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Message from the Guest Editor 

 
I am honored to be the guest editor for this 

 DVIQuarterly issue on diversity and to col-
 laborate with knowledgeable colleagues in 
 the field who are also interested in this 
 topic. Through our collaboration I believe 
 we have created an issue that will provide 
 essential information about the education of 
 students with visual impairments who are 
 from culturally and/or linguistically diverse 
 backgrounds (CLDB) and their families.  

 
The number of students from CLDB who     

 are educated in America's schools is con-
 tinually increasing. According to Grassi and 
 Barker (2010), the number of school-aged 
students who speak a language other than Eng-
lish is projected to grow to 40% by the year 2030. 
Data from the field of blindness are similar to 
those of education in general. As we continue to 
see and work with more students and families 
from CLDB, our needs as professionals and to 
provide quality services will also intensify.  

 
This issue begins with an article from Olaya 

Landa-Vialard about her experiences as a bilin-
gual diagnostician and teacher of the visually im-
paired (TVI). She discusses the challenges when 
conducting assessments with students who are 
visually impaired and also from CLDB. Landa-
Vialard also provides a checklist and resources 
that TVIs could use to better provide services to 
these students and their families.  

 
In “Emergent Bilinguals with Visual Impair-

ments: Guidelines for Instruction,” Madeline Mil-
ian provides an overview of the challenges edu-
cators face when trying to meet both the visual 
and language needs of emergent bilinguals with  
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visual impairments. In the article, Milian describes 
the labels used with these students and shares 
essential elements to guide their instruction.  

 
When addressing the needs of blind and 

visually impaired students who are also from 
CLDB, it is critical that, as professionals, we work 
closely with family members. In our article, 
“Connecting with Families from Culturally and Lin-
guistically Diverse Backgrounds: Reflecting as 
Practitioners on Our Own Beliefs and Values,” my 
colleague Kim Zebehazy and I address the impor-
tance of including family members in the educa-
tion of students from CLDB. We discuss the fac-
tors that affect family involvement and share a 
self-reflection questionnaire that teachers or other 
professionals could use to help them gain insight 
into a family’s values, beliefs, and priorities while 
trying to avoid stereotypes.  

 
This series of articles concludes with the re-

sults of a study conducted by Paula Conroy on 
the post-high school outcomes of students with 
visual impairments who are from diverse back-
grounds. Conroy interviewed ten CLD students 
with visual impairments about their high school 
experiences and the skills gained to be success-
ful young adults. In her article, she discusses the 
themes that emerged from her interviews and 
shares recommendations for the field.  

 
The topic of CLD students and families is 

one that I am very interested in and passionate 
about. As a second language learner myself, I 
identify with many of the needs and challenges 
these students experience in the classroom. I 
really hope that this DVI-Q issue on diversity pro-
vides you with an opportunity to better identify 
and understand some of the challenges you may 
encounter when working with students with visual 5 



impairments who are from CLDB and their fami-
lies.  I hope that you find resources you will use 
when providing services to this population. Happy 
readings! 
 
Silvia M. Correa-Torres 
 
 

References 
Grassi, E. A., & Barker, H. B. (2010). Culturally 

and linguistically diverse exceptional stu-
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ments. Los Angeles: SAGE Publications. 
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Your Vote Matters!  
 
 
The 2013 CEC Division on Visual Im-
pairments is going on now.  You 
should have received an email with an 
individualized link to cast your 
vote.  Voting takes less than 5 minutes 
but strengthens the viability of the or-
ganization.   
 
If you have not received an email (or 
postcard if we do not have your 
email), then please contact Derrick 
Smith at derrick.smith@uah.edu.  

mailto:derrick.smith@uah.edu


NATIONAL FAMILY ASSOCIATION   
FOR DEAF-BLIND 

Supporting persons who are deaf-blind and their families 
Website: www.NFADB.org 
E-mail: NFADB@aol.com 

  (800) 255 0411 
 

 
 
The National Family Association for Deaf-Blind (NFADB) is a nonprofit 501(c)3 organization 
serving families of individuals who are deaf-blind since 1994. 
 
Deaf-blindness means having combined hearing and vision losses which cause severe 
communication, mobility, and learning challenges. Accessing people and the surrounding 
environment can be very difficult. Many people who are deaf-blind have additional physical and 
cognitive impairments. 
 
Originally started by and for families of individuals who are deaf-blind, NFADB’s membership is now 
extended to any person or organization that wants to support individuals and families who are deaf-
blind. We are all in this community together!  
 
NFADB believes individuals who are deaf-blind are valued members of society and should have the 
same opportunities and choices as others in the community. 
 
NFADB exists to empower the voices of families of individuals who are deaf-blind and advocate for 
their unique needs. 
 
We welcome donations from those who support our beliefs and mission. Your donations will help us 
continue our support of families and advocacy at a national level. 
 
 
 
 

http://www.nfadb.org/
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2.5” outside diameter with 1-1/16” inside diameter

2.5” outside diameter

How is beep kickball played?
•	 Played with a 10 inch soft foam beeping ball on a baseball  

diamond

• 	Just 2 buzzing bases, first and third

• 	No pitcher, no throwing the ball, no running around the bases

• 	Each team has 6 players

• 	All players wear a blindfold to level the playing field

• 	Player kicks the ball and runs to the base that buzzes

• 	If he tags the base before the fielders pick up the ball,  
he scores a run

• 	If the fielders pick up the ball before the kicker tags the 
base,he’s out

• 	3 outs, 6 innings, GAME OVER!

Announcing

Be Sure to 
Visit Us on

& please “Like” us!

Beep
Kickball

A new Adapted sport for people with vision loss.

Judy Byrd, Volunteer Director

770-317-2035
JudyByrd@gmail.com

www.BeepKickBall.com
Facebook: Beep Kickball Association

Beep Kickball Association, a 501c3 non- profit corporation



Be Sure to 
Visit Us on

& please “Like” us!

How do Kids Benefit?
	·	 Preschoolers increase agility, motor skills and fitness

	·	 Kids experience determination, persistence and patience

	·	 Players experience teamwork and learn about fairness

	·	 Players share camaraderie and develop friendships

	·	 Players develop trust and a willingness to risk

	·	 All of these lead to self-confidence and independence

	·	 All of these are useful in becoming a successful adult

	·	 They all say “If I can do this, I can do anything!”

THE STORY
In 2010, Beep Kickball was 
founded in Atlanta by volun-
teer Judy Byrd while playing 
on a newly formed beep 
baseball team. She noticed 
all the baseball players were 
older teens and adults and 
wondered what team sport 
the kids played. Then it 
came to her...Kickball!  
Same rules, different ball! 

THE GOAL
Judy Byrd’s goal is  
that every person who  
is visually impaired or  
blind have the opportunity 
to benefit  from playing a 
sport. Last summer, over 
40 summer camps and 
schools for the blind across 
the nation played Beep 
Kickball.  

THE EQUIPMENT
A Beep Kickball costs  
$130 and a set of kickball 
bases costs $100. To order, 
go to the website or call 
Judy Byrd.

THE PROFITS
All profits from equipment 
sales are used to promote 
Beep Kickball and give dis-
counts to struggling organi-
zations that serve the blind 
community.

www.BeepKickBall.com
Facebook: Beep Kickball Association

Judy Byrd, Director of the Beep Kickball Association, a 501c3 non-profit corporation

“I love how loud it is!”  
	 8/14/11 Lauren Lieberman, PhD 
	 Professor at SUNY Brockport, founder of Camp Abilities 

“It is a very safe, enjoyable game for a wide range of ages and skill  
levels to play together. The rules are very basic and easy to learn,  
which gave the campers more time to play.”  
	 7/23/11 Aly Nagy 
	 Teacher, South Carolina School for the Deaf and Blind 

“Our students loved it. They had a great success rate.”  
	 5/23/12 Robbin Keating 
	 VRT for the state of Connecticut

“As a member of the National Beep Baseball Association since  
1986, I am so impressed with the thought and effort put in to the  
development of Beep Kickball by friend and associate, Judy Byrd.  
Besides an excellent stand alone game for all ages, it’s a fun,  
easy introduction to the sport of Beep Baseball, which uses the  
same equipment and many of the rules. I recommend it highly.”
	 6/24/12 Janet Leonard 
	 Lakewood, Colorado



 
President's Message 

 
Derrick Smith 

 
For this special issue of the DVIQuarterly, the 
topic is diversity.  Diversity is an incredibly inter-
esting and timely topic as we as a society are be-
coming more diverse.  While there are many 
things that I could write about diversity, I decided 
to focus on a more practical matter as it relates to 
the organization.  A few years ago, with the urging 
of CEC, each division was asked to create a di-
versity statement and include it in its guiding 
documents.  Therefore, DVI added its diversity 
statement in 2005 through the work of our Diver-
sity Committee, led at the time by Phyllis Sim-
mons.  Since the creation of this statement, our 
Diversity Committee has been a persistent mem-
ber of CEC's Diversity Committee.  Many of DVI's 
members are also members of various CEC cau-
cuses that focus on diversity.  DVI member Lou 
Tutt even served on the CEC Board in the 
"Diversity" position.  However, there is much 
more work for our Division to do in order to serve 
our diverse profession.  We need to provide sup-
port for those who serve students with visual im-
pairments, blindness, and deafblindness from di-
verse backgrounds while attempting to recruit, re-
tain, and diversify our field.  It is my sincere hope 
that this special issue will start a conversation 
within the field to support these concepts.  With 
that being said, I believe our diversity statement 
provides a good starting point for this special is-
sue: 
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DVI Diversity Statement 

 
"In a willing effort to support CEC’s Diversity Vi-
sion of "creating an inclusive culture where peo-
ple of great diversity share the common value of 
advancing the educational outcomes of excep-
tional outcomes of exceptional children", DVI has 
 established parameters to facilitate the mission.  
DVI will channel their efforts through governance, 
recruitment and retention, publications, nomina-
tions and awards. Governance incorporates rep-
resentation of diverse groups among the mem-
bership including Officers and Committee Chairs. 
DVI will identify board members to represent mat-
ters of diversity. Recruiting and retaining mem-
bers from diverse backgrounds will continue to be 
an ongoing goal for DVI. Supporting the ideology 
of an organizational culture which values diversity 
among its membership will ultimately serve as a 
mirror for creating effective educational strategies 
and outcomes for children who are blind or visu-
ally impaired, including those with multiple dis-
abilities." 
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Assessing Students with Visual       
Impairments  who are from Diverse 
Backgrounds: My Experience as a   
Bilingual Diagnostician and a TVI 

 

Olaya Landa-Vialard 
Doctoral Candidate 

Texas Tech University 
olaya.landa-vialard@ttu.edu  

 
Planning an assessment for a student who 

is visually impaired could be a daunting task for 
professionals who don’t have experience working 
with this population or knowledge about its unique 
needs. This task could be even more intimidating 
when the student is from a culturally and/or lin-
guistically diverse background (CLDB). In this ar-
ticle, I will share my practice-based experience as 
a bilingual educational diagnostician and teacher 
of students with visual impairment in evaluating 
students from CLDB. Information about different 
assessments and suggestions on informal 
evaluations that could be used with this popula-
tion will also be shared.  
 It would be appropriate to start out this “how-
to” article by asking the following questions: What 
tests are available for use when assessing stu-
dents who are visually impaired? What assess-
ments can be used with students from CLDB who 
are visually impaired? While there have been at-
tempts to create standardized tests to use with 
students with visual impairments, there are no in-
struments available that have been normed and 
designed for this diverse and unique population. 
Because of this, educational diagnosticians often 
have no other option than using tests that are not 
specifically designed for students with visual im-
pairments. When a test is designed specifically 
for these students, the test results could provide 

13 

mailto:olaya.landa-vialard@ttu.edu


useful information to assist with appropriate plan-
ning and placement. Though these tests may be 
considered valid, cautionary statements should 
accompany all tests administered (Loftin, 2005). 
For example, in contrast to traditional methods of 
determining learning disabilities, no single aca-
demic test is available that would adequately as-
sess the academic skills of students with visual 
impairments who are from diverse backgrounds. 
Therefore, information must be gathered from 
various sources in order to make appropriate de-
cisions and recommendations for these students.  

Traditional assessment practices with stu-
dents could be hard to implement by the pres-
ence of a visual impairment and when the child’s 
native language is not English. This is often the 
case when conducting comprehensive evalua-
tions with students who are from CLDB. Schon, 
Shaftel, and Markham (2008) suggested that reli-
ability, validity, cultural and language biases, lan-
guage demands, and native-language testing are 
among the many factors to consider when evalu-
ating students from CLDB. Bias in testing occurs 
because tests can be culturally loaded or contain 
“cultural content or culturally specific knowledge 
embedded in both the test items and in the test-
ing method that may differentially influence the 
ability of individuals of diverse backgrounds to 
perform” (Warren, 2006, p. 106). Students who 
have not had sufficient exposure to the main-
stream culture in the U.S., more often than not, 
do poorly on traditional standardized assess-
ments. In light of this issue, educational diagnosti-
cians and school psychologists are often left with 
having to supplement standardized data with in-
formal assessments. Utilizing informal assess-
ments is seen as an “…attempt at meaningful as-
sessment of students from culturally and linguisti-
cally diverse backgrounds is a movement toward 
authentic, performance-based assessment tech-
niques such as portfolio assessment” (Gargiulo, 14 



2012, p. 109). Informal data is doubly relevant 
when working with students with visual impair-
ments who are from CLDB. In a guide to assess-
ing English Language Learners (ELLs), Rhodes, 
Ochoa, and Ortiz (2005) suggested that informal 
methods are needed to supplement the data from 
normed assessments. The authors also indicated 
that information from the normed assessments 
might not take into consideration possible varia-
tions in dialect that could result in false assump-
tions that language is used in a similar way within 
and across languages.  

As the population of linguistically diverse 
learners increases, the challenges educational 
diagnosticians face with evaluating students with 
visual impairments from CLDB also increase. The 
use of informal assessment procedures along 
with criterion-reference including curriculum-
based measures is especially important for this 
population of students as many times, in my ex-
perience, standardized assessments tell us more 
about what the student cannot do and not so 
much about what they can. Some combinations 
of formal and informal assessments that I have 
used in my practice when assessing visually im-
paired students who are from CLDB can be found 
in Table 1. It is important to note that many of the 
assessments with the alternative languages that 
are available from the publishers may not be 
readily available in school districts. In cases 
where the assessments are not available in the 
student’s primary language, the evaluator may 
have to resort to translating the assessment. This 
is not ideal and should be used as a last re-
source; however, this may be the only alternative 
available in order to get an informal estimate of 
the student’s current functioning level.  

As part of the alternative assessment proce-
dure, interviews with the classroom teacher and 
team members, as well as collaboration and con-
sultation with the teacher of the visually impaired 15 



(TVI) to supplement the information provided by 
the criterion-reference and curriculum based as-
sessments are invaluable. This approach gives 
the evaluator and the assessment team a sense 
of what the student is doing in the classroom, 
which is something the team may not be able to 
document by using standardized assessments 
alone. When assessing a young student or a stu-
dent with significant support needs who is from 
CLDB, the assessments are primarily comprised 
of observations and checklists that can be com-
pleted most efficiently and meaningfully by inter-
viewing or gathering data from all the profession-
als who work with the student. In addition, inter-
viewing the parent/caregiver or family members in 
the home language will provide additional insight 
into the ability of the student that will assist in de-
termining the present level of performance and 
areas of need to be addressed in the individual 
education plan. This is one of  
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Type of          
Assess-
ment  

Name of Assessments  

Criterion-
Refer-
enced 
Assess-
ments  

Brigance Assessment of Basic Skills
-Revised, English and Spanish 
Edition (available in other lan-
guages; use with accommoda-
tions from the LMA/FVE) 

Battelle Developmental Inventory-II 
(BDI-II), Spanish Edition 
(available in other languages; use 
with accommodations from the 
LMA/FVE) 

Curricu-
lum-
Based  
Assess-
ments  

Oregon Project for Preschool Chil-
dren who are Blind or Visually Im-
paired (available in Spanish; ob-
servations in multiple settings, 
and interviews with the classroom 
teacher, service providers, the 
teacher  



 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 17 

 of the visually impaired and the par-
ent/caregiver in the native lan-
guage via interpreter 

Carolina Curriculum for Infants and 
Toddlers with Special Needs 
(assessment log and develop-
mental progress chart available in 
Spanish, with adaptations for chil-
dren with visual impairments and 
the LMA/FVE) 

Carolina Curriculum for Preschool-
ers with Special Needs 
(assessment log and develop-
mental progress chart available in 
Spanish, with adaptations for chil-
dren with visual impairments and 
the LMA/FVE) 

Developmental Assessment of 
Young Children (DAYC) 
(Available in English only; can be 
administered via observation, in-
terview and directly) 

Norm-
Refer-
enced    
Assess-
ments/
Invento-
ries  

Wechsler Intelligence Scale for Chil-
dren-Fourth Edition (WISC-IV) 
Spanish version (VIQ and WMI, 
performance based indexes 
should be used for clinical pur-
poses and should not be used to 
calculate FSIQ; WISC has been 
translated or adapted and 
normed for different languages) 

Wechsler Preschool and Primary 
Scale of Intelligence- Third Edition 
(WPPSI-III) (with translation of the 
VIQ subtests-take caution when re-
porting results via use of translation 
if not using the Spanish version 
when not available in the school dis-
trict; the WPPSI-III has been  
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 translated and adapted for use with stu-
dents who speak languages other 
than English)  

Woodcock-Johnson- Batería-III Prue-
bas de habilidades cognitivas 
(recommended subtests for students 
with Low Vision and subtests for stu-
dents with Blindness; a shortened 
version of the Woodcock-Johnson 
Tests of Cognitive Abilities–Revised 
in four European languages (Slovak, 
Hungarian, Latvian, and Czech).  

Bilingual Verbal Ability Test (BVAT) 
(Oral Vocabulary and Verbal Analo-
gies Tests) (It is available in 15 lan-
guages: Arabic, Chinese, English, 
French, German, Haitian-Creole, 
Hindi, Italian, Japanese, Korean, 
Polish, Portuguese, Spanish, Turk-
ish, and Vietnamese.) 

Bayley Scales of Infant and Toddler De-
velopment, Third  Edition (Bayley-III) 
(via translation by the evaluator or 
interpreter- take caution when re-
porting results via use of transla-
tion.) Bayley III is available in Eng-
lish only, however, a study has been 
conducted where it was translated 
into Malay (Zakaria, Seok, Som-
buling, Ahmad, and Iqbal, n.d.) Rey-
nell-Zinkin Developmental Scales for 
Young Children with Visual Impair-
ments (with translation with the stu-
dent- -take caution when reporting 
results via use of translation by the 
evaluator/interpreter) 

Bayley-Scales of Infant and Toddler 
Development, Third Edition (Bayley-
III) Adaptive Behavior and Socio-
Emotional subtests, Spanish, 
French, and Chinese forms 
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 Infant-Toddler Social and Emotional 
Assessment (ITSEA) and Brief In-
fant-Toddler Social and Emotional 
Assessment (BITSEA)-English/
Spanish forms only available 

Scales of Independent Behavior-
Revised, Short Form for the Visu-
ally Impaired (with translation for 
the parent/caregiver- take caution 
when reporting results via use of 
evaluator or interpreter translation) 

Vineland Adaptive Behavior Scales-II, 
Parent Rating Scale- English/
Spanish forms only available 

Adaptive Behavior Assessment Sys-
tem-II, Parent Form-English/
Spanish forms only available 

Woodcock-Johnson-III Tests of Aca-
demic Achievement-NU (Available 
in English, large print and braille 
versions.) 

Woodcock-Johnson Batería-III Prue-
bas de aprovechamiento (with ac-
commodations recommended by 
the LMA/FVE-large print version 
not available. I made my own on a 
copier using large print paper. Con-
sult with the TVI. I also typed out a 
version of the student response 
booklet according to the print size 
recommended for the student on 
the LMA/FVE.) 

Learning Disabilities Diagnostic In-
ventory (LDDI) (Interview form/
checklist completed by the service 
providers and teachers of the stu-
dent who is CLD with a visual im-
pairment.) (Available in English 
only.) 



the successful practices I have employed when 
assessing students with a visual impairment who 
are from CLDB.  
          Another suggestion that I would provide for 
those assessing students from CLDB is to trans-
late assessment documents to the student’s na-
tive language. In the past, I have translated 
prompts for assessments such as the WPPSI-III 
for students whose primary language is Spanish 
and who were too young to have the Spanish ver-
sion of the WISC-IV administered. Translation of 
prompts will provide a measure of receptive abil-
ity and allow the evaluator to measure the skill 
being performed. However, the evaluator must be 
aware that cognitive measures do not transfer 
from one language to another; therefore, any data 
collected through translation should be reported 
clinically and not through the use of standard 
scores or overall scores and used for informa-
tional purposes only. 

In addition to the validity issues mentioned 
earlier, assessment professionals should have 
general knowledge of the developmental patterns 
of children who are blind or visually impaired and 
the language acquisition stages of those students 
who are from a diverse language background. 
Consultation with the student’s bilingual or Eng-
lish as a Second Language (ESL) teacher is criti-
cal for the evaluator to gain information on how 
the student’s diverse background or language 
may impact test performance. Additionally, con-
sultation with the TVI is critical, not only for best 
practice but because it is also required by federal 
code. I am a certified bilingual teacher as well as 
a diagnostician who is certified as a teacher of 
the visually impaired and I still consult and col-
laborate heavily with the student’s classroom 
teacher, parents/family, and other teachers of the 
visually impaired when planning assessments of 
my students with visual impairments who are 
from CLDB. States have varying guidelines for 20 



evaluating students with visual impairments, but 
all guidelines must reflect the federal regulations 
under the Individuals with Disabilities Educational 
Act. Furthermore, specific best practice guide-
lines when conducting assessments have been 
developed by the American Educational Re-
search Association, The Council on Testing 
Measurements and the American Psychological 
Association to address the testing of bilingual stu-
dents.  
 Below are the steps that I usually follow as 
a diagnostician and guidelines that I recommend 
when assessing students with visual impairment 
who are from CLDB:  
Identify students whose evaluations are due that 

school year. 
Immediately seek out the diagnostician/Licensed 

Specialist in School Psychology (LSSP) or the 
TVIs for the school where the student will be 
attending. 

Set up a meeting with that diagnostician/LSSP or 
TVI to review the student’s case and deter-
mine whether or not another formal Learning 
Media Assessment (LMA)/Functional Vision 
Assessment (FVA) is needed prior to any other 
testing. 

During this meeting, review the Language Profi-
ciency Assessment Committee (LPAC) folder. 
This folder will inform the evaluator as the TVI 
as to the home language and language domi-
nance of the student to be assessed.  

Once the LPAC folder has been reviewed, decide 
if the student requires a foreign language inter-
preter to assist with testing or if the evaluator 
speaks the language of the student then a de-
cision as to what assessments will be given in 
terms of the availability of testing instruments 
in the student’s dominant language.  

Interview the parent/caregiver, the student, the 
student’s classroom teacher, and observe the 
student in multiple settings.  21 



As part of the parent/caregiver interview, investi-
gate information pertaining to the student and 
family’s history with language: primary lan-
guage spoken at home and in the community, 
other languages spoken in the home, the fam-
ily’s country of origin, the length of time the 
family has lived in the U.S., the student’s age 
at first exposure to English, if anyone in the 
family speaks English, and how fluently they 
speak it. This is important to assist with inter-
pretation of assessment results. 
 

After relevant information has been collected 
(accommodations/modifications, data from the 
LPAC folder, interviews and classroom obser-
vation) the diagnostician/LSSP and the TVI 
could refer to the information from the Texas 
School for the Blind and Visually Impaired 
(TSBVI) website regarding suggested tests, 
etc., for students with visual impairments. Tak-
ing all of the previous information into account, 
the diagnostician/LSSP, make a decision 
based on the combined suggested guidelines 
from the Council on Testing Measurements 
and the American Psychological Association, 
the National Association of State Directors of 
Special Education (NASDSE), and the assess-
ment suggestions from the Texas School for 
the Blind and Visually Impaired website in or-
der to plan what assessments and procedures 
will be implemented in the assessment of the 
student who is CLDB with a visual impairment. 
The TSBVI website is: http://www.tsbvi.edu/
attachments/
EducatingStudentswithVIGuidelinesStan-
dards.pdf 

 
Combining the above guidelines when assessing 
students from CLDB is not only critical in planning 
appropriate assessments that lead to making the 
evaluation accessible (in language and learning 22 

http://www.tsbvi.edu/attachments/EducatingStudentswithVIGuidelinesStandards.pdf
http://www.tsbvi.edu/attachments/EducatingStudentswithVIGuidelinesStandards.pdf
http://www.tsbvi.edu/attachments/EducatingStudentswithVIGuidelinesStandards.pdf
http://www.tsbvi.edu/attachments/EducatingStudentswithVIGuidelinesStandards.pdf


medium) but also meaningful in making informed 
decisions regarding programming and placement 
of these students.  

Evaluators may not agree with my practices 
as the bilingual educational diagnostician for stu-
dents with visual and multiple disabilities in a 
school district that houses one of the largest 
population of students with visual impairments 
from CLDB. Disagreeing is fine, but what are the 
alternatives? The alternative to not test and fill out 
thce Full and Individual Evaluation/
Comprehensive Individual Assessment (FIE/CIA) 
with the words “untestable,” “no tests available,” 
etc., is not an acceptable option.  Evaluators have 
an ethical, moral, and legal responsibility to com-
plete an assessment that will inform educational 
plans for students and set them up for success. 
Students who are from CLDB in the U.S. have the 
right to receive and experience effective, appro-
priate, high-quality assessments under assess-
ment conditions that support their learning and 
development (NAEYC, 2005). It is my hope that 
the information contained here will assist all 
evaluators of students who are CLDB with visual 
impairments in providing the highest quality as-
sessments that will inform best practice in educa-
tional planning, programming, and placement.  
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“We thought Camilo was learning enough English 
to go to college, but he has not been able to do 
well on the standardized tests. We never taught 

him how to read Spanish because we thought he 
would get confused; now he may not know Eng-

lish well enough for college and he does not know 
how to read Spanish either” (Camilo’s Mother). 

 
 A few years ago, I was having a conversa-
tion with Camilo’s mother, Estrella, who was re-
flecting on her son’s education in the United 
States. Her two children had received their entire 
K-12 educations in the United States. At the time, 
Camilo, who is blind, was in the 11

th
 grade and 

Lourdes was in the 9
th
 grade.”  Her two children, 

Camilo, who is blind, and was then in 11
th
 grade, 

and Lourdes who was then in 9
th
 grade, had re-

ceived their entire K-12 education in the United 
States.  She was examining the positive and 
negative aspects of educating her children out-
side their native country and in a language that 
was new to them.  Estrella and her husband, 
Roberto, came to the United States from Mexico 
with their children after they realized that the ser-
vices available for young blind children in their 
community back home were not adequate to 
meet Camilo’s future educational needs.  At the 
time of their arrival, Camilo was 3 years old and I 
met them when he enrolled in a local early inter-
vention program.  Since then, I have been in con-
tact with the family and have learned much from  
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their experiences with the educational system.  
Our conversations often remind me of the addi-
tional challenges faced by parents and educators 
when students who are blind and visually im-
paired enter the educational system speaking a 
language other than English and are being edu-
cated in an English-only environment, which is 
commonly the case in our public schools.  
 Teachers who specialize in the education of 
blind and visually impaired students are highly 
qualified in meeting the educational needs of 
these students that result from their visual difficul-
ties, but often have limited preparation related to 
second language learning and teaching.  Simi-
larly, educators who receive preparation in teach-
ing English as a second language (ESL) as well 
as many general education teachers depend 
heavily on the use of visual materials and ges-
tures when delivering instruction and find it chal-
lenging to change their teaching styles when con-
fronted with a student who does not use vision as 
their primary vehicle for learning.  Consequently, 
meeting both the visual and language needs of 
emergent bilinguals with visual impairments re-
quires that educators with different professional 
preparations share their knowledge and skills to 
create successful educational experiences for 
these students.  

Labels Used for These Students 
 As with the case of students with special 
needs, the field of education in the United States 
has also used multiple labels to refer to students 
who begin schools speaking a language other 
than English.  A term that was first used starting 
in 1975 was Limited English Proficient (LEP) due 
to the LAU v. NICHOLS case (1974).  This term 
was not viewed favorably by educators because it 
emphasized what students were not able to do 
instead of what students were learning.  As a re-
sult, the term English Language Learners (ELLs) 
emerged to describe those K-12 students who 27 



were learning English as a new language in our 
public schools.  More recently, Garcia and Kleif-
gen (2010) argued that a more appropriate label 
for these students should emphasize what they 
are becoming, which is emergent bilingual, since 
the process of learning English is a transitional 
one that will result in becoming bilingual.  

Essential Elements to Guide Instruction 
 When considering the complexity of educat-
ing emergent bilinguals with visual impairments, it 
will be helpful for educators to consider the fol-
lowing essential instructional recommendations to 
guide their instruction.  Most of these recommen-
dations are applicable to all emergent bilinguals, 
while a few are only applicable to those with vis-
ual impairments (Herrera, Murry, & Morales 
Cabral, 2007; McIntyre, Kyle, Chen, Kraemer, & 
Parr, 2009; Milian, 2012; Milian & Conroy, 2001; 
Wright, 2010). 

 
We are all language teachers. 
 Academic content and language learning can-

not be separated, particularly at  the be-
ginning stages of second language acquisition. 
Consequently, language  instruction is always 
taking place when we are working with emer-
gent bilinguals.  

 Educators need to focus on both the content 
taught and the language used in each lesson. 
The following question always needs consid-
eration: What language needs to be under-
stood by the student to facilitate the under-
standing of the content?  

 Academic language - that is, the language of 
content areas - needs to be specifically taught 
and explained. 

 
Recommendation: 
 Become familiar with the English Proficiency 

Standards in your state. It will help you  
  
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understand the English proficiency level of 
your students and assist  you  in planning your 
instruction.       
   

Information on native language academic lev-
els is key to English instruction. 
 Students with strong native language skills will 

make an easier transition into English aca-
demic language. 

 Aspects of native language can be used to 
support the learning of English. For example - 
cognates can assist in vocabulary develop-
ment. 

 Use of native language can facilitate adapta-
tion into the new school setting.   

 
Recommendations: 
 When grouping students, take into considera-

tion their English language  proficiency. 
Groups should have students from different 
proficiency levels so that they can help each 
other.  

 Allow students to help each other in their na-
tive languages as needed to understand an 
important content area concept or other impor-
tant information.  

 
Collaboration is key for academic growth. 
 All educators are responsible for teaching 

emergent bilinguals, regardless of English lan-
guage proficiency levels. 

 Effective collaboration will prevent fragmented 
instruction, which often interferes with aca-
demic growth. 

 Each educator has professional knowledge 
that is essential to the academic growth of 
emergent bilinguals. 

 Family members and key members of the stu-
dents’ cultural group can provide valuable in-
formation and support goals at home or in the 
community. 29 



 Help educators understand cultural differences 
that may be important to consider.       

 
Recommendation: 
 Develop a good relationship with the ESL 

teachers. Collaboration related to teaching and 
assessment strategies based on vision and 
language needs can be shared. Also, you can 
share materials and other resources that may 
be needed by the student.  

 
Ongoing classroom assessments, observa-
tions, and performance assessments are criti-
cal for teachers to use. 
 Standardized tools often offer limited informa-

tion to guide us with instruction for emergent 
bilinguals, particularly for those with visual im-
pairments because of problems with design 
and inappropriate accommodations. 

 It is difficult to separate knowledge of language 
from content knowledge.  

 Emergent bilinguals are “moving targets” in 
terms of language fluency, so results of formal 
assessments given once per year are used in 
a limited . 

 Frequent, informal assessments that include 
observation in different settings and perform-
ance assessments provide more useful infor-
mation while ELLs  are not yet fluent English 
speakers. 

 
Recommendations: 
 Analyze the language of your tests to deter-

mine if your tests contain language that is too 
advanced for the proficiency level of your 
emergent bilingual students. Is the test a con-
tent test or a language test? 

 Consider different ways of obtaining informa-
tion about students’ academic growth that are 
not always based on language. 

 30 



Native language support provides short and 
long term benefits for  
emergent bilinguals. 
 Native language support can facilitate transi-

tion into the new educational environment. 
 Students can continue developing content 

area knowledge while they are learning Eng-
lish. 

 Knowledge in the native language can support 
the learning of English as skills can transfer 
from one language to the other. 

 Bilingual skills will be beneficial for profes-
sional goals.  

 
Recommendation: 
 Gather information about the students’ native 

language, including the braille code in the na-
tive language in which the students are braille 
users. Are the students proficient in their own 
native language? Are they functioning at grade 
level in the native language? Family members 
may be able to provide school records from 
previous educational experiences that could 
provide essential information about native lan-
guage proficiency and academic levels. Other 
support personnel may also be able to help 
obtain this type of  information and may be 
able to provide a source for native language  
materials. 

 
Cultural Knowledge will help with teacher, stu-
dent, and family interactions. 
 Beliefs and practices, including understand-

ings of disability, vary within cultural groups. 
Factors such as number of years in the U.S., 
age, religion, and levels of education can influ-
ence the way a specific family may acculturate 
to the new community and school environ-
ment. 

 It is impossible to learn everything about every 
culture, but we can develop a “framework” that 31 



can guide us to ask important questions. 
 Instead of interpreting behaviors from your 

own cultural personal perspective, ask ques-
tions when you do not understand.  

 Examine your own cultural beliefs to help en-
hance your acceptance and understanding of 
others, and explain differences. The question 
“Why do I perceive things the way I do?” will 
help facilitate your understanding of the 
 world and encourage reflection. 

 
Recommendation: 
 Learn about important factors of your students’ 

culture. The more you understand the stu-
dents’ cultures, the more you will be able to in-
corporate them into the curriculum. You will 
also have a better understanding of your stu-
dents’ behaviors and world views. 

 
 When first encountered with emerging bilin-
guals with visual impairments, educators who 
work with these students may feel challenged or 
even overwhelmed by the additional teaching 
skills required to meet the linguistic and academic 
needs of these students.  However, teaching stu-
dents who are visually impaired and are becom-
ing bilingual also presents multiple opportunities 
for professional and personal growth that may 
lead to becoming a more knowledgeable and 
sensitive educator.  For Camilo’s teachers, who 
have seen him grow from a 3-year-old who had 
not yet mastered his own native language to a 
young man who is now enrolled in a local com-
munity college, the rewards have been immense. 
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Culturally and linguistically diverse students 

who have a visual impairment (CLD/VI) can 
cause challenges for teachers in schools in the 
United States who seek to prepare their students 
for the world after high school. Traditionally, stu-
dents in U.S. schools complete an academic core 
that prepares them for independence in post-
school life. American culture generally values in-
dependence as a measure of success. This may 
or may not be in alignment with how students and 
families from diverse backgrounds who have im-
migrated to the United States view success. 
Therefore, this study was conducted to investi-
gate the experiences of young adult CLD/VI 
learners who graduated from the U.S. educational 
system. Identification of significant factors and 
supports that resulted in positive outcomes will 
help teachers promote positive outcomes after 
school is over and these CLD/VI students face 
adulthood. 

Methods 
Qualitative interviews were used to probe 

into the experiences of ten CLD/VI students in 
U.S. schools and how well they were prepared for 
skills they needed as young adults. Participants 
ranged in age from 19 to 23 years (mean age of 
21) and had been in the United States for nine to 
16 years (mean=12.6). All of the participants 
graduated from high school within five years of 
this study and received services from a teacher of 
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students with visual impairments (TSVIs). The 
visual conditions of the participants varied as did 
their amount of vision, ranging from 20/200 to to-
tal blindness. Each participant shared their immi-
gration story as it related to their individual family 
and personal background including information 
about their visual impairment.  

 
Findings 

Themes that emerged from these interviews 
were identified by participants as essential in con-
tributing or impeding success in school. These 
themes included language, culture, personal sat-
isfaction, family, and goals for the future.  

Language and Maintenance  
All of the participants in this study learned 

English when they came to the United States and 
did not speak English in their native country. Lan-
guages represented were Somali, Arabic, Span-
ish, Hmong, Vietnamese, Tagalong, Chinese, and 
Japanese. Participants received language in-
struction while at school in the U.S. and practiced 
a great deal. Immersion helped them learn Eng-
lish as did the television and radio. Factors that 
contributed to the speed and quality of the sec-
ond language acquisition were age when they 
came to the United States, personal motivation, 
family support, and encouragement by teachers.  

All participants maintained their native lan-
guage by using it at home or with a community 
that used that language. None received instruc-
tion in their native language at school in the U.S. 
The participants did not have access to educa-
tional materials in any medium (braille/large print) 
that supported the maintenance of their native 
language. The participants reported that their 
teachers in the U.S. did not encourage them to 
use their native language at school, nor did 
teachers attempt to communicate with students in 
their native language. 

Five participants felt they were bilingual 35 



speakers as young adults. Four reported they 
could read and write braille in their native lan-
guage. The ability to speak and read/write in 
braille depended greatly on the age of the partici-
pant when he/she immigrated to the U.S. In gen-
eral, the older the participants were when they 
came to the U.S., the better they felt they were 
able to speak, read, and write in their native lan-
guages. Every participant rated language as the 
most important factor in their post-school suc-
cess. However, school-based language services 
were phased out within two years for all partici-
pants. Those who felt they were not proficient in 
English found school and employment difficult. 

Culture 
It was difficult for the participants to sepa-

rate culture from their religion, especially for par-
ticipants who were Muslim. None of the partici-
pants received exposure or education about their 
native culture at school with the exception of “All 
Cultures Day” and special holiday celebrations. 
Teachers made an effort to learn about the cul-
ture and religion in all but two of the cases. Main-
tenance of the native culture depended upon the 
family and its level of acculturation to mainstream 
American culture. Feelings of misunderstandings 
and isolation were reported by many of the par-
ticipants.  

Personal Satisfaction 
All participants reported that they were 

highly satisfied with the educational services they 
received in the U.S. They all got an education in 
the United States that they would not have re-
ceived in their native country, both in core content 
and specifically for their needs due to their visual 
impairment. Although the instructional time from 
the TSVIs was reported as less than one hour per 
week, participants were grateful for this time, as 
the alternative was no services from a specially 
trained TVI in their native country.  

 36 



Family 
Families supported the wishes of their chil-

dren and encouraged them to do well in school 
and to work as young adults. The family members 
of all participants expressed the desire to see 
their children happy as the top priority. Families 
acknowledged that there were more opportunities 
for their children to obtain an education in the 
U.S., especially in consideration of the partici-
pant’s visual impairment. Many participants re-
ported that their families had no expectations of 
them at all. Education of family members about 
life after school is over is essential. Teachers 
must teach the family about having high expecta-
tions and giving their children choices. This will 
help young adults develop independence and self
-determination skills.   

Goals for the Future 
All but two of the participants lived with their 

family or relatives. The two participants without 
family lived with friends from their cultural group. 
All participants expressed their desire to work but 
said they had no pressing need to work as they 
were supported financially by others. Their desire 
to gain employment was due to boredom, rather 
than necessity. However, they all had an intrinsic 
desire to be independent. This independence was 
not defined by living on their own or away from 
their family; rather, it was independence in life 
skills and personal management. For instance, 
getting their own apartment wasn’t a goal, but be-
ing able to cook, shop, and take care of their per-
sonal hygiene was a priority.  

Conclusion 
All of the participants had rich and interest-

ing stories of how they entered the United States 
and their process of acculturation. Of interest is 
that the needs of CLD students with visual impair-
ments are not much different those who are not 
from a CLD background, but it is important to 
note that the issues may be more complex. Find- 37 



ings from this study showed that participants 
were not encouraged to maintain their native lan-
guage or culture in their schooling in the United 
States. Participants felt a pressure to learn Eng-
lish quickly and felt lucky to have the educational 
opportunities that they were given. It is evident 
that teachers need to understand and support the 
second language acquisition of students who 
come from CLD backgrounds as participants in 
this study found language to be the main barrier 
to employment and success in post-secondary 
education.   

The TSVIs provided between 15 minutes 
and one hour per week of support for instruction 
in areas related to the visual impairment, includ-
ing the Expanded Core Curriculum (ECC). More 
individualized instruction in the ECC areas is es-
sential as young CLD/VI students may not have 
the background knowledge necessary for devel-
oping independent living skills, so learning these 
skills could take longer. This intense instruction 
may have helped the participants in this study to 
develop the skills necessary to be more inde-
pendent as young adults. Teachers must work 
with the families of CLD/VI students, as they may 
not view the need for their child to develop inde-
pendence and self-determination skills as a prior-
ity. Perhaps most importantly, teachers need to 
be realistic about the requirements of different 
post-school options and must give honest feed-
back about student performance. This information 
and honesty will help promote successful post-
secondary outcomes for culturally and linguisti-
cally diverse young people who also have visual 
impairments.  
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As the number of students from culturally 
and linguistically diverse backgrounds (CLDB) 
continues to increase in today’s classrooms, 
teachers are expected to demonstrate culturally 
responsive teaching and practices. Teachers who 
are in tune to being culturally responsive strive to 
gain knowledge about cultural diversity and incor-
porate cultural material and sociocultural contexts 
into instruction in order to validate and empower 
learners (Gay, 2000). Rapport and involvement of 
family is also intimately linked with culturally re-
sponsive teaching practices (Araujo, 2009).  

As teachers of students with visual impair-
ments (TSVIs) and orientation and mobility 
(O&M) specialists, the work we do with students 
is directly tied to their daily lives. For example, we 
attribute greater success of our students in the 
different areas of the expanded core curriculum 
(ECC) as being dependent on how frequently the 
skills they are learning are used not only in their 
school lives, but also their home lives. Families 
are powerful partners in making instruction of the 
ECC meaningful to their children. Our ability to 
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acknowledge the insight families have and to un-
derstand and respect their points of view will lead 
to stronger collaborations. As practitioners, more 
than in other professions, we are naturally con-
nected to families. However, in today’s multicul-
tural society, we may not always be as keen in 
truly understanding, recognizing, and validating 
cultures different from our own. Being able to es-
tablish rapport with families from CLDB is a skill 
we can further develop by being aware of our 
own beliefs, personal biases, and family values 
(Marshall, 2001) through self-study (Chen, 
Nimmo, & Fraser, 2009) and by establishing ways 
to learn from and about the families with whom 
we work. In this article, we explore some of the 
factors that research suggests are important to 
consider when working with families from CLDB. 
We also share a two-part reflection questionnaire 
that can be used to strengthen our insight into the 
needs of these families.  

Factors Affecting and Promoting Family In-
volvement 

The more we can break down barriers that 
stand between a family from CLDB and the in-
structional culture, the stronger collaboration we 
will have with families. When interviewing families 
from Hispanic backgrounds who had a child with 
visual impairment, Correa-Torres and Zebehazy 
(2010) found that families wanted to be more in-
volved in the education of their children. However, 
logistic barriers such as language, transportation, 
and resources sometimes reduced their ability to 
do so. Families expressed a desire for support in 
understanding the opportunities that were avail-
able to them, referring to overwhelming amounts 
of written information sent home in English. In ad-
dition, some families felt that practitioners did not 
understand their culture. Greene, Powers, and 
Lopez-Vasquez (2005) found other barriers that 
prevented parents from CLDB to be involved in 
the education of their children with disabilities, 41 



more specifically in planning for their transition. 
Some of these barriers were: “(a) power imbal-
ance; (b) psychological or attitudinal; (c) logistics; 
(d) information; (e) communication; (f) SES and 
contextual factors; and (g) cultural influences” (p. 
4). 

Araujo (2009) discusses four best practices 
that have been shown to be successful when 
working with families from CLDB. These practices 
are: “(a) incorporating funds of knowledge, (b) 
practicing culturally relevant teaching, (c) foster-
ing effective communication, and (d) extending 
and accepting assistance” (p. 116).  “Funds of 
knowledge” refers to the knowledge and skills 
that students learn at home that they bring with 
them to the school environment (Moll, Amante, 
Neff, & Gonzalez, 1992). By understanding your 
students holistically within the context of their 
family dynamics, you can incorporate the knowl-
edge they bring into your instruction in order to 
bridge their two worlds: school and home.  

Culturally responsive teachers build a learn-
ing community by demonstrating cultural caring. 
Characteristics include an ability to develop cul-
tural knowledge, design culturally relevant materi-
als, understand cross-cultural communication, 
and translate this into cultural responsive instruc-
tion (Brown, 2007). A key starting point to cultural 
relevance is guarding against “deficit thinking” 
and viewing different cultures and backgrounds 
as inferior or in need of fixing (Weiner, 2006). As 
practitioners, engaging in self-reflection and be-
coming aware of our biases can be a powerful ex-
ercise in broadening our acceptance of cultural 
differences and highlighting ways we can bring 
our students’ life experiences into instruction. In 
discussing the four best practices, Araujo (2009) 
summarizes research that found bringing families 
from CLDB into the classroom had a positive im-
pact on students as well as the families them-
selves who viewed educators as caring about 42 



their language, culture, and values. As TSVIs and 
O&M specialists, we could collaborate to design 
ECC lessons that involve a family member. Since 
many of the skills we teach link to the home, this 
can be a natural addition to our instruction.  

One aspect of fostering effective communi-
cation is making sure that accurate language in-
terpretation is available for families. Hart, 
Cheatham, and Jimenez-Silva (2012) discuss fac-
tors of quality language interpretation. These in-
clude ensuring that the interpreter is trained and 
fluent in both languages, knows basic special 
education terminology, upholds confidentiality, 
and displays cultural competence. Maintaining 
consistent ongoing communication versus “just 
when needed” communication is also an impor-
tant component for families feeling informed and 
valued (Grassi & Barker, 2010). The use of cul-
tural liaisons has also been recommended when 
working with families from CLDB. A cultural liai-
son is someone who is from the same cultural or 
linguistic background as the student or family and 
can interpret cultural norms as well as language 
(Grassi & Barker, 2010).  

In terms of “extending and accepting assis-
tance,” Araujo (2009) emphasizes how assistance 
is reciprocal. Schools and practitioners can help 
families find resources that will support their 
needs. Families, in turn, can provide cultural in-
formation and help to incorporate native language 
and customs into instruction. By accepting assis-
tance and learning from the strengths and knowl-
edge of the family, we create more culturally rele-
vant ECC lessons and also validate the impor-
tance of the family’s role in their child’s education. 
Understanding Culture without Stereotyping 

As practitioners, we may not be able to in-
fluence all the factors that impact a family’s sense 
of validation and engagement with their child’s 
learning, but we can make an effort to enhance 
our understanding of culture and diversity so we 43 



can positively shape our instructional methods. In 
an attempt to expand our cultural knowledge, it is 
important to remember that there is a fine line be-
tween understanding a family’s culture and view-
points and stereotyping (Erin, 2001). While learn-
ing about typical cultural characteristics and be-
liefs can be helpful in starting to think about how 
viewpoints may differ, it is important to remember 
that each family is individual, even when they are 
from similar cultural backgrounds. Even within 
their own culture, families are on a continuum. 
Different regions, rural vs. urban lifestyles, socio-
economic means, educational backgrounds, etc., 
all factor into a family’s perspective on life. A 
teacher’s involvement in the local community 
(Rychly & Graves, 2012) is one way that is sug-
gested for gaining a more intimate knowledge of 
culture beyond what static lists of characteristics 
can convey. When considering richer involvement 
of family, Santamaria (2009) illustrates use of the 
concept of ”funds of knowledge” by suggesting 
that the teacher enters a student’s home as a 
learner and engages the family in interviews and 
observation. After reflecting on this engagement, 
teachers can collaborate with families regarding 
instruction. Similarly, as TSVIs and O&M special-
ists, we can strive to be more culturally respon-
sive without over-generalizing by asking input 
from the family instead of relying on assumptions.  
The Family Rapport Reflection Questionnaire 

We developed the reflection questionnaire 
below based on findings from the literature for 
use by professionals in the area of visual impair-
ment to help them gain insight into a family’s val-
ues, beliefs, and priorities while trying to avoid 
stereotypes. It draws upon the various points 
mentioned in the previous sections with an added 
visual impairment twist. Some of the questions 
are worded to try and gain information related to 
a family’s perspective on some of the ECC areas 
of instruction. Particular focus, however, is on re-44 



flecting as practitioners on our own beliefs and 
biases. Another area to pay particular attention to 
is how to engage families by learning about their 
culture, their needs, and their values through in-
terviews.  

This questionnaire is a work in progress. 
We plan to conduct future research on it and wel-
come any feedback and comments you may 
have. The first section of the questionnaire is a 
way for us as practitioners to self-evaluate our 
own worldview and how in-tune we are to cultural 
relevance in our teaching and work with families. 
The second part of the questionnaire is a way to 
gather information from families to learn more 
about their thoughts, beliefs, and values by ask-
ing them directly instead of relying on sweeping 
generalizations about a specific culture.  
Part I: Self-Evaluation: 

This graphic organizer can be used to engage 
in a self-reflection about your values, bi-
ases, and influences that have shaped your 
thinking. After filling out the organizer, con-
sider how your answers may factor into 
your teaching and interaction with families - 
either positively or negatively. We all have 
biases, and understanding what they are 
will help us be flexible and open to cultural 
diversity. The graphic is also meant to help 
you consider how privilege plays a role in 
your own life. Dominant culture results in 
privileges more readily available to some 
groups than others (Harbour, Middleton, 
Lewis, & Anderson, 2003). Depending on 
the context, we all benefit from advantages 
or privileges at certain times. If we are open 
to recognizing that things are not always 
equal, then we will be more open to under-
standing the perspectives of families from 
CLDB. 
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Description of organizer: A center circle says 

“Me and where I am from” and points to six boxes 
surrounding it. The top two boxes are labeled: 
“Advantages/Lucky Breaks in my Life” and “Who I 
am (interests, background, opinions and values).” 
The center two boxes are labeled: 
“Accomplishments in my Life” and “Goals in my 
Life.” The bottom two boxes are labeled: 
“Barriers/Struggles in my Life” and “Biases/
Assumptions I Hold.” Off to the right of all the 
boxes is a bracket that points to a box labeled: 
“Supports in my Life.” 

To continue your self-reflection, consider the 
following statements related to culturally 
relevant teaching and working with families 
from CLDB. For each question, think about 
your current practice and interactions with 
families of the students on your caseload. 
Indicate whether you agree, are neutral, or 
disagree with the statement. Reflect on your 
answers in light of how rich you feel the rap-
port is with each of the families with whom 
you work. For each item in which you mark 46 

Me: Where 

I am From: 

Barriers/Struggles in my 

Life: 

Advantages/Lucky Breaks in 

my Life: 

Who I am (interests, back-

ground, opinions and values): 

Biases/ Assumptions I Hold: 

Accomplishments in 

my Life: 

Goals in my Life: 

Supports in 

my Life: 



neutral or disagree, consider ways you may 
attend to these aspects more frequently. 

1 = Agree 
2 = Neutral 
3 = Disagree 
 

 

 
Part II: Family Questionnaire (To be translated 
or delivered in the family’s preferred language) 

This questionnaire was designed to gather 
information from families that can give you insight 
into their culture and life priorities as well as to 
provide you with information that can help you 
make your teaching more culturally relevant to 
your students. 
Scale: 
1 = Agree 
2 = Neutral 
3 = Disagree 
N/A = not applicable 
 

Statement Re-

sponse 

Notes to Self: 

I communicate with families on a regular 

basis in an accessible format/ language. 

1     2    

3 

  

I invite families to give input into their 

child’s instruction. 

1     2    

3 

  

I show interest in learning about the fam-

ily’s culture (ask questions, etc.). 

1     2    

3 

  

I seek assistance from the family to make 

my instruction culturally relevant. 

1     2    

3 

  

I work with the team to make sure a qual-

ity translator or cultural broker is available 

to best include families in meetings and 

activities. 

1     2    

3 

  

I help families find resources to meet their 

needs. 

1     2    

3 

  

I make connections between what I am 

teaching and family routines and customs. 

1     2    

3 

  

I am sensitive to how societal stereotypes 

of a culture may affect a family’s perspec-

tive. 

1     2    

3 

  

I am focused on the strengths of my stu-

dents and their families. 

1     2    

3 

  

I recognize when my biases may be influ-

encing my reactions. 

1     2    

3 
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Statements Response 

I am comfortable reading material sent home in English. 1     2    3   

N/A 

I have support in translating materials sent home from 

school. 

1     2    3   

N/A 

I am comfortable at school activities and meetings. 1     2    3   

N/A 

I feel included by the school and teachers. 1     2    3   

N/A 

I would like to be more involved with school activities. 1     2    3   

N/A 

I would like to know about opportunities and activities 

available to our family and child with a visual impair-

ment. 

1     2    3   

N/A 

I feel that my child with a visual impairment has the sup-

ports he/she needs in school. 

1     2    3   

N/A 

I understand the visual condition my child has. 1     2    3   

N/A 

I am comfortable with the fact that my child has a visual 

impairment. 

1     2    3   

N/A 

My community accepts my child with a visual impair-

ment. 

1     2    3   

N/A 

The school accepts my child with a visual impairment. 1     2    3   

N/A 

It is important to me that the school and teachers under-

stand my culture. 

1     2    3   

N/A 

I feel that the school and teachers already understand my 

culture. 

1     2    3   

N/A 

ECC Related Statements:   

I want my child with a visual impairment to learn to 

travel independently. 

1     2    3   

N/A 

I am comfortable with my child with a visual impairment 

using a cane. 

1     2    3   

N/A 

I want my child with a visual impairment to help out at 

home. 

1     2    3   

N/A 

I want my child with a visual impairment to be part of 

family routines. 

1     2    3   

N/A 

I give my child with a visual impairment chores/jobs at 

home. 

1     2    3   

N/A 

It is important to me that my child with a visual impair-

ment learns to do the same things as their peers at school. 

1     2    3   

N/A 

I envision my child with a visual impairment living on 

his/her own one day. 

1     2    3   

N/A 

It is important that my child with a visual impairment has 

friends from school. 

1     2    3   

N/A 

I am interested in devices and technology that my child 

with a visual impairment might use. 

1     2    3   

N/A 

I want my child with a visual impairment to be involved 

in recreation and leisure activities outside the home. 

1     2    3   

N/A 

It is important that my child with a visual impairment has 

opportunities to make his/her own decisions. 

1     2    3   

N/A 

I think there are a lot of career choices available to my 

child with a visual impairment. 

1     2    3   

N/A 48 



 
Open-Ended Questions to consider: 

Who spends the most time with your child with 
a visual impairment? 

What are some customs that are very impor-
tant to your family? 

What does a typical day look like in your family 
(e.g. routines)? 

What are some of your favorite family activi-
ties? 

What do you wish the school understood about 
your family and culture? 

What are your future aspirations for your child 
with a visual impairment (e.g. living situa-
tion, work/career, etc.)? 

Additional Resources 
In addition to the self-reflection tool and 

family rapport survey we are developing, there 
are many good resources to further your under-
standing about culturally relevant teaching and 
working with families from CLDB. Below we share 
just a few to get you started in your search! 
Checklist: 
Goode, T. D. (2009). Promoting cultural diversity 
competency: Self-assessment checklist for  

personnel providing services and supports 
to children with disabilities & special health 
needs and their families. Washington, DC: 
Georgetown University Center for Child and 
Human Development: http://
nccc.georgetown.edu/documents/
ChecklistCSHN.pdf 

Self-reflection Tool: 
Chen, D. W., Nimmo, J., & Fraser, H. (2009). Be-
coming a culturally responsive early childhood  

educator: A tool to support reflection by 
teachers embarking on the anti-bias jour-
ney. Multicultural Perspectives, 11(2), 101-
106. doi:10.1080/15210960903028784 

Websites: 
Teaching Tolerance: http://www.tolerance.org/tdsi/ 49 

http://www.tolerance.org/tdsi/crp_why


crp_why 
Teaching Diverse Learners: Equity and Excel-
lence for All: http://www.alliance.brown.edu/tdl/tl-
strategies/crt-principles.shtml 
Dr. Tracy Mueller’s All About Working with Cultur-
ally and Linguistically Diverse Families module: 
http://www.unco.edu/cetl/TracyMueller/Cultural/
awareness.html  
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