Cultural Diversity in American Education. New
Jersey: Prentice Hall. 1972.

»



Yu, Agnes. The Implications of Language, Culture, Social

Class and Cognitive Style in Higher Cognitive
Processes: A Cross Cultural Developmental Study.
Ph. D Thesis. Department of Educational Psychology,
University of Alberta. 1981.

12



APPENDIX

INTERVIEWING QUESTIONNAIRES

Personal Data

1.

2.

10.

11.
12.

13.

14.

15.

_ 16.

How long has the family been living in Canada?

Which generation does your family belong to with regard
to migration?

What is your family's religious affiliation?

Do you have any extended family members living with
you? Grandparents/Uncles/Aunts/etc.

what spoken version of the Chinese language do these
extended family members and do you often speak?

What is the highest level of schooling that the father
has completed? \

wWhat is the highest level of schooling that the mother
has completed?

What is father's occupation? Y

s
4

Which age group to the parents belong to? P
Under 25/25-34/35-44/45-54/55-64/65+ ' /

Are most of the family's friends of Chinese or Cangdian
origin? ‘ '

Do most of the family's friends speak Chinese or ‘
English? ‘ !
Are there any other Chinese living in your residential
area? N
Do you have any contact with those Chinese who live

close to you? \
. :

'Are these Chinese neighbors related to you? i

Do you consider yourself as being fluent in the Engliéh
language? , e K

: p -
Do you consider yourself as being fluent in ‘the Chinesge
language? . ,

.
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17.

18.

19.

20.

Do you belong to any of the Chinese organizations in
Edmonton which use Chinese as the main language of
communication?

What language to you often use in your work place?
Chinese/English?

What language do you often use in your social circle?
Chinese/English?

What type of family do you consider yours to be?
Traditional Chinese/Westernized Canadian?

Attitudes Towards the Chinese-English Bilingual Schooling

1.

would you like your children to know the Chinese
language? ,

Why?

Why_not?

Would you like your children to keep on using Chinese
when they grow up?

Why?
Why not?

Would you like your children to practise the Chinese
culture and customs in their daily life?

Why?
Why not?

Do you think that it is important for the Chinese
parents to teach their children their ethnic language
and culture at home?

Why?

Why not?

Do you think that the loss of Chinese language will
lead to the loss of Chinese culture in North America?

Do you think that the loss of Chinese language over
generations in North America is a serious problem to
the Chinese community?

Will you support a Chinese-English bilingual school in
Edmonton? .
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10.

11.

12.

13.

14.

If you had children of the appropriate school age,
would you send them to a Chinese-English bilingual
school?

Do you think that learning the Chinese language will
affect the children's learning of English in a negative
way?

Do you think that sending your children to a bilingual
school will affect their integration with the majority
of the society in the future?

Do you think that Chinese-English bilingual schooling
will help to retain the Chinese language and culture 1in
North America?

How many years do you think bilingual schooling should
be offered?

(Up. to Grade 6//Grade 9//Grade 12)

What age do you think .is best for your children to be
introduted to the Chinese bilingual program?

What spoken veérsion of the Chinese language do you
think should be taught in a Chinese-English b111ngua1
school? Mandarin/Cantonese/etc.

aw



