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CHAPTU I

UN/7ED MITES OFFICE OF EDUCATION RESEARCH PROJECT 2821

Introduction

Studies of the interrelationship of language deficiency, cultural

difference, cultural deprivation, and school failure' are of critical,

immediate importance to the accomplishment of the national educational

goals. The present study was begun in the spring of 1964 and though not

part of the major governmental effort HICADSTART will, hopefully, contribute

to that interdisciplinary integrity essential to the solution of

contemporary social and cultural problems.

The research reported herein concerns the teaching of English as

a second language to kindergarten pupils whose primary language is

Spanish. The study is limited to the extent that it is rather speciali zed,

emphasizing improvement of classroom language teaching as a variable in

the improvement of the overall scholastic adjustment of the Spanish

surname' pupil.

The population used in this study is found in Central California,

in Fresno County, a rich agricultural area traditionally dependent on

Mexican-American farm labor for its economic well-being. Many of the

adults living in this area have been born in Mexico, are naturalized

citizens but use various Spanish dialects in their homes and community.

The economic consevencec of thin dependence on a foreign language is an

additional impediment to the educational consequences which are reviewed

in this report.



A survey headed by Fresno Mbnicipal Judge Kenneth Andreen (Fresno

Bete, April 2, 1964) showed that 38 percent of all families of Spanish-

speaking descent in !keen° County live in abject poverty. Additionally,

while only 10 percent of the County residents have Spanish surnames, 24

percent of the residents receiving welfare payments have Spanish surnames.

Another study (Pockets of Poverty in Fresno County: Fresno State College,

Business Division, December, 1964) indicated that in the predominantly

Spanish-speaking tracts of the county 37 percent of the adult population

had no formal schooling of any type. The range of school attendance in

the Spanish surname tracts was from 2.7 to 7.7 years. The median years

of attendance was reported as 4.6 years. Unemployment was as high as

37 percent of the adult population and 45 percent of the houses were

described as "deteriorating."

The economic and educational needs of the Spanish-speaking child

are clearly apparent; one urgent and obvious need is proficiency in the

English language and the formal education which makes this possible. If

review of school failures, analysis of employment records, and examination

of welfare dependency rolls are symptomatic of the educational inadequacy

of our schools, then surely the Spanish surname population has received

scant attention in the curriculum objectives of central California schools.

The educational program herein described and evaluated is an

attempt to apply a solution to the language and attendant educational

problems of the Spanish-speaking pupil at the kindergarten level.

A detailed description of the theoretical foundations, implemen-

tation, and results of the program follows.

-2-



Objectives of USW Project 2821

The research project described here was designed to test the

hypothesis that a linguistically-oriented program of lessons in English

language specifically designed for kindergarten children of Spanish-

speaking background could measurably accelerate their development and

control of English. The specific objectives which the overall purpose

of the project entailed were:

(1) the identification and development of tests adequate
for the measurement of the children's command of the
Englidh sound system, grammar, and vocabulary;

(2) the development of educational materials suitable
for kindergarten children which would provide
intensive drill in English language development;

(3) the provision of special training for kindergarten
teachers participating in the project, including
the continuing demonstration in the use of
instructional materials.

Related Literature

The related literature may be divided into three categories:

(1) materials relevant to the theory of language
teaching from a linguistic point of view,

(2) classroom materials for general programs in
English as a foreign language;

(3) materials developed for populations similar to
the one involved here.

The program described here is heavily indebted for its theoretical

basis to the writings of Robert Lado (1964), Charles C. Fries (1947),

Rarl D. Stevick (1957), Daniel H. Cirderias (1960), and Robert Politzer

(1961). The linguistic theory derived from their writings will be

described in the following section.

-3-



Most of the materials available in tit teaching of Inglish as a

foreign language are intended for children in tle middle grades, secondary

school students, or college students. Fro are addressed specifically to

the problems of native speakers of Spanish. Almost all assume literacy

either at the beginning or early in the course. Of the approximately

200 general texts cited by Ohannessian (1964), only five are intended for

children in the lower grades. All of these texts make some use of

reading and writing for language instruction. General publications which

have influenced' the actual make-up of the classroom lessons of the

USOZ 2821 project include Betty Wallace (1961), Charles Fries and Robert

Ledo (1953), David Abercradbie (1956), and John Uauntlett (1952).

Excellent linguistically-oriented materials now in print include

The Fries American En4lish Series (D. C. Heath & Company, 1952) and the

Miami Linguistic Psaders (Board of Public Instruction, Miami, Flemsida,

1965). These are usable only on tie first grade level or above.

Typical of the materials growing out of the recognition of the

need for pre-school training in English but lacking a sound theoretical

basis is the Fresno County publication, The Educationa21112E

pant Children, developed.in 1954. This program placed almost its

entire emphasis on vocabulary development, although it also included a

rudimentary sequence of grammatical topics, including be, the personal

and demonstrative pronouns, the auxiliary do, the question transformation

with be, and selected interrogative words and prepositions. It included

no material,vhatever for improving the child's command of the Ingliih

sound system.

-4-
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A similar Trim' County Schools publication is Mai
Cldld, wowed in 1957 by On T. Miler sad itUth N.

Anderson. This publication contains an excellent collection of kinder-
Buten gases awl instruction in teaching a set of concrete nuns and
action Tubs. It contains no grarastical or phonological drills u such.
The very brief and inaccurate paragraph on teaching wands *ekes no

sentiort of tIte probing" Spanish speakers encounter iii learning to respond

to sound features present in Inglish but not in Spanish.

The only extensive linguistically-based materials for Spanish-

speaking pre-school children available at the beginning of our project
vas the Texas Iducation Agency Bulletin 02 Preschbol Inatractional
Prong" for Non- slildron (Austin, 1991), This brief
publication includes the theoretical basis for efficient language

teaching and instructions for teaching vocabulary, sound systems, and

grosser. It also contains a set of activities suitable for kinderserten
children. It is not, however, an adequate kindergarten curricula' guide

for non-linglish speaking mils.

-5-



II

. LINOUIBMIC COMM? VEI01 2821

Because of the eillaspread vat of the phrase "the linoistia sethod"

applied to wiAely varied sethadn of language teaching, some extended.

discussion of ow view at the relevance of linguistics to the teaching of
languaises is required. We Tun not aaceptid unorttically either of the
two most videly discussed "linguistic" methods; "misasen" ant "Eadia..

lingual," although vs have adopted elements of both. As S. M. Catford

(1963) has pointed out, no single method can be prescribed for all
situations; the language learners' age, previces language training,

motivation, objectives, and linguistic entireamout 'lust all be considered.

Kindergarten chiblien differ in all the foregoing respects in as larked

a degree as do adult students, a grow fair size prams' in language
learning have been met fully developed and tested by linguists

(Nhatan, 1962).

The ago of the children involved in this project ruled out the

extended aessions and intensive drill which formal a large :own of the

Army language program (Moulton, pp. 86-90). lot even the rotatively

mechanical pattern drill watch such Linguistically-oriented Umnsge

specialists as Nelson Brooks believe is necessary for the establishment

of automatic neuramuscular language control is possible, given a short

attention span and leak of experience with tarsal classroom leaning
(Brooks, p. 21).

It is in a point of view toard language and in the selection of

subject matter rather than in the actual alaSsrocia activities of the

=TM



children that Project 2821 resembles older linguistic approaches. We

have adopted the point of view that language is a set of habits common to

the members of a given speech comity (not a set of rules in a grammar

or dictionary), that it is basically spoken, and that it is systematic.

In the preparation of the subject matter of the lessons, we have adopted

the principle that the language to be learned should be the point of

departure p. 7), that listening, speaking, reading, and

writing should be presented in that order (Carroll, p. 342), and that, as

Fries has pointed out, "the most efficient materials grow out of a

scientific descriptive analysis of the language to be learned carefully

compared with a parallel descriptive analyst* of the native language of

the learner" (Fries, 197, p. 36).

We have assumed that our students' most serious handicap would be

interference from their native language. We amused that this inter-

term* would affect both the understanding and the production of English

and that drills would have to be specifically designed to deal with both

types at interference. Our approach differs from that ar.opted by Fries

and Ledo in their University of Michigan materials (1953) and from the

iken Awash Series in that it does not depend to any extent on either

teacher approval or self-satisfaction to provide the reinforcement that

leads to learning; rather all the lessons of the 2821 Program provide

situations for natural language use in which the child is rewarded when

he succeeds in communicating (Rivers, Ch. VIII). On the other hand, we

have followed the audio - lingual approach more closely than spue recent

critics would remand. Apart from some rudimentary articulatory

description, we have not included any explanation of English structure,
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requiring our students to infer structure trot carefully selected examples

(Moulton, p. 90). We have, further, not made use of any written English

(Rivers, p. 1010. We believe that the pedagogical objections to a pure

inaral-oral approach have been met in other ways.

As implied above, the first objective of the prom, was to enable

students to recognise and produce all the distinctive sound features of

English. While each lesson, from the beginning, focused on a single

topic in English phonology, grainer, and lexicon, no such topics were

presented in isolation. Learning the noses of a set of pictures and

hearing and aimiching slaple sentences were involved in almost every

lesson on English sounds. Phonology continued to be emphasized through-

out the grammar and vocabulary lessons (Appendix A, Lesson %)

We have assumed a definition of the phonon as a psychological

unit: as Politzar (p. k.3) puts it, "the aeso4lation of (sound) variants

into a unit perceived . , . as 'one' sound." This is essentially the

kind of unit that would be arrived at by the application of a "pair test"

(Harris, pp. 30-31). We assumed further that the sound features

selected for intensive drill should be those which are distinctive in

English but not in Spanish, e.g., the vowels of beat and bit, iat and

coat; the consonants of emu 'board and covered, 1112. and cam, and the like

(dreams's, 1960). A further criterion for the selection was productivity;

the most ties was devoted to those sound. differences that distinguish

the largest nuabers of (comion) minimal pairs. Ti minimal pair provided

the basis for all the sound drills, both for comprehension and for

production. Pew drills, however, were purely mechanical. In most

I
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Instances the minimal pairs were incorporated into stories, games, or

songs, so that success in the activity required the cwrect identification

of the phonemes being presented.

The English sound features selected for intensive drill as a

result of a contrastive analysis of the inglish and Spanish sound

systems were the following:

Vowels

/17/40/1/ beat-bit /41/40/ not-nut

AY/440/ bait -bet /u/-/uw/ pall -pool

/e /- /a bet-bat /01-19/ cost- naught

/M /- /a/ hat-hot /9/-/a/ caught-cot

Consonants

/040 ladder-lather Arta yellow-Zeno

/b /-/,/ cupboard - covered /s/-/z/ sip-zip

/0-/g/ ship-chip /0/441/ this-sin

In articulatory terms, the lessons attempted to teach the

distinction between the simple and the complex, tense vowel nuclei, and

between stopped end fricative voiced consonants, voiced and voiceless

consonants in positions where this distinction is not significant in

Spanish, and certain other less general distinctions. Since the

phonological drills were given to both the Inglishoand Spanisb-speaking

children in each classroom, on the assumption that recognition at

segmental sound differences is a skill necessary for successful reading,

other consonant sounds were also included but drilled, less extensively.

-9-
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The procedures for the presentation of phonological drills are

described in detail in a following section. It will be sufficient here

to point out that the procedure involved calling the child's attention

to a distinctive difference by repetition of minimal pairs permitting the

child to notice what are in moat instances fssiliar sounds in unfamiliar

positions. For example, while Spanish has the initial sounds in den and

then, they are nondistinctive, d occurring only at the beginnings of

words and th (9) only elsewhere. The children were next .required to

identify the new sounds in words read by the teacher, including minimal

pairs with appropriate pictures and objects. Finally, the,, children were

required to produce the Inglish sounds in the correct positions

Whole words were used almost exclusively in these drills (Rivers,

p. 109). Apart from the fact that, for the linguistically unsophisticated,

sounds in isolation are uninformative, our objective war to teach the

children to recognize not only the most widely distributed allophones,

but also all the other positional variants of the English phonemes.

The reader is referred to Appendix A, Lessons 1, 5, 6, 8, 10, and

52, for illustrations of the application of our linguistic assumptions to

the construction of drills.

The selection of grammatical topics was also based on the

considerations of contrast between the grammatical systems of Inglish

and Spanish and on frequency of occurrence in general Inglish. Using

similarity of grammatical meaning as the point of reference, it is
obvious that English and Spanish differ in their selection of grammatical
signals: English expresses the waning "ftiturt" with various function

-10.



words, Spanish by suffixation; Spanish may express the demonstrative

subject by verb inflection, Inglish by the use of pronouns or demonstrative

words (e.g., Spanish As un eatebacho; dish Ittilastja is a .) When

both languages use the sem process, its specific form may be different;

e.g., both languages use a negative function word but order it differently

relative to the verb; both languages use word-order permutation to form

yes/no questions, but different parts .of the predicate are permuted.' One

language may require the expression of relational meanings that are

optional in the other; e.g., in lag lish but not in Spanish much and

littlk-, and few, onjWat, is egtindeats and the like ren st be distinguibled.

Grammatical materiels were presented in the following way: the

teacher illustrated the use of the construction using pictures or

dramatizations. The children repeated the teacher's sentences, using

corresponding picture cards or acting out the same parts. Martha

children used the construction in new contexts. No pattern drills of

the purely mechanleal, repetitive, contextless kind wore used. This

approach involved procedures which from one point of-view appear

inefficient; the child may be require l to learn two or more patterns

almost simultaneously. In practice, however, this apparent inefficiency

must be welld against the limitations in attention span and discipline

of kindergarten children and thurneed for providing immediate, non-

artificial reinforcement. Thus in learning to use ''1111s, the children

first repeated affirmative declarative constructions using the word in a
s

normal context or situation. They used it next in reply to the question

'What is tide?" Succeeding lessons included the question "Is this a ?"



with the replies, "Yes, it is a " or "BO, it isn't a ," Thus,

along with drill in the obligatory demonstrative, the children practiced

sentence types with be and their interrogative and negative transformations.

Pew of the grammar lessons can be classified as pure substitution,

pure transformation, or pure addition (Ledo, 1964, Ch. II). Host grammar

drills involved all three. It goes without saying that no grammar

explanations were used. The teaching was done entirely by pattern

practice in situations contrived to permit the natural use of the

constructions being drilled, resides the basic sentence types made use

of from the beginning, including transitive, intransitive and linking

basic sentences and their question and imperative transformations-and

the basic phrase types including determiner-adjective-noun, preposition-

noun, and auxiliary-verb-adverb, the following grammatical features

peculiar to English were presented specifically: Noun morphology and

morphophonemic' (plural and possessive only); construction of the verb

phrase including the use of modal auxiliaries; have, be and the suffixes

that they require; the noun determiners and demonstratives; the obligatory

sub3sct; pronoun morphology; function twat constructions including

prepositions; be gas to and the infinitive marker to: the 11P-WP sequence

after verbs like An and the negative, interrogative, and imperative

4anefOrmations, including the use of do, not, and the interrogative

words.

The vocabulary selected for special instruction in this program

°owlet'', of about 200 watts of high frequency in general English and in

specific first grade reading materials (einn Seeding Series, California

Stet' Adoption, 1960). This basic vocabulary included names of members
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of the family, generic tares for people, colors, numerals, tens for

clothing, names of familiar animals, and verbs, adjectives, and adverbs

of high freque3gy in the English of kindergarten children. Jo use vas

made of translation in the presentation of this material. Instead, the

range of miming of these words was presented through pictures, objects,

axd.dramatirations. The same activities that provided minimal pair drills

for phon,logy and pattern practice for grama provided the Petting for

vocabulary presentation. Where possible, the presentation involved

contrasts (big, little; run, walk; etc.). The manner of presentation

resembled that used for the presentation of phonology: the teacher showed

the pictures or made the dramatizations while saying the new phrases: she

thin repeated them, asking the children such questions as "Is this a little

house?" Afterwards the children repeated the new words in appropriate

phrases.

The reader is referred to Appendix A, Lessons 76, 77, 81, 85, 107,

and 111 for samples of these activities.

In summary, this program attempted to adapt to the teaching of

kindergarten children those aspects of a linguistic approach which were

applicable to the particular needs and backgrounds of the experimental

population. Eased on a contrastive analysic of IngliSh and Spanish, the

materials were presented orally in sentence patterns designed to permit

th6 easy inference and automatic control of the phonological and grammatical

features of English. The participants were given abundant drill in

situations where the new forms were needed for communication. Almost no

use was made of translation or of statements about the grimier and

phonology of English.



CRAP= III

PROCIEURI OP TNI ROM=

Description of the Total Population

A total of 449 children enrolled in regular kindergartens in rural

and suburban areas of 'from County, California, participated in this

research project. Those pupils attended schools located in areas inhibited

preamatentelyby tecnomicallyteprived Mexican-Americans. Twee pupils

attended classes in Which both Inglish-speaking ant Spanish-speaking

pupils were enrollsa. During the conduct of this research no attempt

vas made to administratively gip pupils on the basis of language ability.

These schools are jointly administered by the Office of the Fresno County

Superintendent and local Principal-Superintendents.

Of them 44 children all but four percent ware born in the United

States. In the majority of their homes, hoverer, one or both parents

were born in Mexico. Tice majority of these homes (86 percent) can be

described as "in deteriorating areas with marginal housing or worse."

None came from boots that could be described as "better than average."

Information about the fathers' occupations obtained from individual

schools shows that of 225 fathers tartlet informaamn was available,

54 percent we classified as unemployed (not retired), on rellef,.doing

odd jobs only, or doing work receiving very low pay. Only four percent

held jobs in the high-income bracket. In all but two percent of the

homes Spanish is regularly spoken, although some inglish say also be used.

While three-fourths of the children were fluent in Spanish, only half

could converse in lnglieb.



Becauall of the migratory habits of many families whoa* children

were enrolled In the participating _classrooms, the number: and nature of

the population changed Ong the school leer. This shifting of pupils

Is typical in classrooms of this ,sgricultnsal, area and vas accepted in

the structure of the three treatment groups used in this study. Of the

139 pupils in Treatment Group A, 103 began, and ended the year in the same

school, 137 of 202 in Westmont Group 3, and 77 of 108 in Treatment Group C.

The remaining pupils included in the population were present for at lout

one testing session but entered school late, left it early, or entered in

the fall, lett and returned in the spring. Approximatekv 50 more Spanish-

spealdng pupils enrolled in the participating classrooms for brief periods

but were not present when any measurement was made.

Tbs total population for the study included 224 boys and 225 girls

ranging in chronological age from 4 years-9 months to 7 years-7 months.

Measurement Instrumentation

Measures were needed of (1) pupil intelligence, (2) ability to

communicate in both Spanish and English, and (3) reading readineos.

The Goodenough-Earris Drawing Test (Harcourt, Brace & World, 1963)

vas selected as the measure of intelligence since it placed little

emphasis on the verbal facility and is judged highly reliable for pupils

of kindergarten age. It had the additional advantage of being a group

test which war; relatively easy to administer and score. The very simple

directions were translated into Spanish and the measure administered by

graduate students, native voodoos% of Spanish.

.01111111M1.1
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The Vocabulary sections of the Nabilidad-General, Nivel Primario,

Form Ms (Guidance Testing Associates, Austin, Texas, 1962) and brief

interviews in Spaniel* were used to measure pupil verbal abilities in

Spanish. This test and the accompanying pre-test procedures giver' by the

classroom teacher proved an adequate measure of Spanish speaking ability.

The most difficult verbal measurement to be obtained vas that of

assessing Inglish language proficiency. It vas felt by the research

teem that no existing test would adequately measure Spanish-speaking

kindergarten pupils fluency in Scalia. A teat was therefore developed

to measure pupil ability in understanding selected vocabulary items,

'discriminating among Inglish phonemes and in interpreting basic vantence

patterns of Inglish speech. Two forms of this test were maployed.

Form A of the Linguistic Capacity (Appendix Bi) required

pupils to choose among pictures representing pairs of words or grammatical

constructions that are contrasted in Inglish but not in Spanish. Form A

was used as a criterion variable for pupils in Treatment Group A in

Nay, 1964, and for Treatment Groups B and 'C in Hey, 3.965.

A revised test, Linguistic,awity Index, Form R (Appendix 132)

was administered as both'n control and criterion measure to Treatment

Groups B and C only in October, nay rda May, 1965.

An additional test of Inglish phonology achievesint, lftrweic

Production Survey (Appendix 133), was developed for use with the

Treatment B and C populations as both a control and criterion measurement.

The Verbal Readiness section of the Eitolitan Readiness Tests,

Form R (Narcourt, Brace & World, 194) was selected as the measure or

kalif& language readiness for pupils in all the treatment groups.
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Detailed analyses of these instruments. es Masuxei of linguistic
ability and school readiness for pupils with Spanish home backgrounds

way be found in a following section, Analysis of Test instruments.

Xessurealent Procedures

Prior to the administration of group tests, classroom teachers

were asked to place large play boxes on the tables to separate the pupils,

Ur have crayons ready for marking, and to prepare a list of absent pupils.
When the tester arrived, the classroom teacher took all of the ltvAish-

eperldng pupils who did not participate in this research project to the
playground or another part of the school.

Testing vas conducted by graduate students of the Fresno State

College Linguistics Dpartment. All testers were native speakers of

Spanish,

Testing was conducted in the regular classroom with groups of 10

pupils in half-hour sessions. An assistant provided additional supervision.

Testers differed in their ability to handle groups of young

children. All were instructed to oonverse briefly with the pupils in

Spanish while passing out the testing materials. They were told to read

or memorize the test directions and to pace thmsselves so that each

testing period would last no more than one-half hour. One "stretch" was

allowed at a convenient point in the period and pupils were cautioned

not to copy each other or to talk.

Bach group test was administered to all pupils within a week.

Pupils who were absent for a test period were retested during the week

individually or in mean groups.

...v....:
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Most pupils considered the tests as gases and seemed to byte fun

taking them.

In addition to data collected as test scores, the following infor-

mation concerning pupils in all treatment exarps was obtained from the

classroom teacher through home interviews or hoe visits accompanied by

the school nurse (Appendix C1, 2):

Sex
. AS*

Birth place
Number of children in family
Ordinal rank
Birth place of parents
Occupation of parents
Educational level of parents
Ttipe of housing facilities
Amounts of Spanish and English used at home
Ability to speak Spanish and English upon entering school
Number of days present in the classroom during the kinder-

garten year and pattern of attendance .

The following information on each teacher in the experimental

classrooms was also recorded:

Age
Degree held
Type of credential
Years of teaching experience
Years of kindergarten teaching experience
Marital status
Number of children at home

The following data regarding each school was recorded:

No 6er of chilften in class
Length of school day

. Length of school year
Number of kindergartens in the school
Number of these involved in the study

Information collected concerning the participating communities:

Median education in ommatnity*
Median income in comity
Population of county
Type of oommunity



A final rating of ileecher'impetaticy'by the research tea was made

on the basis of Classroom obiervati on with attention gist tile:lass

organization and control, the extent of class participation, and the

awareness of and attention paid to the individual language learning needs

of Spanish-speaking pupils%

Additional measures which Vire exclusively employeevitbin

individual treatment groups are listed in the separate Treatment

descriptions which follow.

Research Populations

Treatment Group A

Population. For Treatment Group A, 139 pupils comprised the

original population. Transfers and non-attendance reduced the population

to 103 kindergarteners. These pupils were enrolled in classes in the

Wilson, Jefferson, Lone Star, and Malaga Schools of Fresno County,

September, 1963-May, 1964.

Instructional Procedures. btreataent Group A had no formal Inglishs.

instruction during the kindergarten year. The pupils participated in the

traditional kindergarten activities of dramatic play, music and rhythms,

arts and crafts, organized games, discussions and experiments in science

and social studies, free play, and language activities including story

telling and "show and tell." The pupils in each class who had little or

no initial knowledge of English learned the language through interaction

with other pupils and with the teacher. ach teacher named many objects

and used pictures extensively. The pupils in the Wilson School were



1

given additional. WI) br s SPeech tbariP114 Id* vorkei with a few pupils
*soh week outside the classroom.

Measurement. The Treatment Group A population of 103 pupils was

**soured in Mgr, 196k, with the following tests:

lie.biLtds4NOmmeral, Nivel Pr Imola
is Metropolitan Ileatliness Tests, Form R

(Verbal Beadiness Section)
- Linguistic Capacity Index, Para A

Description and content analysis of these measures will be found in the

section, Az1ysie at Test Instramente.

Treatment Group B

Population. The 202 pupils from Spanish-speaking environments

who *ironed in the kindergarten classes of the same Fresno County

schools in the fall of 196k comprised Treatment Group B. All of the

pupils in Givups A and B were, therefore, from the sane geographic area;

in fact, many were from the same families. Pupils from both treatment

1

groups ears taught by the sans teachers in the Wilson, Lone Star, and

Malaga Schools; and both treatment groups in all schools utilised the

same classrooms, basic curriculum and general school environment.

Instructional Procedures. IA structured lingastleally-oriented

English language program vas prepared for implementation in the class-

rooms for Treatment Group B. The course of study for this program

(Saville, 196k) was divided into six units, each with twenty daily

lessons and five days of evaluation and review. Samples of these lessons

from each of the six units may be found in Appendix A. The first three
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units of this language progreit promoted the discrimination of English

phonemes. First, the consonant sounds Were presented and contrasted in

their order of difficulty for the students. All of the sounds which are

phonemic in Email) and not in Spanish were included in the teaching

materials. The substitutions of fv/ for [hi and /1/ for /Z°/ were not

considered significant becende man native speakers of English make the

same replacements.

The consonant phonemes were presented in Units I and II, Lessons

LAO. Lessons 41-45 in Unit III introduced consonant clusters containing

/s/ and /:9/ is initial and final word positions. Lessons 46-6o in

Unit !II presented and contrasted the vowel sounds contrastive in Faiglish

in combinations most difficult for Spanish-speaking pupils to discriminate.

Phonemic discrimination and speech habits were developed in the

language lessons through exercises, games, stories, songs, and poems.

Each lesson contained activities which required responses by the entire

class, sme11 groups, and individuals. Particular emphasis was placed on

eliciting a large muter of individual responses to provide the pupils

who needed help in recognizing and producing English phonemes an

opportunity for frequent correction and practice. The ordering of

activities in the first three units assumed the pupils could first

imitate sequences of phonemes produced by the teacher, then isolate wad

discriminate mug phonemes in such contrastive sequences as gutir/ and

flux /, and finally produce the same and similar sequences with consistent

choices of correct tiglish phonemes.

An exmaple of an activity requiring the pupils to imitate the

teacher is the "Echo Case" (Appendix A, Lesson 6, No. 1), which has
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the children repeat the names of several platoas that contain /ii/ in
initial, dial, sal final weed positions.

An activity requiring pupils to isolate and discriminate phonemes

is the game of "Bob and Virginia" (Appendix A, 'moon it, No, 2). The

teacher puts pictures on the flannel board of both Bob and Virginia and

prepares additional pictures of objects containing //b/ or /v /. Children

place under Bob all pictures containing ifb/ and under Virginie, all with

N. A similar activity uses a pocket chart (Appendix A, Lesson 5,

No, 5). The chinet has two pocket: with pictures of "mitt" and "meat"

pasted on them sal several r x 6" flash cards with pictures containing

/1/ and /iy /. The children sort the flash cards into the appropriate

pockets.

An activity requiring pupils to produce contrastive phonemes is

the game "New Sims" (Appendix A, Lesson 8, No. 5). Oman shoes are

cut from colored paper and put in a box. One child closes his eyes and

chooses a shoe while the class chants, °Nov shoes, new shoes, *doh color

do you choose?" Zia child guesses, "I choose shoes." If he's
correct, he gets another turn.

All pupils, both linglish and Spanish-speaking, in each of the

Treatment Group B experimental classrooms participated in all the
activities of the first three units. It was felt that the Spanish-

speaking pupils would learn from their Inglish-speaking peers as they

.c:orked and played, that the two groups of pupils would. be more likely to

interact freely if they shared the activities of the language lessons

and no separation was made in the class early in the year, ant that pupils

-22-



who were slow to respond to the lessons would be more likely to participate

as part of the Whole class.

After the phonemes of English were presented, lessons for the

Spanish.epeaking pupils only were organized around the sequential

presentation of, English sentence structures. The first lesson in Unit IV

presented a simple noun phrase and sUbSequent lessons Increased the

range of sentence structures through expansion and transformatton. A

complete listing of the structures can be found in the Table of Contents

for Units IV, V, and VI, Appendix A. Vocabulary it wire taught within

these structural contexts. All 'of the sentence pattwns presented in

Units IV through VI were taught through functional drill utilizing

pattern practices in the form of gamesp.songs, stories, and posss. Examples

of these activities will be found in Appendix A, Lessons 76, 77, 81, 85,

107, and 111.

The pupils who were not able to converse in English were given

from ten to twenty minutes a day of separate formal language instruction

followed by ten minutes daily for the entire class. Each lesson provided

activities for the Spanish- speaking group, and then one or two activities

using a wider vocabulary range in the same structures for the entire

class.

The separate language instruction emphasized pattern drills and

gave each pupil &maximum opportunity to repeat sentence patterns in

such activities as describing pictures or Objects in a box (Appendix A,

Lesson 77, No. 1), guessing games (Lesson 81, No. 1k), manipulating and

describing objects on a flannel board (Lesson 85, Nos. 4, 5, and 6),

acting out verbs (Lesson 107, Nos. 1, 2, and 3), and giving and following
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directions (Lesson 111, No. 3). Activities for the entire group utilized

the sentence pattern emphasized in the lesson in such enlarged contexts

as stories (Lesson 85, No. b), wines (Lesson 107, No. 4), and directed

coloring (Lesson 111, No. 4).

A. basic vocabulary of 176 words vu presented within the sentence

patterns of'Units IV through VI. The words introduced in each sentence

frame can also be found in the Table of Contents for Units IV, V, and

VI, Appendix A.

References were made in each lesson to the appropriate visual aids.

These included pictures for flannel board stories, puppets, and varied

gates. Pocket charts were constructed for sorting pictures containing

cnntrastive phonemes. Each vocabulary item was pictured on one large

flash card and smaller flash cards for individual pupils to use in

independent drill. Patterns for all pictures along with directions for

preparing them were found at the end of each unit. The List of Illustrations

for Unit I and patterns for the pictures called for in Lesson 4 are

included in Appendix A.

A systematic and detailed recording and analysis of pupil growth

in language abilities was made (Appendix D), and a conscientious

attempt was made to overcome pupil phonological and grammatical

weaknesses at specific points of English language development.

Measurement. The following measures were administered to the

kindergarten pupils comprising Treatment Group B:
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January, 1965

- Habilidad-General, Novel primed° (Fora CE8)
Group administration

Habilidad-General, Novel Primario (Fors C36)
Randomly selected individual administration

- Linguistic Capacity index (Form 3)
- Goodenough- Barris Drawing Test
- Phonemic Production Survey

Mer, 1965

Habilidad- General, Novel Prinario (Form CEO
- Linguistic Capacity Index iron! A

B1)

)

- Linguistic Capacity Index Foam
- Phonemic Production Survey

- Metropolitan Beading Readiness Teat (Fora B)

- Informal Unit Tests, as appropriate (Appendix DO

The January, 1965, measures were intended as control measures of

intelligence and verbal facility in both English and Spanish. As noted

above, the Habilidad was given individually to selected pupils to

investigate the degree to which attention span sat relative inability to

follow directions in group situations affected scores on this measure.

The May, 1965, testing was accomplished to evaluate pupil language

achievements following one year of the experimental program.

The Habilidad-General was readministered at the close of the

experimental year to indicate the degree to which additional classroom

instruction would affect group test scores of kindergarten Spanish-

speaking pupils.

Treatment Group C

Population. The original research proposal submitted to the

Cooperative Research Branch of the United States Office of Education did

not include provisions for the inclusion of a third treatment group.
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The preliminary research work (1963-1964) on this project was

accomplished in those kindergarten classrooms of the Clovis, California,

Unified School District where a significant =Ober of Spanish- speaking

pupils were enrolled. It was felt by the principal investigators that

since no control measures had been administaredtvfore or criterion

measures following the preliminary research procedures, it would be

inappropriate to include the Clovis 1963-1964. kindergarten population as

part of the proposed control group Treatment A. Further, many of the

Clovis kindergarten-teachers were experienced in the linguistically-

orientel classroom procedures and thus, theft, 1964 testing of those

classrooms would not reflect a traditional kindergarten language program.

It was felt by the research teams, however, that the language

measurement of the 1964-1965 Clovis kindergarten classrooms would not

adversely affect the research design nor violate the objectives of the

investigation. Phrther, it was felt that an additional population would

add significantly to the evaluation of the instructional procedures of

the research.

The description of the instructional procedures and measurement of

this Treatment C population is includad la this final report as an

additional population of 108 pupils on which, it is felt, valuable

information shmild be molted.

Instructional Procedures. The exact instructional procedures

employed by the classroom teachers of Treatment Group B1 were similarly

employed by teachers of the Group C population.



Measurement. The sae control and criterion measures u specified

for Treatment Group B were administered at the same tine to Treatment

Group C pupils.

Research Project 2821, In-Service Program

The taw classroom teachers of Treatment Group B and the five

teachers of Treatment Group C were instructed in the use of the proposed

language teaching methods through three procedures: training workshops,

demonstration teaching, end. supervision.

Before school opened in September, 1964, a two-day orientation
workshop for all participating personnel was conducted by the Departments

of Linguistics and Elementary Education of Fresno State College. The

purpose of the workshop was to outline the procedures of the study, to

provide some linguistic theory relevant to the study (including an

explanation of the contrastive phonemic systems of English snit Spanish),

ant to demonstrate instructional materials and methods to be used during

the first semester. A portion of the workshop time was devoted to the

discussion of class organization (Appendix Ei,) and scheduling (Appendix E2)

and in completing the first instructional aids to be used in the language
lessons.

Prior to the initial workshop all pictures to be used in the
lessons had been transferred to flannel, tag6oard, or colored

construction paper; and all other necessary material collected and

organized for the teachers (such as small farm animals, spools of colored

thread, and yarn). Coloring and cutting the pictures and assembling

puppets and charts for use required an average of four additional hours
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for each of the first three units. The portion of this time which vu
spent as teacher group activity served tat least two other purposes.

Tint, the teachers and other project personnel had a chance to get

acquainted informally; and second, there was frequent opporturdty for

additional explanation on the use of specific materials as they were
constructed.

A second workshop vas held in January, 1965, to distribute and
explain the instructional materiels to be used during the second half of
the year and to present additional. linguistic theory relevant to the
teaching of English vocabulary and syntax. The participating teachers

Imre given lists of contrasted grammatical structmes in English and

Spanish and briefly introduced to such concepts as "slots in structure,"

"word order," and "inflection." Its range of material to be presented

during the spring samerker was described and methods of using the varied
patters drills prescribed iv tka last three units were demonstrated.

Because the final units called for a change from "mh3le class" instruction

to teaching a smaller group within the class, specific grouping and

scheduling techniques were cAztlined. Far less teacher preparation of
materials was required for the second half of the language program, and

no group work tie. vas aLliAted for it, All pictures to be u in the
lessons had, again been transferred to appropriate material; flash cards
and voile papers duplicated for all pupils: and felt pens, plastic

picture holders, and other necassary materials obtained for each teacher.
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Supervisory Assistance: Another procedure used to instruct the

teachers vas demonstration teaching. The research assistant for the

project, an experienced kindergarten teacher, visited each classroom

during the first two weeks of school. During this time she played games

and participated in.other activities to get actuainted.with the pupils

and their teachers. When the language lessons began with the third week

of school, the research assistant taught a lesson in each of the sixteen

experimental classes once a week. each classroom teacher observed the

techniques used by the assistant and the responses of' her own pupils.

Time was made available after each demonstration for the two teachers to

discuss the language teaching methane, the pupils participating in the

study, and the problems encountered.

Mere were many problems and questions early in the year concerning

class scheduling, methods of presenting some of the activities, group

control, and individual discipline problems (usually 14111h-speaking

children who demanded so much of the teachers' attention that they could

not conduct a group lesson effectively).

Suggested daily schedules had been distributed with the instructional

materials in the introductory workshop, but these had to be adjusted to

fit arch class and teacher. One teacher spaced the language activities

through the day with two after roll call, one just before recess, and so

forth. Two teachers scheduled the language.pwriod late in the day and

reported that their classes grew restless. In these cases, moving the

language lesson to an earlier time proved quite helpful.

Several of the participating teachers had never taught a "foul"

lesson to a group of kindergarten pupils. Their initial problems
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usually disappeared when they learned what they could expect of their

pupils and were comsistent in these expectations with mi..' to group

behavior. The most successful teachers had their pupils come a few at a

time to a designated area of the room until all had gathered. Some

classes used chairs, some the floor, and some a combination of the two.

These teachers were calmly insistent that the children be polite to each

other. In a few classes children came running to the language group,

shoved for positions near the teacher, and occasionally pinched or hit

each other. These grwps apparently had a lot of fun with the early

language activities, but'it soon became evident that a few children

(usually those needing the language practice the most) did not participate

at all when the teacher did not insist that the more forward children

take turns with the shyer ones in the language activities.

The research assistant suggested or demonstrated possible solutions

to varied problems or shared methods being used successfully by another

teacher in a similar situation.

Most problems were easy to solve. Children who liked to pinch

others could not when holding charts or pictures; shy children would let

puppets talk for them. Some prdblews could not be solved, like the

erratic attendance patterns and poor living conditions of many of the

children.

After the first ten mike tl language instruction, the

scheduled demonstrations were reduced to one or two a month except in

cases where the classroom teacher requested them oftener or needed more

assistance with her teaching techniques.
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The principal iirrestigatcais of the project. visited each class weekly
to encourage and make suggestions to the teachers and to evaluate the
effectiveness of the teachers and the language methods.

Regional in-Service Program

A conference was held in November, 1964, for 100 teachers, super-
visors, and administrators in the Fresno State College service area to

explain the methods and materials being used in this language program.

Dr. Thomas D. Horn, Director of USOE Research Project 26148 being conducted

through the University of Texas, discussed the methods and materials

being used in Texas to teach English to Spanish-speaking pupils. This

conference was sponsored jointly by the Departments of Linguistics and

Elementary Education of Fresno State College.

Three special Workshops were offered in May, 1965, through the

Extension Division of Fr 3sno State College in the San Joaquin Valley

cities of Bakersfield, Visalia, and Fresno. In these workshops the

methods and materials implemented in this language instruction program

were explained. Procedures for testing the pupils' language capacity

were presented and methods for teaching English phonology, syntax, and

vocabulary explained and demonstrated. Detailed instructional materials

used in the study were made available to the 500 educators Who enrolled

in the workshops.

Many requests for assistance were received from teachers and

administrators oft classes not participating in the study. Advice was

given whenever requested, copies of the instructional materials distri.
buted to many for use with pupils racing in age from pre- schoolers in

-31-



Opere ties lieetistert *Octet to erlettts attsailitts *Wit *Imes, anti

mower, Usti of *Aerials eurreatir wettable tor Usable; 7billeh

a masa lamas vara aaapi104 diet:41)0rd Isct requesting *dna

district. throu.loup the tietion.

`f

*11321111

I



CHAP= IV

THE IlEASURDIENT

Because of the unique nature of the research population, Spanish

languageoriented kindergarten pupils, and the primary objective of the

research, the teaching of English as a second language through formal

classroom instruction, the selection of test instruments constituted a

problem of major consequence.

This section is included as a report of testing experience based

on classroom examination of 439 kindergarten pupils.

Except for the Habilidad-General the standardized instruments

employed in Project 2821 evaluations were nonmed on typical populations.

The major conclusions to be drawn from this section are:

- An appreciation of the difficulties of designing
achievement and diagnostic tests for atypical
populations.

- The difficulties encountered in group testing of
pre-first grade pupils.

- The caution which must be exercised in drawing
conclusions on the school achievements of en
atypical population whose English language
abilities are difficult to ascertain employing
measurement instruments whose validity, reliability,
and appropriateness for such pupils are tenuous
and inferential at best.

The following measurements seemed most compatible with the

objectives of the research effort.



Control Variable Program

1. Estimate of intelligence employing a culture-free measure.

Selected instrument: Goodenough-Harris Drawing Test
Administration: Treatment Group A - May, 1964

Treatment Group B January, 1965
Treatment Group C January, 1965

2. Estimate of intelligence employing a Spanish verbal measure.

Selected instrument: Nabilidad-General, Novel Primario
Administration: Treatment Group A - May, 1964

Treatment Group B - January, 1965
Treatment Group C - January, 1965
Randomly Selected Population - February, 1965

3. Measurement of the English language abilities of kindergarten pupils.

Selected Instruments: Linguistic Capacity Index, Form A
Lingt -tic Capacity Index, Form B
Phonemic Production Survey

Administration: Treatment Group A - May, 1964
- Linguistic Capacity Index, Form A

Treatment Group B - January, 1965
- Linguistic Capacity Index, Form B
- Phonemic Production Survey

Treatment Group C January, 1965
- Linguistic Capacity Index, Form B
- Phonemic Production Survey

Criterion Variable Program

1. Measurement of the English language abilities of entering Grade 1 pupils.

Selected instruments: Linguistic Capacity Index, Form A
Linguistic Capacity Index, Form B
Phonemic Production Survey

Administration: Treatment Group A - May, 1964
- Linguistic Capacity Index, Form A

Treatment Group B - May, 1965
- Linguistic Capacity Index, Form A
- Linguistic Capacity Index, Form B

'- Phonemic Production Survey
Treatment Group C - May, 1965

- Linguistic Capacity Index, Form A
- Linguistic Capacity Index, FortB
- Phonemic Production Survey
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2. Measurement of accepted readiness abilities related to success in
first grade.

Selected instrument: Metropolitan Readiness Tests, Fors R
Administration: Treatment Group A - May, 1964

Treatment Group B May 1965
Treatment Group C May, 1965

Instrumentation

Goodenough-Harris Drawing Test (Harcourt, Brace and World, 1963)

Description: The-selection of en appropriate intelligence test for

Spanish language- oriented pupils attending English-orierted public schools

required use of a culture-free, non-verbal measure.

Directions for the selected measure are extremely simple, requiring

the pupil to draw a man, a woman, and a self picture.

The GoodenoughHarris yields both a quantitative -lore (parts of

the human body depicted) and a qualitative score (completeness of the

physiology depicted). A 73-point scale for the man drawing, a 71-point

scale for the imam drawing, and a 73-point scale for the self picture

total a score convertible to an intelligence quotient.

Basis for Selection: This test was selected for its simplicity

of directions, ease of grouping pupils for valid administration,

strictness in correction procedures, and refreshing simplicity of

interpretation.

Evaluation: This measure is highly recommended for use in

estimating the intelligence of atypical populations of young children.

For this research project the very simple directions were translated
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into Spanish with successful results. No difficulties whatever were

encountered in the administration of this test.

Ihe validity of the measure, however, is dependent on the objectivity

and experience of the correction personnel. For this research project,

graduate students in psychology were used. Qualitative scales afford the

best opportunity for evaluating behavioral science research investigations.

The difficulties of designing and scoring such scales are too obvious for

elaboration.

Until clCh time as cpalitative'ileasurements are subject to wore

rigorous statistical controls, the reported scores should be accepted as

the best obtainable with existing measurement instruments.,

Habilidad-General, Nivel Primario

Description: The test measures pupil abilities in vocabulary,

number, association, and classification. The directions are given in

Spanish.

Vocabulary Section: 4 practice items, 25 test items,
Number Section: 15 test items, untimed
Association: 8 practice items, 20 test items,
Classification: 8 practice items, 20 test items,

untimed

minutes
minutes

Iu addition, a pre-test pupil practice booklet of 15 itaas is

available for classroom use.

Basis for Selection: It was felt by the research team that a verbal

measure of intelligence would be desirable. The range of language abilities

of the population, however, precluded use of intelligence measures

employing Ntiglish directions. It was further concluded that a translated
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version of any existing standardized test would probably invalidate

obtained scores.

the selected test bad extensive field trials in Texas and norms

were available. The directions seemed simple and the test 'booklet

appeared large enough for kindergarten use. Fhrther, native Spanish-

speaking graduate students were available for test administration.

Evaluation: The pre-test was used by classroom teachers on the

day preceding the actual testing. No difficulties were reported by

these teachers.

It vas planned to give the measure in two sittings. This plan,

however, was overly optimistic. Difficulties of pupils in holding their

place, turning pages, and persistence in concluding the test items

required a four-sitting administration. It was decided to eliminate the

number section after additional difficulties in procedure.

The Habilidad-General was a difficult test to administer to the

pupils of these groups who often marked items indiscriminately and lost

interest.

As a check on the degree to which pupil short attention span and

relative inability to follow group directions affected scores obtained on

the Habilidad., one Treatment Group B and C pupil in every five was

retested individually in February. The same form of this test was re-

administered is Nay, 1965, to estimate the effectiveness of kindergarten

group instruction on group test scores.

Some of the pupils' difficulty with this particular test may have

been due to the early test administration (January - Treatment B and C),

-37-



the large number and small size of the pictures, or to the choice of some

vocabulary items not used by Spanish-speaking families in the San Joaquin

Valley of California.

Linguistic Capacity Index, Form A (Appendix Bi)

Description: The Index is based on a contrastive analysis of

English and Spanish grammar and phonology. It is intended for use with

primary grade pupils Whose native language is Spanish. The Index may be

used to assess pupil achievement in learning English as a foreign language

and also as a diagnostic instrument to assist the classroom teacher in

grouping pupils for more effective instruction.

Considerable attention was given to the desirability of using

Spanish only for the preliminary directions. The vide range of Spanish

language abAities from occasional to total dependence, however, indicated

that Spanish directions might not prove more advantageous thin using

English directions throughout the entire test. It was further concluded

that since the purpose of the Index:was to measure English language

proficiency, the directions themselves would, in effect, constitute a

measurement of sorts. English directions were therefore used.

There are three sections to the test: vocabulary recognition,

contrastive phonology, and contrastive grammar. Directions require the

pupil(s) to choose among pictures representing pairs of words or

grammatical constructions that are contrasted in English but not in

Spanish.

The vocabulary section of Form A contained 25 items measuring

recognition of noun, verb, and adjective form. The 20 items of the
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contrastive phonology section measure the pupils ability to distinguish

pairs of sounds which are contrasted in English but not in Spanish.

The contrastive grammar section of Form A contained 17 items which

measured the pupils' understanding of English function words, word order,

and inflectional constructions which do not correspond to semantically

similar constructions in Spanish.

Basis for Selection: A thorough review of available standardized

tests to measure pupil achievements in learning English was made. While

many reading achievement and readiness tests were available, no measures

of specific and essential linguistic abilities in learning English were

found. It was decided to design and evaluate such an instrument.

Evaluation: Form A of the Index proved to be deficient in both

directions and format. Since only the authors knew the specific

directions, only they could administer the test, a situation not

conducive to normal response by kindergarten pupils of a different

culture.

1

The art work, likewise, was overly simple, tending toward vagueness,

and the 8i" x 11" sheets, with but two items to the page, were obviously

too bulky for transport and classroom use.

The most serious deficiency, however, was that the test contained

no visual clues or markers to assist pupils in holding their place.

Haphazard markings and pupil coloring attended the early classroom

administrations in field trials. For valid and reliable measurement, it

VAS miacluded that a revised instrument was needed.
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Linguistic Capacity index, Fora B (Appendix B2)

Description: Form B of the Index differed in several for ways

from the earlier Form A:

- The vocabulary section contained 20 items rather than 25
and combined elements of both Inglith vocabulary
recognition and syntax kmodedge.

- The syntax section contained 20 items instead of the
earlier 17.

- Awe-toast exercise for the pupils wars developed, and
a set of revised stimulus cards were employed to
assist pupils in holding their place.

- The art work and general test format were improved.

- A set of directions for classroom teachers vas written.

Evaluation: The newer Form B of the Index proved in both field

trials and experimental use to be vastly superior to the older form.

The measure was administered without difficulty to over 300

kindergarten pupils of Treatment Groups B and C of USOE 2821 and to over

2400 grade one pupils participating in the Cooperative Research First

Grade Reading Projects 2648 and 2734.

Several improvements still appear essential. Items 17, 18, 19 of

the vocabulary section are still confusing. In 17, drawing circles

around all the dogs still satisfies the direction "draw a circle around

some dogs." The same alternatives apply to 18 and 19.

Items 5, 9, 10, 17, 20 of the contrastive phonolOgy section cause

some confusion because of the difficulty in depicting the word containing

the correct phoneme.

The Linguistic Capacity Index was subject to statistical analysis

with existing standardized and informal measures.
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Table I indicates the wean scores attained by pupils of varying English

language abilities on certain selected measurement instruments.

Mean Scores, Language Categories

Category:
1. Little or no facility in English
2. Able to understand simple directions,

but n3t able to carry on a conversation
3. Able to carry on a conversation in English

Category Total
popu.

1 2 3. lation
n=41 a=58 nx68 np167

-Linguistic Capacity Index B 12.24 14.47 15.93 14.51 Mean

Vocabulary Section (20 items) 3.282 3.180 1.897 3.114 S.D.

-Linguistic Capacity Index B 9.65 12.28 14.16 12.40 Mean

Phonology Section (20 items) 2.692 2,784 2.444 3.164 S.D.

- Linguistic Capacity Index B 12.61 14.98 17.47 15.51 Mean

Syntax Section (20 items) 3.027 3.203 2.076 3.359 S.D.

- Linguistic Capacity Index B 34.54 41.84 47.56 42.38 Mean

Total Score (60 items) 7.840 7.766 4.714 8.438 S.D.

-Phonetic Production Survey 40.41 45,72 53.24 47.48 Mean
Vocabulary Section (60 items) 11.33 8.896 5.355 9.874 S.D.

- Phonetic Production Survey 104.83 103.64 108.00 105.71 Mean

Total (121 items) 10.319 32.113 7.338 10.141 S.D.

- Metropolitan Readiness Tests R 10.20 12.0 14.31 12.63 Mean

Word Section (19 items) 2.990 3.106 2.225 3.191 S.D.

-Metropolitan Readiness Tests R 29.76 38.97 47.69 40.26 Mean

Total Score, Sections 1-4 10.73 11.188 10.158 12.803 S.D.
(66 items)



Table I indicates -a regular awl expected pattern or mean scores
with Category 1 scoring lowest on all variables_ total score
on the Phonetic Production Survey, a test anomaly to be explained
in to analysis of the Phonetic Production Survey.111 =11...11, =111m

Table II shows the correlations obtained (for English Usage categories

1, 2, 3) between the Linguistic Capacity. Index (Form b) Vocabulary

Section and the Metropolitan Readiness Tests Word Section.

Correlations, LCI-MRT

All Categories V - .614883x + 3.21090
n = 167 r '.63314

Std. error y.x = 2.48523

English Usage 1 V - .45531X + 4.62030
n 41 r .49981

Std. error y.x - 2.65493

English Usage 2 V n .61517X 3.4807n = 38 r is .62972
Std. error y.x is 2.45576

English Usage 3 V = Alum + 7.76299
mi r .35042

Std. error y.x is 2.11484

The Vocabulary Section of the Linguistic Capacity Index has a

rather high positive correlation with the Metropolitan Readiness

Tests Word Section.

Nraw.. aun=1.......m.,
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Table III dhows the correlations obt&imed between the Linguistic

Capacity Index (Form 13) Vocabulary Section and the Phonetic

Production Survey Vocabulary Section for English Usage

categories 1, 2, 3.

Correlations, LCI Vocabulary - PPS Vocabulary

All Categories
n = 167

English Usage 1
n = 41

English Usage 2
n = 58

English Usage 3
n = 68

Y' 1.77056X + 21.77931
r = .55844

Std. error y.x = 8.24034

I" = 1.729891 + 19.23397
r .50102

Std. error yoc = 10.05442

Y' = 1.23364X + 27.87882
r = .44097

Std. error y.x = 8.12525

Y' = .67520X + 42.48169
r = .23913

Std, error y.x ir 5.27818

Lower but still positive correlations were obtained between the

Vocabulary Sections of the Linguistic Capacity Index and the

Phonetic Production Survey.
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Table IV shove the correlations obtained for English Usage categories 1,

2, 3 betwee6 the Linguistic Capacity Index (Form B) Phonology

Section and the Phonetic Production Survey.

Correlations, LCI Phonology - PPS Phonology

All Categories
n = 167

English Usage 1
n =

English Usage 2
n = 58

/" = .32931X + 101.62264
r = .10275

Std. error y.x = 10.14839

Y' = .00131X + 104.84193
r = .00034
Std. error y.x = 10.58034

Y' = .009351 + 103.75277
r = -.00215
Std. error y.x = 12.32691

English Usage 3 Yi a .41222X + 102.16365
r = .13709
Std. error y.x = 7.37848

n = 68

The low correlations obtained betveen the Phonology Section of the

LCI and the Phonetic Production Survey indicate that all pupils

score Ugh on the Phonetic Production Survey regardless of usage

category. Since the PPS total score includes a correct score

for ability to mimic phonemes, such high scores ate to be

expected.

.7-0-4±x-trrw



Table V illustrates the correlations dbtained, between the Linguistic

Capacity Index (Form B) SyntaxSection and the Metropolitan

Readiness Tests, Sections 1-4 for English Usage categories 1, 2, 3.

Correlations, LCI Syntax - MRT

All Categories
n = 167

English Usage 1
n = 41

English Usage 2
n = 58

English Usage 3
n = 68

1" = 2.82157x - 3.2
r = .74029
Std. error y.x = 8.65952

Y' = 2.35285X - .08722
r = .6636o
Std. error y.x = 8.23284

yl is 2.52102X + 1.19363
r = .72171
Std. error y.x = 7.88135

Y' = 2.23212X + 8.69464
r = .456o8
Std. error y.x = 9.17586

The high positive correlations shown in Table V indicate that

pupils lito understand English can follow the directions for the

Metropolitan Readiness Tests. This correlation implies that the

Syntax Section of the WI is a valid diagnostic instrument for

assessing English language ability, and that the Metropolitan

Readiness Tests are acceptable achievement measures of general

knowledge of English, though not of the specific syntactic or

phonological constructions emphasized in this research.

.45.
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Table VI indicates the correlations obtained between the Linguistic

Capacity Total Score and the Metropolitan Readiness Tests,

Section 1-4 for English Usage categories 1, 2, 3.

All Categories
n = 167

English Usage 1
n = 41

English Usage 2
n = 58

English Usage 3
n = 68

Correlations: LC/ART

Y' = 1.16100X - 8.94267
r = .76517
Std. error mg 8.29288

Y' = 1.01474X - 5.28986
r = .74120

Std. error y.x = 7.38757

yl = 1.05977X - 5.38070
r = .73558
Std. error y.x = 7.71323

yl in .99733x 4..25921

r = .46278

Std. error y.x = 9.14015

Table VI indicates a high positive correlation between the two

measures Mich were used as criterion variables in this study.

The correlations shown in Tables II-VI indicate the

usefulness of the Linguistic Capacity Index as a measure of

learning readiness for Spanish-speaking pupils in English schools.

A major advantage of the Linguistic Capacity Index,

however, is its usefulness In diagnosing specific English language

deficiencies of Spanish language-oriented pupils. The overall

effectiveness of the instrument as an aid to improving oral
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language skills is conditioned by the thoroughness of the classroom

teacher in observing and recording specific language errors c revealed

by the testing.

Metropolitan Readiness Test (Form R)

Description: This test is designed for end of kindergarten and

beginning first grade pupils. Four scores may be obtained:

- Reading readiness
Number readiness

- Drawing a man
- Total score

Only the reading-readiness sections were administered as a

criterion variable to the three treatment groups. These readiness

scores represent a sum of scores obtained on word meaning, sentences,

information, and matching.

Basis for Selection: This test was selected because of its wide-

spread acceptance as a measure of school readiness. Since the language

sections on word meaning, sentences, and information require knowledge

of both vocaintlar, and syntax, it was felt that the test would, in

effect, measure certain English language proficiencies essential for

Grade I success.

It was realized that this measure, through no fault of design,

would not estimate certain hypothesized outcomes of the research design:

although Test One, Word Meaning, and Test Two, Sentencesr do, in fact;

measure linguistic ability. Test Three, Information, involves the

interpretation of spoken English sentences altIough certain items are



culturally weighted, It was felt that Test Four would yield little

information on pupil linguistic ability.

The following disadvantages of the measure are listed here to

alert prospective users of the need for additional language testing in

contemplated research efforts as vas accomplished through the use of the

Linguistic Capacity Index and the Phonemic Production Survey in the

project under discussion hate.

Test One of the Metropolitan Readiness Tests (Form R) measures the

child's knowledge of 19 vocabulary items. Several of these words)

however, involve cultural as well as linguistic knowledge (pigeon,

hatchet, trunk, parrot, moccasin, kennel). With the possible exceptions

of test item 7, "dress" or "dresser," no words in Test One measure the

child's ability to distinguish English phonemes, a major objective of

the research, since none of the pictures have sufficiently similar names

that failure to distinguish individual phonemes could lead to

misunderstanding.

Test Two measures vocabulary, cultural information, and grammar.

Vocabulary items required include the relatively obscure words and

phrases "May basket," "jack-o'-lantern," "pencil case," "harness,"

"wander," "two-story," "notice" (noun). Cultural information tested.

includes knowing that you can get a pail of water from a well; that hay

is stored in a barn, not on a wagon; that a man hands you boxes from a

shelf at a grocery store; and the like. Score grammatical principles are

tested rather efficiently: tense in Nos. 1, 3, 5; a noun determiner in

No. 12. (Item 11 appears to have the wrong tense; it should read



"The man is reading...." Item 6 might be confusing for the same reason).

No other grammatical principles are tested specifically; i.e., misunder-

standing of the grammar of the sentence you. 1. 1,,:obably not lead to en

incorrect response if the child knows the content word vocabulary and has

a middle class American cultural background. Without those affecting

environmental factors, it would be impossible to tell whether that

supposed cultural disadvantage or faulty grammar would occasion error.

A newer form of the test, Metropolitan Readiness Test Form A, 1964,

was likewise analyzed for possible use as a criterion measure. As with

the older form, Tests 3, 4, 5, and 6, and "Drawing a Man" do not appear

to measure linguistic ability except insofar as this ability is related

to maturity and intelligence.

Test One, "Word Meaning," is a measure of the child's control of

the vocabulary of general American culture. It also tests the child's

knowledge of the vocabulary of certain regions and social classes. For

example, blueberry and toboggan are northern and eastern cultural (and,

therefore, lexical) items; distinguishing miss from catcher and

crocheting from hni/mas. presupposes familiarity with, if not membership

in, a certain social class.

Two items in Test One, Nos. 2 and 16, appear to ii-,,Asure a child's

1041

ability to distinguish sounds. Number 2 requires hearing the difference

between globe, stove, and gloves; and number 16 requires distinguishing

lam from hoof. The latter is the only one in the test which measures

sound mastery with any accuracy, and these words are a iulnimal pair

only in dialects in which they have the same vowel.



Test Tiro, "Listening," is a teat of vocabulary, attentiveness,

cultural information, and, indirectly, Of grammar. An understanding of

English grammar is involved in every problem, but not independently except

perhaps in item 2, where there may be a contrast between rakes and has

raked. The practice of shifting from past to present - timeless tense

(items 2 ani 3 compared with 4 sal 8) , when the pictures seem better

cbscribed in present progressive tense seems to make this part of the

test a very inaccurate Measure of a child's control of English grammar.

Though some apprehension existed relative to the appropriativeness

of the Metropolitan Readiness instruments, it was felt that the earlier

time tested Form R was the best available standardized criterion variable

for use with this population.

The factors favoring this selection were: the widespread

acceptance of this instrument as a measure of Grade 1 learning readiness,

the relative ease of administration, teacher familiarity with the

instrument, and the existence of supplementary norms for Spanish-speaking

pupils (Test Data Rtport #9, Harcourt, Brace & World, 1961).

Waluation: Little difficulty was experienced in using this

instrument. The fact that it was the last test administered to the

treatment groups following measures employing similar procedures

contributed, no doubt, to this circumstance.

Phonemic Production Survey (AN 3ndix B3)

Description: The Phonemic Production Survey was developed to

measure the pupil's ability to produce the phonemes of English by
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responding to 'a picture or by imitating the tebver. The examiner showed

each pupil a series of sixty pictures and recorded the responses which

did not "sound English." If the pupil did not know the vocabulary item

shown, the tester pronounced the word and recorded the pupil's attempt

to imitate the production of phonemes. Separate scores were recorded for

each pupil's ability to produce the phonemes without stimulation, and for

his total production capacity including imitation. Single phoneMes

occurring in initial, medial, and final positions in different contexts

were scored separately as were vowels occurring before voiced consonants,

voiceless consonants, ir/, and in the final position in different words.

The sixty items allowed the possible production of 66 consonant

phonemes, 24 consonant clusters, and 31 vowels for a total possible score

of 121. One point was given for each item produced correctly, either

unstimulated or stimulated; and a record kept of the frequency and

distribution of errors.

The examiners were graduate students in linguistics trained in

phonemic transcription.

Bails for Selection: It was felt by the research team that a

detailed inventory of phonemic production ability was essential for

evaluating pupil progress following instruction in Units I-III of the

Teacher's Guide, USOE 2821. The Phonemic Production Survey was also

used to diagnose specific weaknesses in sound production for the purpose

of providing additional, intensive instruction.

Evaluation: The Phonemic Production Survey proved to be an

excellent diagnostic instrument and an invaluable aid to individualizing

language instruction.



1

IMM............1.---
-

As an achievement measure separate scores for unstimulated (pupil
responds to the picture) and stimulated (pupil responds to the examiner's
pronunciation) items were recorded. It would be possible, for example,
for a pupil skilled in tdmicry to fail in producing any vocabulary item
in Plaglish, yet successfully respond to the examiner's cue. Such a

pupil would score higher on this measure than a pupil responding

correctly to each vocabulary item, such responses containing some

phonemic inaccuracies; since in the latter case the examiner would not
cue for a stimulated response.
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-CHAPTER

ANALYSIS OF THE DATA

It vas the purpose of this study to design, implement, supervise

and evaluate an oral language, development program to improve the English

speaking ability of kindergarten pupils dose primary language vas

Spanish.

There were three treatment groups employed in the conduct of this

study.

Treatment Group A comprised of 138 kindergarten pupils of Spanish

home language background instructed by

traditional procedures during the 1963-1964

year.

Treatment Group B comprised of 196 kindergarten pupils of Spanish

home language background instructed during the

1964-1965 year by the same Group A classroom

teachers. The instructional program employed

emphasized linguistic principles in the teaching

of English phonology, vocabulary and grammar.

Treatment Group C comprised of 104 kindergarten pupils of Spanish

home language background taught by five class-

room teachers with en additional year of

experience in the instructional procedures

employed in Treatment Group B.



Descriptive Analysis

Description of Participating Schools'

Eight elementary schools participated in this research. For

the two years of the study, 1963-64, 1964-65, data were collected

from a total of 21 classrooms: 4 classrooms in Treatment Group A,

8 classrooms in Treatment Group B and 9 classrooms in Treatment

Group C. These classrooms in Treatments B and C represent half-day

sessions. For Treatment Group A no separate classrooms were

designated, as the pupils were grouped for testing. Classroom time

for all treatments was the same: 180 minutes per day.

Description of Participating Communities

Table VII shows available data on the communities served by the eight

elementary schools participating in this study.

Communities

Treatment Groups
A and B

Median community
education

Median community

income

Population

6 years

$2,001-$3,000

Treatment Group
C

8 years

$3,00144,000

2 schools, 1,000-2,500 3 schools, 2,501-10,000
2 schools, rural farms 1 school, rural farm

-54-



Description of Participating Teachers

Table VIII indicates the available data concerning the nine teachers

participating in this study.

Teachers

Treatment Groups
A and B

Treatment Group

Teachers 1 2 3 4 1 2 3 4 5

Age 57 27 53 31 23 41 23 21 43

Marital status M S 241 S MMSMM
Degree none AB AB AD AB AB AB AB AB

Type credential GE GE GE GE GE GE GE GE GE

Total years'

teaching experience 9 5 9 4 1 7 2 1 9

Tbtal years'

kindergarten
teaching experience

5 3 9 2 1 1 2 1 8

In general, Treatment C teachers had less experience than teachers

of A and B. The experience of the C teachers, however, was

specifically in the instructional procedures employed in the

research

Rating of Teacher Competence

An attempt was made by the research team to evaluate the

instructional abilities of participating teachers.
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Table IX indicates a summary of the evaluations of Treatments A, B and C
classroom teachers based on a 5-point scale in four major categories:
Class Structure:

1. Teacher structures for the children;
directions and expectationsare detailed and clearly spelled out.

2. :7.)acher is generally well organized and clear in assigningtasks; directions and expectations clear but not spelled outas above.

3. There is a moderate degree of structure and information onexpectations; some degree of vagueness.

Ii. There is generally more vagueness than clarity and morelooseness than structure.

5. Teacher is generally vague, and directions seem confusing tothe children.

Extent of Class Participation:

1. High participation on part of most children at all times.
2. Moderately high participation on part of most children mostof the time but with some variability.

3. Teacher has a group of children who are participating wellmost of the time, but a fairly large group who are notconsistently with the teacher.

4. Participation is highly variable but tends to be low quiteoften.

5. Class is generally unresponsive with only a very few childrenactually pafticipating.

Awareness of and Attention Paid to Individual Needs of Pupils:

1. Teacher exceptionally aware of pupil needs with effectiveadjustment of instruction in light of these needs.

2. Teacher is generally aware of pupil needs and attempts to makethe necessary instructional adjustments in light of theseneeds.

3. There is a moderate awareness and adjustment of instructionby the teacher based upon the needs of lAividual pupilsin the class.
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Limited awareness of and attention Paid to individual needsof pupils.

5. Total lack of awareness on the part of the teacher to the
individual instructional needs of the pupils.

Overall Teacher Competence:

1. Excellent

2. Good

3. Adequate

4. Poor

5. Incompetent

Treatment Groups
A and B

Treatment Group

Teachers 1 2 3 4 5 6 7 8 9

Class structure / 4 3 4 1 5 2 2 1

Class participation 1 2 3 5 2 5 1 2 3

Individual needs 1 3 3 4 2 5 2 2 3

Teacher competence 1 3 3 4 2 5 2 2 2

Teachers of Group C were rated higher than the A and B teachers.

No doubt, the additional year of experience with the instructional

procedures contributed to this additional competence.

Evaluation of Treatment Groups A, B and C.

A total of 449 pupils participated in this research. It

will be apparent from the tables presented in this section that

tlie number of pupils for whom data are available fluctuates among

the; variables analyzed. In spite of thou: population inconsistencies,
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it vas concluded that in via, of the atypical nature of the

population all data should be reported. This analysis of data has

four general classifications:

. Statistical description of the total population of
Treatment Groups A, B and C.

- Comparison of the English language achievements or
Treatment Groups A and B.

- Comparison of the English language achievements of
Treatment Groups B and C.

- Comparison of the achievements of Treatment Groups A,
B and C, according to levels of competence in English
language usage.

Table X indicates the mean chronological age and range for Treatment

Groups A, B and C, as of October let of year tested.

Treatment Groups A, B, C - Chronological Age

Mean S.D. Range

66.1]. 6.o8 57 mo. - 90 mo. 412

.11111111.1

Table XI indicates the number of children in Mexican-American families

of pupils in Treatment Groups A, B and C.

Mean

5.00

Treatment Groups A, B, C Family Size

S.D. Range

2.26

1.11/MNIMMIN

1 child - 9 children

n

355
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Table X/I indicates the ordinal rank of individual pupils of all Treatment

Groups in Mexican-American families. ti

Treatment Groups A, B, C - Ordinal Rank

Mean S.D. Range

3.64 2.25 1st child - 9th child 316

In general, pupils involved in this study were not the first of

their family to attend public school. The range of English

language abilities evident among the pupils probably, in some

measure, is due to the influence of older siblings attending

public schools.

Table nn indicates the birthplaces of Treatment Groups A, B and C

kindergarten pupils.

Birthplace of Pupils

Location Number

California 295

Texas 77

Mexico 15

Elsewhere in U.S. 10

n = 397
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Table XIV indicates the birthplaces of parents of pupils-studied in

USW Project 2821.

Birthplace of Parent(s)

Location Number

California 165
Texas 84
Mexico

69
One - U.S.; One - Mexico 66
Elsewhere in U.S. 12

n = 396

The locations shown are for individual parents. In may instances

data concerning the male parent were unknown by the female head

of the family.

Table XV indicates the type of housing in Treatment Groups A, B

and C pupils lived.

Rousing

TYPe Number

Shack or substandard house in slum area 94
Deteriorating area, marginal housing 301
Home in average residential area of well-kept

property, moderate cost 37

Better than average homes or apartments 0

432



Table XVI indicates the home language employed by perent(s) in comunicaLing
4

with children of Treatment Groups A, B and C.

Some Language

Communication Pattern Number

Both parents
children

use Spanish almost exclusively
208

with

One parent uses English and the other Spanish 82

Both parents use Spanish and English more than casually 134

Both parents use English exclusively 14

n = 438

In the categories described above, in those 134 instances of more

than casual use of Spanish and English, the language used by

parents was polyglot.

Table XVII indicates Treatment GroupsA, B and C pupil facility in Spanish.

Spanish Facility

Category

Little or no facility in Spanish

Able to understand simple directions
but unable to converse

Able to converse

Number

8

79

121

n = 438
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Table XVIII indicates Treatment Groups A, B and C pupil facility in English.

English Facility

Category Number

Little or no facility in Englidh 119
Able to understand simple direction°

but unable to converse 167

Able to converse
22.

n = 438

Table XIX indicates the mean number of school days attended by pupils in

Treatment Groups A, B and C.

School Attendance

Mean S.D. Range
122.85 40.31 3 days - 166 days

n

hio

A. major problem encountered in this research was the irregular

attendance patterns of pupils.

Table XX indicates by category the attendance patterns of Treatment Groups

A, B and C pupils.

Attendance Pattern

Category

Entered in fall and remained in school

Entered in vintar and remained in school

Entered in spring and remained in school

Entered in fall and left before spring

Entered in winter and left before spring

Entered, left, re-entered

Number

314

30

13

44

11

n = 429
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Table XXI indicates the number of children in Mexican- American families

by separate Treatment Group.

Family Size A vs. B vs. C

Treatment Group Mean S.D. Range

A
B
C

5.11
4.84

5.20

2.22 1-9
2.34 1-9
2.15 1-9

90
172

93

Family size among treatment groups varied little. The average

family contained five children, and the range was the same for

all groups.

Table XXII indicates the ordinal rank of pupils by separate Treatment Group.

Treatment Group

A
B
C

Ordinal Rank

Mean S.D. Range

3.62 2.27 1st-9th 88
:4.73 2,40 lst-9th 163
3.44 1.79 1st-9th 65

*sit

Table XXIII indicates the birthplaces of pupils by separate Treatment

Group.

Location

Pupil Birthplace

Treatment Group A

n=125 nv179 n=93

California
Texas
Mexico
Elsewhere in U.S.

85
32

7
1

132 78
34 11
6 2
7 2

.63-
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Table XXIV indicates the bjrthplaces of parents) by separate Treatment

Group.

Birthplace of Parent(s)

Treatment Group A B C

LOcation n=124 n -179 n=94

49 132California
Texas

Mexico
One - U.S.; fse - Mexico
lasevhere in U.S.

27
25
21
2

34
6
7
0

52
15

6

7

Table XXV indicates the type of housing found in the various localities

by separate Treatment Group.

Treatment Group

TYPe

Sousing

A

n=138

B C

n=191 n=103

Shack or substandard house in
slum area 22 59 13

Deteriorating area, marginal
housing 94 123 84

Rome in average residential
area of wall -kept property,

moderate cost 22

Better t)..an average homes or

apartments 0

59 6

0 0

Deteriorating area housing seemed most prevalent among an
Treatment Groups.



Table XXVI indicates the home language employed by parent(s) in

comunicating with their children by negotiate Treatment Group.

Home Language

Treatment Group A

Communication Pattern n=138 n=196 n=104

Both parents use Spanish almost
exclusively with children 71 101 36

One parent uses English and
the other Spanish 14 45 23

Both parents use Spanish and English
more than casually 48 45 41

Both parents use English exclusively 5 5 4

Similar communication patterns were employed by parent(s) of the

three Treatment Groups.

Table XXVII indicates pupil facility in Spanish by separate Treatment

Group.

Spanish Facility

Treatment Group A B C

Category n=138 n=196 n=104

Little or no facility in Spanish 1 4 3

Able to understand simple directions
but unable to converse 16 28 35

Able to converse 121 164 66

Facility in the use of Spanish was irregular within treatment

groups but similar among treatment groups.
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Table XXVIII indicates pupil facility in English by separate Treatment

Group based on classroom teacher assessment.

English Facility

Treatment Group A B C

Category
n=138 n=196 n=104

Little or no facility in English
25 75 19Able to understand simple directions

but unable to converse 65 66 36Able to converse
48 55 149

Treatment Grasp B appears to have poorer English language facility
than either Treatments A or C. In the case of Treatment A the

designation as to language facility was made in May; in B, in November.
This may account for differences. Additionally, these judgments

were quite subjective and reflected teacher opinion rather than

objective evidence of language facility.

Statistical Analysis

Tables XXIX to XXXV indicate the comparative achievements of

Treatment Groups A and B on the following
selected measurements:

Measurement
Administration

Treatment Group A

Goodenough-Harris Drawing Test
Nabilidad-General, Nivel Primario
Metropolitan Beadiness Tests,

Sections 1-4
Linguistic Capacity Index (Form A)
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Table XXIX indicates the differences in chronological ages between

Treatment Group A males and females and Treatment Group B males and

females as of October lst of year tested.

Chronological Age

Treatment Group Mean S.D. n

A 64.73 6.95 134

B 65.15 4.74 179

t value

.754

There were no significant differences between Treatment Groups A

and B on the basis of chronological age.

Table XXX indicates differences in intelligence as revealed by the

Goodenough-Earris Drawing Test between Treatment Group A total

population and Treatment Group B total population.

Goodenough-Harris, Intelligence

Treatment Group Mean S.D. n

A 85.46 14.03 127

B 83.56 14.99 137

mollinomal

t value

1.06

Treatment Group A pupils were slightly, though not significantly,

more intelligent than the Treatment B population as revealed by

the measurement.



Table XXXI indicates achievement differences between Treatment Groups A

and B total populations as revealed by the Total Score, Nabilidad-

General, Nivel Primario.

Nabilidad-General, Ibtal Score (65 possible)

Treatment Group Mean S.D. n

A 28.83 11.40 111

B 27.02 10.50 138

t value

1.2883

There were no significant differences between Treatment Groups on

this measure of general ability.

Table =CU indicates achievement differences between Treatment Groups A

and B total populations as revealed by scores, Vocabulary Section

Habilidad-General.

Nabilidad-General, Vocabulary (25 possible)

Treatment Group Mean S.D. n

A 13.97 4.76 117

B 11.03 4.22 139

** Level of confidence .01

t value

5.17**

There were statistically significant differences favoring

Treatment Group A on the Vocabulary Section of the &Unclad.

Since this measure was administered in Spanish, results indicate

that Treatment Group A could recognise more native language



vocabulary items than Treatment Group B. There are three possible

explanations of this finding:

- Treatment A pupils were more facile in Spanish than
Group B pupils, an assumption not supported by the
subjective evidence revealed in Table XXVII.

- Treatment A. pupils were as dependent on Spanish at
the end of the kindergarten year as they had been
in September.

- Treatment Group B pupils were less dependent on
Spanish following the kindergarten linguistic
instruction.

Table XXXIII indicates achievement differences betwc .n Treatment Groups

A and B total populations as revealed by scores, Association

Section Habilidad-General.

Habilidad- General, Association (20 possible)

Treatment Group

A

B

Mean S.D. n

9.19 5.44 119

10.32 5.20 137

me,

t value

1.69

Slight, though not egnificant, differences favored Ameatment

Group B.
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Table XXXIV iadicates achievement differences between Treatment Groups A

and B total populations as revealed by scores, Classification

Section Esbilidad-General.

Hibilidad-General, Classification (20 possible)

Treatment Group

A

B

Mean

6.25

5.89

S.D.

3.56 117

3.94 136

t value

.76

Slight differences favored Treatment Group A.

A total of three administrations of the Habilidad-General

were made on Treatment Group B:

- Group administration - January, 1965
Indivflual administration - January, 1965

random selection of 50 pupils
- Group administration - May, 1965

The purpose of these administrations was to determine the

reliability of the measure in group test vs. individual test

situations for control variable purposes and to utilize the

potentialities of the instrument as a criterion measure of pupil

abilities In following directions.

Tables XXXV and 30(XVI indicate score differences among

Treatment B pupils on the basis of group administration -

January, 1965; individual administration - January, 1965; and

group administration - May, 1965.



Table XXXV contrasts the total score, Bibilidad-General, of Treatment

Group B (all pupilc) el.Ttsined by group testing procedures with

similar scores of a randomly selected group of 30 pupils of the

B population obtained by individual test procedures - January, 1965.

Babilidad-General, Group vs. Individual Administrations
(65 possible)

Group Administration
January, 1965

Mean S,D. n t value

16.64 9.84 156

8.04**
Individual Administration

January, 1965 33.38 10.72 31

*' Level of confidence .01

It appears that test results obtained by group procedures early

in the kindergarten year be accepted with caution, if not with

doubt, The statistically significant differences favoring

ilidividual administration indicates a need for improving the

existing measurement instrumentation Without question, attention

and persistence abilities and the ability to follow directions

significantly affect group scores in kindergarten test

procedures for atypical populations.
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Table XXXVI indicates differences in Total Score achievements, Habilidad-

General, in Treatment Group B pupils between January and May, 1965.

January

Mar

Habilidad.General, Total Score (65 possible)

Mean S.D.

16.64 9.84 156

27.02 10.50 138

** Level of confidence .01

t value

8.70**

The ability to follow directions is a significant factor in score

differences attained by Treatment B pupils in a comparison of

January and May scores. In effect, below Grade One the Habilidad

seems best suited as a criterion measure of pupil growth in

ability to follow directions rather than a control measure of

general intellectual ability.

The Metropolitan Readiness Tests (Form R), Sections 1.4,

were intended as the primary criterion variables. Linguistic

amalysis of these tests indicated, however, that this measure

would not adequately assess pupil improvements in Bhglish

phonology, vocabulary and grammar. Pending the development of

more sensitive instruments, Tables XXVIII to XXXI are presente

as the test available measurements of the general learning

readiness of Treatment Groups A and B.
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Table XXXVII indicates the achievement of Treatment Group A male and

female populations and the Treatment Group B male and female

populations on Total Score, Tests 1-4, Metropolitan Readiness

Tests (Form F.), May testing.

Metropolitan Readiness Tests 1-4 (66 possible)

Treatment Group Mean S.D. n

A 38.85 12.37 12"

B 36.79 5.40 149

t value

1.33

Slight differences Zavored Treatment Group A on this measurement.

Table XXXVIII indicates differences in scores obtained by Treatment

Group A male and female populations and Treatment Group B male

and female populations on the Word Meaning section of the

Metropolitan Readiness Tests (Form R).

Word Meaning, MRT Form R (19 possible)

Treatment Group

A

B

Mean S.D. n t value

11.64 3.70 128

.2536
11.75 3.54 149
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Table XXXIX indicates differences in scores Obtained by Treatment Group A

males and females and Treatment Group limits and femaIes on the

Sentences section of the Metropolitan Readiness Tests (Form R).

Treatment Group

A

B

Sentences, MRT Form R (14 possible)

Mean

7.89

7.59

S.D.

3.01 128

3.00 149

t value

.8082

Table XL indicates differences in scores obtained. by Treatment Group A

males and females And Treatment Group B males and femaleo on the

Information section of the Metropolitan Readiness Tests (Form R).

Information, MRT Form R (14 possible)

Treatment Group Mean S.D. n

A .7.49 3.02 127

B 9.14 5.13 148

t value

.981Q

Table XLI indicates differences in scores obtained by Treatment Group A

males and females and Treatment Group Busies and females on the

Matching section of the Metropolitan Readiness Tests (FormR).

Matching, MRT Form R (19 possible)

Treatment Group Mean S.D. it

A 9.77 5.24 127

B 8.91 5.40 149

t value

1.58



Apparently, score differences on the Matching section of the MRT

accounted for the slight differences on Total Score sections 1-4

of the Metropolitan measure.

1:112===114..

Tables XLII to XLV represent the achievements of Treatment

A and B pupils on the Linguistic Capacity Index Form A. Data on

the Total Score and Syntax sections were not statistically analysed

as there was a difference in the number of items in the Syntax section
administered to Treatment Group B pupils in May, 1965. The syntax

test administered to Treatment A pupils in May, 1964, contained 25

items; the syntax test administered to Treatment B pupils contained
17 items.

Additionally, items 15, 16, 17, of the Syntax section of

Form A were missed by all pupils in both Treatment Groups. The

directions for measuring pupil understanding of the adjectives

"some," "all," and "each" were obviously confusing.

Table XLII indicates the scores achieved by Treatment Groups A and B on

Total Score, Linguistic Capacity Index Form A.

Total Score, LCI Form A

Treatment Group A May, 1964

Mean S.D. n

Linguistic Capacity Index Form A 48.75 10.76 114(70 possible)

Treatment Group B May, 1965
Linguistic Capacity Index Form A 40.53 9.22 130(62 possible)
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Table XLIII indicates the score differences of Treatment Groups A and B

on the Vocabulary section of the Linguistic Capacity Index Form A.

Vocabulary Section, LCI Form A (25 possible)

Treatment Group Mean S.D. n

A 19.19 4.96 117

B 18.06 5,36 130

t value

1.70

Slight differences favored Group A on this measurement.

Table XLIV indicates the score differences of Treatment Groups A and B

on the Phonology section of the Linguistic Capacity Index.

Phonology Section, LCI Form A (20 possible)

Treatment Group Mean

A 11.71

B 11.66

S.D. n t value

2.86 116

.1340
2.51 130

The Syntmx section of the LCI Form A administered to

Treatment Group A pupils contained eight additional items not

included in the measure administered to the Treatment B population.



1

Table XLV indicates the achievements of Treatment Group A and Treatment

Group B pupils on the Syntax section of the Linguistic Capacity

Index Fora A administered in May, 1964, and May, 1965.

Syntax Section, LCI Form A

Treatment Group A - May, 1964

Mean S.D.

Syntax Section, LCI Form A 17.54 5.32 117
(25 possible)

Treatment Group B - May, 1965
Syntax Section, LCI Form A 10.78 2.76 130

(17 possible)

Review of Tables XXIX to XLV, contrasting Treatment Group A

with Treatment Group B, reveale few significant differences on

control or criterion variables.

It is a relatively easy matter to suggest reasons loit:ch

11.pleful4 would account for the absence of differences favoring

Treatment B pupils. Such hypotheses, hoiever, contribute little to

the development of additional needed research in the area of early

grade English language programs for foreign language oriented

pupils in our schools.

Several factors, however, unquestionably affected the

results of this research project:

- The paucity of existing language measurement for
atypical populations in lower elementary grades.

- The necessity of in-service preparation for foreign

language teaching stressing not only the theoretical
linguistic basis but also the methodological aspects
of grouping.



- Provision for continuing diagnostic appraisal of
Eaglish language growth.

- Differentiating and intensifying instruction at
specific points of language weakness.

Statistical Comparisons: Treatment Group B vs. C

It was possible in this research to obtain data on a comparable

population of kindergarten Spanish language oriented pupils who were

being instructed by teachers familiar with the linguistic theory of

USOE 2821.

Five kindergarten teachers of the Clovis, California, Unified

School District teach in schools attenied by Spanish-speaking pupils.

Mich of the early experimentation in classroom procedure and linguistic

materials development bad been accomplished in these schools.

Additionally, the instructional procedures employed in these kindergartens

were highly differentiated and language-skills oriented.

Tables XXI to =VIII compare pertinent data regarding teachers,

pupils, and community status of Treatment Groups B and C.

The 1964-1965 experimental year afforded many opportunities to

examine the language growth of the Treatment B and C populations through

the use of two new tests: Linguistic Capacity Index Form B and Phonemic

Production Survey. These tests were not available for the Treatment A

1963-64 population; and, as a result, no comparisons involving Treatment A

pupils (-mild be made.

Tables XLVII to LXXI indicate the achievements of Treatment Group

B and C pupils on the basis of the following selected measurements:
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Measurement

Treatment Group:

Goodenough-Harris Drawing Test
Habilidad-General, Nivel Primaric
Habilidad.General: Nivel Primario
Linguistic Capacity Index Form B
Linguistic Capacity Index Form B
Phonemic Production Survey
Phonemic Production Survey
Metropolitan Readiness Tests Form R

Administration

January, 1965
January, 1965
May, 1965
October, 1964
May, 1964
October, 1964
May, 1965
May, 1965

January, 1965
January, 1965
May, 1965
October, 1964
May, 1964
October, 1964
May, 1965

Mlay, 1965

Table XLVI compares the chronological ages of Treatment Group B males and

females with Treatment Group C males and females as of October, 1965.

Treatment Group

B

C

Chronological Age

Mean S.D. n t value

65.15 4.74 179
2.07*

66.49 5.32 99

* Level of confidence .05

Pupils in Treatment Group C were older than those enrolled in the

kindergartens of Treatment Group B. A, pousible explanation might

lie in the fact that selected failing pupils of Treatment Group B

were advanced to a pre-first grade class while no such provision

was made for Treatment Group C pupils.
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Table XLVII compare* the intelligence quotients of Treatment B males and

females with quotients of Treatment C males and females as revealed

by the Goodenough4arris Drawing Test administered in January, 1965.

Intelligence

Treatment Group Mean S.D. n t value

B 83.56 14.99 137

1.44
C 86.82 16.55 79

As indicated by this measurement, Treatment Group C pupils were

slightly more intelligent than the Treatment Group B population.

Of significance, however, is the relatively low mean IQ of both

Treatment Groups and the large standard deviations indicating a

vide range of mental ability. This range of mental ability

complicated by differences in English language facility gives

some indication of the complexity of grouping kindergarten pupils

for English language programs.

Table XLVIII compares the Total Score achievements of Treatment Group B

males and females with Treatment Group C males and females on the

Hibilidad-General administered in January, 1965.

Babilidad-General, Total Score (65 possible)

Treatment Group Mean S.D. n

B 16.64 9.84 156

C 15.65 10.34 80

t value

.7124



There were no signifisant differences between Treatment Groups on

the basis of Total Score, Habilidad-General. The relatively low

scores attained by both groups were probably caused by the group

testing procedures employed. Review of Table XXXV will indicate

score differences obtained through group and individual testing.

Table XLIX compares the achievements of Treatment Group B total population

with Treatment Group C total population on Total Score, Linguistic

Capacity Index Form B administered in October, 1964.

Linguistic Capacity Index Form B (60 possible)

Treatment Group Mean S.D. n

B 25.45 13.30 171

C 29.80 10.82 86

**Level of confidence .01

=11,4[11111.111121._,

t value

2.80**

When the Linguistic Capacity Index was employed as a control

variable, score differences significantly favored the Treatment C

population. In spite of the rather subjective evidence revealed

in lable XXVIII, it appears that Treatment C pupils were more

facile in the use of English on entrance to kindergarten than was

the Treatment B population.
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Table L indicates the score differences obtained on the Vocabulary Section,

Linguistic Capacity index Form B, between Treatment Group B and

Treatment Group C total populations, October, 1964.

Vocabulary Section, LCI Form B (20 possible)

Treatment Group Mean S.D. n

B 8.42 4.76 171

c 9.39 4.34 86

t value

1.64

Differences approaching significance favored the Treatment C

population. In light of the .items tested, however, (Appendix C)

the scores for both Treatment Groups are relatively low.

Difficulty in following directins seems a significant lector in

early grade test administration.

Table LI compares the differences in Phonology score, Linguistic Capacity

Index Form B, between the total populations of Groups B and C,

October, 1964.

Phonology Section, LCI Form B (20 possible)

Treatment Group Mean S.D. a

B 7.47 4.31 173.

C 9.34 3.81 86

** Level of confidence .01

t value

3.54**



Statistically significant differences favored the Treatment C

population. In that one of the major objectives of this research

was the development of the ability to recognize phonemes contrasted

in English but not in Spanish, this table lends additional support

to the contention that the Treatment C pupils were more facile in

understanding the phonological construct of English.

Table LII compares the total populations of Treatment Groups B and C

on the basis of Syntax scores obtained by the October, 1964,

testing, Linguistic Capacity Index Form B.

Syntax Section, LCI Form B (20 possible)

Treatment Grcrap

B

C

Mean

9.60

11.05

* Level of confidence .05

1.11

S.D.

5.19 171

4.00 86

t value

2.48*

.......11M11.11110

Knowledge of English syntax, to the significant degree indicated

by this table, lends additional support to the obvious English

language superiority of Treatment Group C.
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Before attempting to draw inferences from the data presented

in Tables LIII to IN, the resider is referred to page 5C for a review

of the test content and procedures of the Phonemic Production Survey.

Table LIII indicates differences Obtained by a comparison of scores of

the Treatment B and Treatment C total populations on the ability

to prrduco English vocabulary through the use of picture stimuli,

Phonemic Production Survey, October, 1964.

Vocabulary PPS (60 possible)

Treatment Group Mean S.D. n

B 22.83 15.37 165

C 29.00 14.75 80

* Level of confidence .01

t value

3.02**

The importance of control variable testing favoring Treatment

Group C is emphasized in this table. The Treatment C pupils were

able to recognize almost 50 percent of the vocabulary items

represents:J.1w pictures in the Phonemic Production Survey.



Table LIV indicates the mean scores obtained by the total populations of

Treatment Groups B and. C on the ability to'produce certain phonemes

of English without the oral stimulation of the examiner. These

scores were obtained through an administration of the Phonemic

Production Survey in October, 1964.

Phonemic Production, Unetimulated (121 possible)

Treatment Group Mean S.D. n

B 44.53 27.71 165

C 57.38 29.66 8o

* Level of confidence .01

t value

3.24**

Tito major conclusions maybe drawn from an interpretation of this

table:

- The Treatment C pupils were obviously able to produce
English phonemes more accurately than the Treatment B
population.

The wide range of phoneme production ability as evidenced
by the large standard deviations of both Treatment Groups
represents a major obstacle in classroom implementation
of English language programs.



Table LV indicates the total phonemic production ability, stimulated and

unstimulated, of Treatment Groups B and C. These scores were

obtained through an administration of the Phonemic Production

Survey in October, 1964.

Total Phonemic Production Ability, PPS (121 possible)

Treatment Group Mean S.D. n

B 78.52 27.00 165

c 87.73 26.33 8o

* Level of confidence .05

t value

2.54*

Table LV stibstantiates the two major conclusions of Table LIV.

The differences, however, are statistically smaller indicating

that most Spanish-speaking pupils can mimic English phonemes.

Table LVI compares the achievements of Treatment Groups B and C total

populations on Total Score, Linguistic Capacity Index Form B,

administered in May, 1965.

Total Score, LCI Form B (6o possible)

Treatment Group Mean S.D. n

B 40.24 8.35 134

C 44.43 8.81 73

*11. Level of confidence .01

t value

3.33**



Treatment Group C pupils scored significantly higher on the May

administration of the LCI form B. Based on results of this measure,

mean language growth of both Treatment Groups between October and

May wIts approximately the same.

Table LVII indicates the score differences obtained on the Vocabulary

section, Linguistic Capacity Index Form B, between Treatment Groups

B and C total populations, May, 1965.

Vocabulary Section, LCI Form B (20 possible)

Treatment Group Mean S.D. n

B 13.88 3.09 134

C 15.31 3.27 73

** Level of confidence .01

t value

3.06**

Statistically significant differences favored Treatment C pupils

on the Vocabulary subtest of the LCI Form B.

Table LVIII compares the differences in Phonology score, Linguistic

Capacity Index Form B, between the total populations of Treatment

Groups B and C, May, 1965.

Phonology Section, LCI Form B (20 possible)

Treatment Group Mean S.D. n

B 11.53 3.22 135

C 13.21 2.98 73

** Level of confidence .01

t value

3.77**



Significant score difference favored the Treatment C population.

Table LIX compares the total populations of Treatment Groups B and C on

the basis of Syntax scores obtained through the May, 1965 testing,

Linguistic Capacity Index Form B.

Syntax Section, LCI Form B (20 possible)

Treatment Group Mean S.D. n

B 14.83 3.22 135

C 15.87 3.84 73

* Level of confidence .05

t value

1.96*

Narrower though still significant differences favored Treatment

Group C pupils.

1=11611116

Table LX indicates differences obtained through a comparison of scores

of the Treatment B and Treatment C total populations on the

ability to produce English vocabulary through the use of picture

stimuli, Phonemic Production Survey, May, 1964.

Vocabulary, PPS (60 possible)

Treatment Group Mean S.D. n

B 44.82 10.83 134

C 51.23 7.33 72

41* Level of confidence .01

t value
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Teatcant Group C pupils could'respond more accurately to the

picture stimuli of the Vocabulary PPS, to the significant .degree

revealed in Table LX.

11111111;211111111111101111.

Table LXI indicates the mean scores obtained by the total populations of

Treatment Groups B and C on the ability to accurately produce

certain phonemes of English without the oral stimulation of the

examiner. These scores were obtained through a May, 1965

administration of the Phonemic Production Survey.

Phonemic Production, Uhstimulated (121 possible)

Treatment Group Mean S.D. n

3 85.03 20.95 134

C 92.65 15.67 72

*II Level of confidence .01

t value

2.94**

Treatment Group C pupils scored high on the ability to produce

English phonemes without the aid of the examiner. The higher

mean scores and the lover standard deviation indicates the

Treatment C pupils were significantly more facile in English

sound production following the experimental year.

89.
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Table LXII indicates the total phoneme production ability, stimulated
and unstimalated, of Treatment Groups B and C. These scores were

Obtained through en administration of the Phonemic Production

Survey, May, 1965.

Total Phoneme Production Ability (121 possible)

Treatment Group Mean S.D. n t value

B 107.14 9.12 134

2.47*C 103.43 10.83 72

* Level of confidence .05

On review, Table LXII seems inconsistent with earlier findings

based on administrations of the Phonemic Production Survey. There
are two possible

explanations for the statistically significant

differences favoring Treatment Group B on this measurement. The

first one seems most logical.

Treatment Group C pupils attempted more vocabulary items,resulting in a higher number of phoneme errors, unstimulated.This contention is supported by the findings in Table LXindicating that Treatment C pupils could recognize a highernumber of vocibulary, items than the Treatment B group. Ineffect, this meant that by not attempting the vocabularyitems TreatmeLt B pupils were given an opportunity to mimicthe examiner and thus scored higher on stimulated phonemeproduction.

One teacher in Croup B was outstanding in ber ability toimprove the sound production achievements of her pupils.Other Treatment Group C teachers may not have been asparticular about individual phonemes within words,
concentrating instead on total vocabulary improvement.
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Two additional detailed analyses of the October, 1964, and

May, 1965, administrations of the Linguistic Capacity Index Form B and

the Phonemic Production Survey were made:

- Analysis of mean gains on the Linguistic Capacity Index
Form B as scored by three populations:

Population x: Monolingual English
200 kindergarten pupils from Clovis,

California, schools not
participating in the research.

Population y: Bilingual, Englimh and Spanish

Population z: Monolingual Spanish
Populations y and z were composed of

kindergarten pupils of Treatments
B and C grouped on the basis of
English language facility.

- Analysis of the correct responses of pupils of Treatment
Groups B and C on individual phonemes of the Phonemic
Production Survey.
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Table LXIII indicates the differences in mean "mores among populations

x, y, and z on all subtexts and Total Score, Linguistic Capacity

Index Form B.

Linguistic Capacity Index Fors B October, 1964-May, 1965

October, 1964 May, 1965

Population:

Bilingual, English-Spanish)

x Monolingual, English)

147
200y
128z Monolingual, Spanish) 103 92

1

i

Measure Population Scores Gain

LCI Vocabulary x
(20 possible) y

z

La Phonology x
(20 possible) y

z

LCI Grammar x
(20 possible) y

z

WI Total Score x
(60 possible) y

z

October, 1964 May, 1965

16.0
11.6 15.5 3.9
3.3 12.5 9.22

15.8
10.7 13.4 2.6
3.4 10.1 6.7

16.9
12.8 16.7 3.9
4.7 13.0 8.1

48.8
35.2 45.7 10.7
11.6 35.7 24.0

Table LXIII indicates that monolingual Spanish-speaking pupils

made greater than average gains on all subtexts of the LCI based

on fall and spring testings. Of greater significance, however, are

the relatively narrow differences among population scores on the

May, 1965, measurement. It appears that as a result of the

kindergarten linguistic experiences, the populations are more

nearly similar in English language abilities on entrance to first

grade.
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Table Lxry indicates the number and percentage of correct responses by

item on the Grammar section of the Linguistic Capacity Index

Form 3, October, 1964-May, 1965, administration.

Item Analysis, Grawmar Section, LCI

October, 1964 May, 1965

Population
x (Nbnolingual English)
y-z (Spanish language oriented) 250

Item
Number(s)

n
200
220

Structure Correct Responses
Populations: y. z 1,..z x

Oct., 1964 Nast, 1965 May, 1965
n * n f n %

1 can + a simple verb
2,4,7 114- Ana as a present

tense
3,12 has + en as perfect

tense
5,14 noun as indirect object
6 likes
8,18 1.2221.1 vs. Ata92.11
11 negative in verb +

auxiliary construWou
9,16 - auxiliary

constructions
10,19 zs. aad 728s adjective

caparison
20 more as adjective

comparison
13 .2.11 1.2 es future
15 noun as noun-mcdigier
17 passive with be as

past participle

74

414

132

287
140
192

157

194

261

181

119
168

72

29.6 121 55.0 145 72.5

55.2 589 89.2 542 90.3

26.4 265 60.2 223 55.8

57.4 365 83.0 87.3
56.0 192 87.2 191. 95.5
38.4 288 65.4 362 90.5

62,8 186 84.5 190 95.0

38.8 288 65.5 318 79,5

52.2 366 83.2 382 95,5

72.4 212 96.4 195 97.5

47.6 173 78.6 189 94.5
67.2 188 85.5 186 93.0

28,8 108 49.1 114 57.0

4WINIONWIMMAJNIMOMP

Analysis of the results of the October and. May testing, Grammar

section, LCI, by language facility groups leads to several logics1

:onclusions:

. The effectiveness of the linguistic program In toaclUng
specific syntactic structurer.
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- An estimate of the range of syntactic recognition abilities
of Spanish- speaking and English-speaking five year olds.

- The relative difficulty of theoe structures for Spanish-
speaking and English-speaking pupils.

Similar, also, to the results of Table LXIII, the mean differences

among the populations markedly narrows in the spring testing.

Undoubtedly, English syntactic structure can be taught through

formal classroom procedures in the kindergarten year.

Table LXV indicates the rank order, number and percentage of correct

responses of pupils of Treatment groups B and C between October, 1964

and May, 1965, on the basis of total phoneme production, Phonemic

ProducUon Survey.

Correct Responses, Total Phoneme Production, PPS

Code:

vd voiced consonant
vl voiceless consonant

before r
final position

t- beginning position
-t- meL4cl position
-t ending position

Population: n=221

Consonants October, 1964

/ /

/

/ /

/ -f /

/ -d /

Number Percent

56 25.3

72 32.5

74 33.4

83 37.5

85 38.5

n=183

NO, 1965
Number Percent

62 33.8

102 55.7

112 61.2

66 36.0

122 66.6



Consonants

Table LXV (continued)

Population: a=221

October, 1964
Number Percent

nx183

May, 1965
Number Pe cent

93 42 135 73.7

96 43.4 125 68.3

97 43.8 117 63.9

99 44.7 109 59.5

105 47.5 150 81.9

113 51.1 142 77.5

127 57.4 142 77.5

126 57 139 75.9

129 58.3 138 75.4

132 59.7 135 73.7

139 62.8 168 91.8

ih2 64.2 109 59.5

144 65.1 161 87.9

144 65.1 151 82.5

145 65.2 139 75.9

155 70.1 141 77.0

155 70.1 144 78.6

157 71.0 159 86.8

157 71.0 160 87.4

157 71.c 146 79.7

158 71.1 176 96.1

161 72.8 137 74.8
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174 78.7

175 79.1.

175 79.1

176 79.6

176 79.6

176 79.6

178 80.5

180 83..4

182 82.3

183 82.8

184 83.3

184 83.3

189 85.6

195 88.2

198 89.5

90.4

90.7

95.0

88.5

94.5

85.7

75.9

93.4

84.1

70.4

95.o

91.8

91.2

98.3

94.5



Consonants

/ t- /

Table LXV (continued)

Population: nz221

October, 1964
Number Percent

me 91.4

91.8

91.8

93.2

93.2

93.2

93.2

93.6

95.0

93.6

94.1

94.1

94.5

94.5

95.4

97.2

97.2

48.8

58.3

6o.6

62.4

71.o

-b- /

/ -k /

/ P- /

/ f- /

203

203

206

206

/ / 206

/ / 206

/ 1- / 207

/ d- / 210

/ -P / 207

/-Y-/ 208

/ / 208

/ -m- / 209

/ b- / 209

/ k- / 211

/ n- / 215

/ m- / 215

/ Or- / 108

/ 129

/ hw- / 134

/ fr- / 138

/ kl- / 157

nw183

May, 1965
NuMber Percent

177 96.7

177 96.7

174 95.0

181 98.9

181 98.9

178 97.2

178 97.2

183 100

183 100

179 97.8

167 91.2

179 97.8

180 98.3

180 98.3

179 97.8

182 99.4

182 99.4

176 96.1

112 61.2

144 78.6

166 90.7

171 93.4



Table LXV (continued)

Consonants

Population: isx41

October, 1964

I ex- I

in-/
/-)z/
/ on- /

/ GP- /

/ tre. /

/ dr- /
/ et- /
/ -br- /
/ -nts /
/ ok- /

/ -1z /

/ Isv- /

/ bl- /
/ br- /
/ -rz /
/ kr- /
/ -it /
/ -ks /

/g / --f
/ i -iy / I NSW / r /

.....-111
141A..1.11.1

Key, 1965
Percent

93.4

87.4

80.3

88.5

93.4

96.7

94.5

88.5

95.0

94.5

88.5

97.2

91.8

97.2

98.3

86.8

98.3

.91.2

98.3

96.1

97.8

Number Percent Number

160 72.3 171

163 73.7 160

167 75.5 147

169 76.4 162

170 76.9 171.

170 76.9 177

172 77.8 173

171e 78.7 162

174 78.7 174

175 79.1 173

176 79.6 162

3.77 80.0 178

177 80.0 168

181 81.9 178

183 82.8 180

187 84.6 159

192 86.8 180

197 89.1 167

211 95.4 180

205 92.7 176

204 92.3 179
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Table LXV (continued)

Population: n-221 n=183

Vowels
October, 1964

4 / --Before

Voiceless
Consonants

/40/ --Before In

/9/ --Before Voiced
Consonants

/ i / --vd

/o/ --1/1

/ u / --vi

/ i / --vi

/ e / --vd

/ ow / -- Final

/ a / --v1

fp / --vd

/ ey / --v1

/ uw / --vi

/ a / --vd

/ e--ey / -- / r /

/ iy / --vd

/ iY / .--f

/ air / --v1

/ o / -- / r /

/ae/ -- vd

Vivo 1965

Percent
Humber Percent Nutber

113 51.1 150

132 59.7 154

132 59.7 140

133 60.1 111

144 65.1 148

151 C8.3 167

161 72.8 174

165 74.6 159

170 76.9 167

174 78.7 166

179 80.9 182

187 84.6 179

189 85.5 178

189 85.5 177

190 85.9 177

191 86.4 183

192 86.8 182

196 88.6 182

197 89.1 183

197 89.1 173

-99-

81.9

84.1

76.5

60.6

80.8

91.2

95.0

86.8

91.2

90.7

99.4

97.8

97.2

96.7

96.7

100

99.4

99.4

100

94.5



Table LXV (continued)

Population: n=221

October, 1964
Number Percent

/1-Y/

/o

/e

113.

/..vd

aw vd

uw

/ a/ --r

/ ay / --v1

oy --f

198 89.5

198 89.5

200 90.4

203 91.8

206 93.2

209 94.5

210 95.0

211 95.4

212 95.9

n=183

May, 1965
Number Percent

183 100

182 99.4

179 97.8

177 96.7

182 99.4

183 100

180 98.3

183 100

183 100

There was a total of three administrations of the Nabilidad-

General, Nivel Primario, made on the Treatment B population:

- January, 1965 group administration
- January, 1965 individual administration

(random population)
Nay, 1965 group administration

and two administrations conducted with the Treatment C population:

- January, 1965 group administration
1965 group administration.
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Table LXVI indicates the differences in Tbtal Score nbtAirAd through the

May, 1965, poup administration of the Habilidad- General for

Treatment Groups B and C total populations.

Habilidad-General, Total Score (65 possible)

Treatment Group Mean S.D. n

B 27.02 10.50 138

C 17.96 11.25 78

** Level of confidence .01

t value

5.82**

The statistically significant difference indicated in Table LXVI

should be interpreted after review of Table XLVIII, which indicated

no differences between Treatments B and C on the January administration.

Mere are three possible explanations for this circumstance:

- The relatively low scores for both Treatment Groups on
the January administration tend to support the hypothesis
that the group testing procedures were inappropriate for
a kindergarten population. Table XXXV, which compares
scores of individual and group administrations, lends
credence to this hypothesis.

- The English language superiority of Treatment Group C,
Table XXVIII as revealed through an analysis of scores
of the Linguistic Capacity Index Form B, would be a
liability with the Spanish directions of the Habilidad.

- Dependence on Spanish was more typical of Treatment
Group B pupils after the experimental program.



I

i,

ITables LXVII to LXX/ compan score differetimen on mnital sunrm:

and on various subtests of the Metropolitan Readiness Tests Form R

Which were intended as the criterion variables of English law -lege

growth resulting from the linguistic procedures employed in teaching

English as a foreign language.

Table LXVII compares the Total Scores of the male and female populations

of Treatment Groups B and C on the Language sUbtests, Metropolitan

Readiness Tests Form R, May, 1965.

Total Score, Metropolitan Readiness (66 possible)

Treatment Group Mean S.D. n

B 36.79 13.08 149

C 42.09 12.91 76

** Level of confidence .01

t value

2.89**

Statistically significant differences favored the Treatment

Group C population on the May, 1965, end of kindergarten year of

measurement.

=11111104.
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Table LXVIII comparew scores obtained by the male and female populations

of Treatment Groups B and C on the subtebt Word Meaning,

Metropolitan Readiness Tests, May, 1965.

Word Meaning, Metropolitan Readiness Tests (19 possible)

Treatment Group Mean S.D. n

B 11.75 3.54 149

C 12.72 3.46 76

* Level of confidence .05

t value

1.97*

Smaller, though still significant, differences favored the

Treatment Group C population on the Word Meaning subtest of the

Metropolitan.

Table LXIX compares scores obtained by the male and female populations of

Treatment Groups B and C on the Sentences subtest of the

Metropolitan Readiness Tests administered in May, 1965.

Sentences, Metropolitan Readiness Tests (14 possible)

Treatment Gr, p

B

C

Mean S.D. n

7.59 3.00 149

7.69 3.15 76

t value

.2289

Score achievements of both Treatment Groups on this measure were

approximately the same.

-103-

11111.11,



able LXX compares scores obtained by Treatment Groups B and C males and

females on the Information subtest of the Metropolitan Readiness

Tests administered in May, 1965.

Information, Metropolitan Readiness Tests (14 possible)

Treatment Group Mean S.D. n

B 9.14 5.13 148

C 9.96 3.48 76

c value

1.76

....1111111111.5
Slight though not significant differences favored the Treatment C

population.

Table LXXI compares SCOlde obtained by males and females of TreaLment

Groups B and C on the subtest Matching, Metropolitan Readiness

Tests administered in May, 1965.

Matching, Metropolitan Readiness Tests (19 possible)

Treatment Group Mean S.D.

B 8.93. 5.40 149

C 11.86 4.99 75

level of confidence .01

t value

4.o6**

Statistically significant differences at the .01 level favored

the Treatment Group C pupils on this subtest.
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Statistical Analysis: Levels of English Language Facility

A three-way analysis of variance was conducted on the basis

of sex treatment and level of English language facility.

A level of English language facility was determined for each

pupil of Treatment Groups B and C through the use of pupil data

cards completed by the classroom teacher, a home visit by a member

of the research team aceompanied by the school nurse, and classroom

interviews with individual pupils:

Level 1 - Little or no facility in English
Level 2 - Able to understand simple directions but

unable to carry on a conversation
Level 3 - Able to carry on a conversation

There were two administrations of the Linguistic Capacity

Index Form. B (October, 1964 - May, 1965) and two administrations of

the Phonemic Production Survey (October, 1964 - Mey, 1965). The

comparisons which follow were based on pupi achievements on those

selected measurements between the October and May testing periods.

Table LXXII indicates the analysis of variance on the basis of score

gains between October, 1964 and May, 1965 testings, Vocabulary

section, Linguistic Capacity Index Form B.

Vocabulary Section, LCI Form B

BF SS MSETT

Levels 2 740.0 370.0 10.76**Sex by levels 2 404.9 202.5 5.89**
Treatment by levels 2 68.2 34.1 0.99

Error 185 6373.8 34.4

** Level of confidence .01...01.=110.11
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English language facility Level I made the most extensive language

growth between October and May on the basis of scores on the

Vocabulary section, Lei Form". This superiority was probably due

to the low ceiling on the test reducing the opportunities for

pupils able to converse in English (Level III) to score higher.

There was an interaction in the sex by levels analysis. Scores

attained by the male population at Level I (little or nr, "'minty

in English) were higher than those of the female population while

the r'verse was true for Level II language facility; females

attaining higher man gain scores than males.

Pupils in each of the levels categories performed similarly

regardless of Treatment Graup.

Table LXXIII indicates the analysis of variance on the basis of score

gains between October, 1964 and May, 1965 testings, Phonology

section; Linguistic Capacity Index Form B.

Phonology Section, LCI Form B

EFF DF SS MS

:Levels 2 6o.6 30.3 1.19
Sex by levels 2 207.2 105.6 11.08*

Treatment by levels 2 17.5 8.7 0.34

Error 185 4701.6 25.4

* Level of confidence .05

aNNIsarear=wefflowlawillima



There were no significant score differences among pupils of the

three levels of English language facility on the basis of the

Phonology section of the LCI.

Males in English language facility groups I and III made greater

progress in ability to differentiate among phonemes than did

females; for language facility group II the females were superior.

Treatment Group B pupils having little or no facility in English

(Level I) were slightly superior to Treatment Group C pupils of

comparable language facility. Treatment Group C pupils (Levels II

and III) were slightly. superior to the Treatment B group.

Table LXXIV indicates the analysis of variance on the basis of score

gains between October, 1964 and May. 1965 testings, Syntax section,

Linguistic Capacity Index Form B.

Syntax Section, LCI Form B

DF SS MStalk

Levels 2 36.2 18.1 0.49
Sex by levels 2 120.6 60.3 1.62
Treatment by levels 2 23.6 11.8 0.32

Error 185 6873.5 37.15

English language facility group III was superior to both I and II

on the basis of syntax knowledge.
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English language facility group I males recorded higher mean gain

scores then did females at the mean level of language competence.

For Level II language facility there were no differences in score

gains. Females of the Level III group recorded higher scores than

did males in the same language category.

Treatment B pupils, Levels I and XII, made greater gains in

syntax knowledge than Treatment C pupils of comparable language

ability.

Table LXXV indicates the analysis of variance on the basis of Total

Score gains between October, 1964 and May, 1965 testings,

Linguistic Capacity Index Form B.

Total Score, LCI Form B

DF SS MStrY

Levels 2 524.0 262.0 1.01
Sex by levels 2 1901.0 950.5 3.65*
Treatment by levels 2 334.0 167.0 0.64

Error 185 48170.0 260.38

Level of confidence .05

Level I language facility pupils made greater mean gains based on

differences between October and May testings than did language

Levels II and III.

Females in language facility groups I and III were superior to

malt:3 based on total meon score gains.
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Treatment Group C pupils, language facility groups I and III, were

superior to Treatment Group B pupils in similar language categories.

Table LXXVI indicates the analysis of variance on the basis of score

gains on the Vocabulary section, Phonemic Production Survey,

between October, 1964 and May, 1965.

Vocabulary Section, PPS

EFF DF SS MS F

Levels 2 386.0 1930 1.35Sex by levels 2 159.0 79.5 .56Treatment by levels 2 177.0 88.5 .62

Error
'.65 26418.0 142.8

Level I English facility group pupils made slightly greater gains

based on vocabulary score differences (October-May) than did

pupils of Levels II and III.

Males of Treatment Group B were consistently superior to those

of Treatment Group C.

Treatment Group B gain scores on this measure were superior to

those of the Treatment C group.
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Table LXXVII indicates the analysis of variance on the basis of score

gains on pupil ability to produce consonant sounds without

examiner assistance, Phonemic Production Survey, October, 1964-

May, 1965.

UnstimuLated Consonant Sounds, PPS

EFF DF SS MS

Levels
Sex by levels

2
2

207.0
44.o

103.5
22.0

.64

.14
Treatments by levels 2 22.0 11.0 .07

Error 185 29756.0 160.8

Differences in score achievements of the three language facility

groups were slight.

Boys in all three categories of language facility made greater

gains than did girls.

In general, Treatment Group B pupils in the three language

categories made greater gains than the Treatment C group.

Table LXXVIII indicates the ana\ysis of variance on the basis of score

gains on pupil ability to produce consonant clusters without

examiner assistance, Phonemic Production Survey, October-May.

Unstimulated Consonant Clusters, PPS

EFF DF SS ns F

Levels 2 26.8 13.4 .47
Sex by levels 2 110 55.0 1.92
Treatment by levels 2 14.3 7.1 .25

Error 185 5294.0 28.62
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Pupils in English language facility group II made greater progress

in their ability to produce consonant clusters than did pupils of

the other two language facility groups.

Boys in all three language facility groups made greater gains than

did the girls.

Pupils in Treatment Group C language levels I and III made greater

gains than did similar Treatment Group B-pupils.

Table LXXIX indicates the analysis of variance on the basis of score

gains on pupil ability to produce vowel sounds without examiner

assistance, Phonemic Production Survey, October-May.

Unstimulated Vowel Sounds, PPS

DF SS MSErie

Levels 2 100.4 50.2 1.18
Sex by levels 2 53.5 26.7 .63
Treatment by levels 2 11.9 5.9 .14

Error 185 7871.8 42.6

Pupils in English facility group II made greater gains on the

ability to produce vowel sounds without examiner assistance than

did pupils of facility groups I and III.

Girls in all three language facility groups made greater progress

than did boys.

Except for language facility level III pupils, Treatment Group C

made greater gains than did Treatment Group B pupils.



Table LXXX indicates the analysis of variance on the basis of Total Score,

pupil ability to produce phonemes (unstimulated), Phonemic

Production Survey, October44ay.

Total. Score, Phonemes (unstimulated), PPS

EFF DF SS MS F

Levels 2 1770.0 885.0 1.46
Sex by levels 2 890.0 1445.0 .73
Treatment by levels 2 20.0 10.0 .02

Error 185 112380.0 607.46

.Level I English facility pupils scored higher than did pupils of

Levels II or III.

Boys in all three language fadility groups made greater gains than

did girls,

Except for language facility group III, Treatment Group B pupils

made greater gains on unstimulated ability to produce phonemes

than did pupils of Treatment Group C.

Table LXXXI indicates the analysis of variance on the basis of pupil

gains between the October, /964 - May, 1965 testings, ability to

produce consonant sounds with examiner assistance, Phonemic

Production Survey.

Consonant Sounds with Sttmulation, PPS

DF SS MS F

Levels 2 76.0 38.0 .20
Sex by levels 2 145.0 72.5 .38
Treatment by levels 2 105.0 52.5 .28

Error 185 35060.0 189.5

-112-



Level II English facility group made greater gains on the ability
to produce consonant sounds with examiner stimulus. This

advantage, however, may in fact indicate that the Level II group

made less phonemic growth since these scores represent achievements
in mimicry rather than significant phonemic mastery of English

sounds.

Girls of the Level I and II English facility groups were superior

to the boys in ability to produce phonemes with stimulation. A
contrast with Table LXXVII, however, indicates that the males were

superior in unstimulated responses, a more significant factor in

English language growth.

Treatment Group C was superior to the B group at all levels of

English facility on the ability to produce phonemes with examiner

assistance. Again, however, a contrast with Table ',XXVII would

indicate the superiority of the B group at all levels in the more

significant skill of unstimulated consonant sound response.011
Table LXXXII indicates the analysis of variance on the basis of pupil

gains between the October, 1964 and May, 1965 testings, ability to

produce consonant clusters with stimulation, Phonemic Production
Survey.

Consonant Cluster Sounds with Stimulation, PPS

OF

Levels 2
Sex by levels 2
Treatment by levels 2

Error 185

SS MS

1.8 .9
25.1 12.55
28.1 14.05

6300.1 34.1

.o3

.37

.41
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1

Level II English language facility made greater gains than did
Levels I or III on the ability to mimic consonant sounds. Males
of the Level I group made slightly greater gains than did
comparable males of Levels II or III, and males in all three
language categories made greater growth in mimicry than did females.
Similarly, females of the Level I English facility group made
slightly greater gains than did the females of language facility
groups II and III.

Except for English facility level III, Treatment Group B pupils
.made greater gains in ability to mimic consonant clusters than did
Treatment Group C pupils.

Table LXXXIII indicates the analysis of variance on the basis of pupil
gains between the October, 1964 and May, 1965 testings on the
ability to produce vowel sounds with examiner assistance, Phonemic
Production Survey.

Stimulated Vowel Saands, PPS

Levels
Sex by levels

Treatment by levels

Error

DP SS MS

2 71.0 35.5 .782 76.0 38.0 .832 37.8 18.9 .41

185 8437.6 45.6

English language facility level II made greater gains on the
ability to mimic vowel sounds than did pupils of Levels I or III.

-114-



A possible explanation is that Level III pupils attempted the

examination items and thus were not given an opportunity to mimic

the sounds tested. Conversely, Level I pupils (little or no

facility in English) failed the test items even when encouraged to

mimic.

Except for language facility level I, boys made greater gains on

the ability to mimic vowels than did girls. The Level II boys

made the greateit achievement gains.

Treatment Group B language facility group II made the moat

extensive growth in the ability to mimic vowels.

Table LXXXIV indicates the analysis of variance on the basis of pupil

gains between the October, 1964 and May, 1965 testings, phonemic

production ability (stimulated and unstimulated), Phonemic

Production Survey.

Total Scare, Phon, Production Survey

DF SS MSElk

Levels 2 330.0 165.0 2.85*
Sex by levels 2 760.0 380.0 6.56**
Treatment by levels 2 410.0 205.0 1.54*

Error 185 10720.0 57.9

Levels of confidence ** .01
* .05

Level I English language facility group made the most extensive

language growth on the basis of Phonemic Product,on Survey testing.
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Boys in all three language facility groups made greater lauguage

growth than did girls.

Treatment Group B pupils in all three language categories made

greatest score gains on the Phonemic Production Survey measurement

following the experimental year.
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1

CHAPTER VI

SUMMARY AND CONCLUSIONS

This study was conducted to evaluate the effectiveness of a

linguistically designed program of English language development for

kindergarten pupils whose primary language is Spanish.

There were three instructional emphases in the procedures of this

research:

- Auditory discrimination and production of phonemes
contrasted in English but not in Spanish;

- Development of pupil ability in the use of English
grammar;

Development of an English vocabulary adequate for
first grade reading instruction.

Measurements were made on three populations, and the achievements

of pupils were statistically analyzed.

Based on a review of the instructional procedures, measurements

and analyses, the following conclusions may be drawn.

1. The phonology, syntax and vocabulary of English can be learned by

Spanish language oriented kindergarten pupils through formal

classroom procedures.

2. The major difficulties in improving the English language abilities

of the Spanish surname pupil are in the area of classroom

instructional practice rather than linguistic theoretical design.

3. Based on administrations of the Linguistic Capacity Index and

Phonemic Production Survey, the most significant English language

improvements in phonology and syntax were made by those kindergarten

pupils of minimal English facility.



4. In general, boys with minimal English language abilities responded

more significantly to phonological instruction than did girls.

5. Certain pholeme and syntactic structures respond more sensitively

to direct instructional procedures than do others, suggesting

greater emphasis on the comparative difficulty of linguistic

elements in designing early grade foreign language programs.

6. Based on a Harris-Goodenough Intelligence measurement, the mean.IQ

of the total population was 84, significantly below the normal range.

7. Based on the results of Form A Linguistic Capacity Index, there

were no significant language achievement differences between

Treatments A and B.

8. Based on the results of the Metropolitan Readiness Tests, there

'NI were no significant differences in the achievements of the

Treatment A and Treatment B populations.

9. Treatmert Group C pupils were more facile in English sound

production, syntax knowledge and vocabulary at kindergarten

entrance than were pupils of Treatment Groups A and B.

10. Treatment Group C was superior to Treatment Groups A and B on all

aspects of English sound production, syntax knowledge and vocabulary

at the end of the experimental year.

11. Based on the experiences of administering both individual and

group tests, group testing procedures are inappropriate for

obtaining valid scores. Extreme difficulty was encountered in

examining groups as small as ten pupils.

12. The relatively low scores on the Metropolitan measure are indicative

of pupil inability to follow directions.

-118-

IWMIIIMMIM......I.....Iws.MI-



13. Linguistic analysis of the Metropolitan Readiness Tests (Form R)

indicates that this measure is in ,gpropriate for use in estimating

,,English language growth.

14. Based on the results of the Phonemic Production Survey, a major

Obstacle in designing more efficient English language programs is

the wide range of phoneme` production abilities of beginning

kindergarten Spanish-speaking pupils.

15. The irregular attendance patterns of pupils from culturally-

disadvantaged homes seriously affects outcomes of educational

programs designed to improve school achievements.

16. Family attitudes that school failure is an inevitable concomitant

of school attendance is reflected in the low grade level education

of Spanish-speaking parents. The fact that the average child

involved in this research was the third of the family to attend

school, prior school failures conditioned pupil attitudes.

17. The instructional problems of teaching English as a second

language are complicated by the communication patterns of parent(s).
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Appendix A

FORWARD TO TEACHERS

fairashjaaForl.akaagiae_
Many thousands of the students entering elementary schools

throughout the United States are learning Englishas a foreign language.
The degree of language handicap exhibited by these non-English speaking
students is sufficiently great to pose a serious problem to them in
learning to read-and in achieving and adjusting throughout their years of
schooling in an English language medium. The readiness of these students
to receive reading instruction in English can be accelerated through
direct language teaching procedures.

Language deficiencies in *young students can be identified, measured
and corrected. A systematic program of instruction including sequential
development of phonemic, syntactic and vocabulary skills will contribute
to the success in total language development.

This language program prepared for pre-reading kindergarten
students from Spanish language backgrounds is designed to teach the
discrimination and production of all English phonemes, the interpretation
and production of the basic sentence patterns of English, and a vocabulary
adequate to the needs of classroom procedure and the understanding of
beginning reading materials.

Teaching English Sounds

Learning the language sounds is an essential preliminary to learning
the language itself. It is possible for a person learning a language to
avoid troublesome words and constructions, but not phonemes or phonemic
combinations. They should be under control early so they may become
automatic. A child in his native language learns to distinguish those
which give contrastive meanings to words, the phonemes, and to disregard
or eliminate those Which do not. A child growing in a Spanish-speaking
household will distinguish sounds the English- speaker learns to ignore
and disregard some sound differences vital to English word meanings. He
will, for instance, hear "share" and "chair" as the same word.

The speech errors most commonly made by Spanish-speaking students
learning English are the following:

1. /y and /1/ interchanged
2. / / and /s/ contused
3. /iy/ substituted for /i/
4. /s/, /f/, or /y/ substituted for /64/
5. /z/, /v/1 or /d/ substituted for /d/
6. /k/ or /g/ added to /0/
7. /k/ substituted for /g/
8. /t/ substituted for /d/
9. /s/ substituted for /z/

10. /f/ substituted for /v/
11. /u/ substituted for /uw/
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12. /a/ substituted for /0!/i /c7/, and /9/
13. /w/ substituted for /hw/
14. /3/ substituted for /y/ in the initial position
15. Weak or absent final consonants
16. Lack of glide in vowels
17. Slight sentence stress

A teacher, in order to effectively teach the sounds of English, must
develop an understanding concerning how the mechanism for speech works,
how utterances may best be analyzed and described, and .how the sound
structure of English and that of the students' native language compare.

The first three units of this language program promote the discrimi-
nation of English phonemes. Phonemes are sounds which are in contrast
to one another. The sounds /b/ and /v/ are English phonemes because
they contrast in the words "base" and "vase," "cupboard" and "covered."
The native speaker of Spanish must be taught to hear this contrast which
does not exist in his language. The Spanish-speaking student will hear
/b/ and /v/ as variants of the same phoneme. Other English phonemes are
not contrastive in Spanish. These include /s/ and /0, /a/ and Ape',
/s/ and /z/. The first step in teaching English to Spanish-speaking
kindergarten students is to teach those English phonemes which do not
contrast in the Spanish language.

First, the consonant sounds are presented and contrasted in their
order of difficulty for the students. These comprise Units I and r,
Lessons 1.40. Lessons 41-45 in Unit III introduce consonant clusters
containing /s/ and /s/ in initial and final word positions. Lessons 46-6o
in Unit III present and contrast the English vowel sounds in combinations
most difficult for Spanish-speaking students to discriminate.

Sound discrimination and speech habits are developed through
exercise, games, stories, songs and poems.

English
Word order is of supreme importance in English. The structural

framework is fixed through extensive practice with a limited number of
words. A larger vocabulary can easily be added as required.

After the sounds of English are taught, lessons for the Spanish-
speaking students are organized around the sequential presentativa of
English senter"e structure. Vocabulary items are taught within these
structural contt.xts. All of the sentence patterns presented in Units IV
through VI are taught through functional drill using pattern practices in
the form of games, songs, stories and poems.

TeachiEglhaishjIrocabularz
Iii.t4ViEfiglish-speaking child entering school has a vocabulary

adequate for bis needs and it will increase substantially from year to
year. The vocabulary of beginning books is well below the understanding
and speaking level of most of the students. Weakness in understanding
words, however, has been diagnosed as a major problem with children from
foreign language backgrounds who have reading difficulty.

-123-



Young children understand much of what is being said. before they
start talking. lila must also come first for children learning Englishas a second language. Even when the language is learned, some parts will
remain relatively passive. Some words will be used for self-expression,
some will be recognized and unlaystood, but seldom or never used.

Since ttAlt vocabulary taught in one year of kindergarten instruction
will of necefieny be a small one, it is necessary that each word will be
needed as a part of the students' active vocabulary in the near future.
This will insure the repetition necessary for permanent acquisition.

A basic vocabulary of 191 words is presented within the sentence
patterns of Units IV through VI. These words were selected for their
immediate usefulness in classroom activities and their future usefulness
in the content of beginning reading meerial. Additional words may be
substituted in already learned sentence patterns as time and progress allow.

Instructional Aids

Extensive visual aids illustrate each lesson. These include pictures
for flannel board stories, puppets and varied games. Pocket charts are
constructed for pairs of contrastive phonemes so that the students can
sort the pictures that contain the same and different sounds. Each
vocabulary item is pictured on a large flash card and many on smaller
flash cards for each child to use in group response and in independent
drill. Several games have been constructed to give the students both
group and individual practice in discriminating sounds and constructing
English sentences. These are designed to provide additional motivation
for the Spanish-speaking students to practice English.

Patterns for all of the instructional aids and directions for their
preparation are to be found following each unit.

Class Organization

Instruction in the discrimination of English phonemes is to be given
all kindergarten students, both Spanish and English-speaking. Beginning
in approximately the third week of school, fifteen to twenty minutes a
day should be devoted to this phase of language instruction. Some of the
games, poems, finger plays and stories should be repeated on the play-
ground, during story time, while waiting for the bus, or whenever a few
moments are available during the day.

English sentence structure is presented in the second half of the
kindergarten year. For this phase and for the vocabulary concepts
developed through it, brief periods of direct teaching are devoted each
day to just the Spanish-speaking students. Each lesson ends with one or
more activities for the entire class which share the sentence patterns
and vocabulary concepts learned by the Spanish-speaking group with
class in games, poems and stories.

Throughout the year the Spanish and English-speaking groups should
participate in varied activities in the classroom and on the playground
with constant opportunity to use the English being taught. This can be
encouraged by arrcnging group membership so that Spanish-speaking
students work and play with English-speaking students as much as possible.
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The use of English should be encouraged in all phases of the kinder-
garten program, but under no circumstances should the Spanish- speaking
students be forbidden to use their native language at school.

Scheduling Activities
The following time schedule is suggested for kindergarten classes

of 150 minutes in which milk and rest are a part of the daily program:

Minutes Activi

15 Opening (Flag salute, roll call, discussion)
45 Work Period
10 Toileting and Washing Hands
10 Milk
10 Rest

20 Language
10 Outdoor Play
20 Music and Rhythms

5 Story

5 Prepare for Dismissal

The following time schedule is suggested for kindergarten classes
which follow a more formal reading readiness program 4nd do not include
milk or rest:

Minutes Activity

15 Opening (Flag salute, roll call, discussion)
45 Work Period (reading readiness and craft activities)
10 Outdoor Play
20 Concept Development (arithmetic, social studies, science)
20 Music and Rhythms
10 P.E.

20 Language

5 Song or Story

5 Prepare for Dismissal
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Lesson 1

Lesson 2

Lesson 3

Lesson 4

Lesson 5

Lesson 6

Lesson 7

Lesson 8

Lesson 9

Lesson 10

Lesson 11

Lesson 12

Lesson 13

Lesson 14

Lesson 15

Lesson 16

Lesson 17

Lesson 18

Lesson 19

Lesson 20

Unit I

Introduce /b/

Introduce /v/

Contrast /b/ and /v/

Contrast /b/ and /v/

Contrast /b/ and /v/

Introduce

Introduce /V

Contrast /tElf and /a/

Contrast and /CP/

Contrast and /C7

Introduce /A/

Review /9/

Introduce /41/

Review /á/

Contrast /0/ and /i/

Contrast /s /, /f/1 /t/, and /8/

Contrast /z /, /v /, /d/, and /4/

Review /0/ and

Introduce /0/

Review 17/
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LESSON 4

?urpose: To contrast the sounds /b/ and /v/.

1. Practice saying minimal pairs with the children, using pictures
whenever possible to illustrate the meaning of the words.

boat vote
bat vat
best vest
berry very
robe rove
cupboard covered
base vase

2. Put pictures on the flannel board of both Bob and Virginia (1 and 3).
Have pictures of several objects containing /b/ and several
containing /v/. Children place under Bob all pictures containing
/b/ and under Virginia all with /v/.

3. Tell the story of "The Blue Bonnet," using the flannel board and
bonnets cut from all colors (6). The children take turns telling
this story, too, and take the parts of the sales lady and Virginia.

Once upon a time there was a little girl named Virginia Brown.
When Virginia went out to play she always wore a bonnet.

Ons day when she was playing hide and seek, she lost her beautiful
bonnet.

Mother said, "We'd better go to the store so you can have a new
bonnet." Virginia was very happy.

The lady in the store said, "What can I do to help you?"

Mother said, 1.4.y little girl would like to have a new bonnet."

The lady reached in a drawer and brought out a red bonnet.
"Would you like to have this red. bonnet, Virginia?"

Virginia said, "I don't want to have the red bonnet."

So the lady reached in the drawer and brought out another one.
"Do you want to have this black bonnet, Virginia?"

Virginia: "I don't want to have the black bonnet."

-127-



Lady: "Do you want to have this green bonnet, Virginia?"

Virginia: "I don't want to have the green, bonnet."

Lady: "Do you want to have this yellow btonnet, Virginia?"

Virginia: "I don't want to have the yellow bonnet."

Lady: "Do you want to have this brown bonnet, Virginia?"

Virginia: "I don't want to have the brown bonnet."

Lady: "Do you want to have this purple bonnet, Virginia ?''

Virginia: "I don't want to have the purple bonnet."

Lady: "Do you want to have this orange bonnet, Virginia?"

Virginia: "I don't want to have the orange bonnet."

Lady: "There is one bonnet left. Do you want to have this blue
bonnet, Virginia?"

Virginia: "Oh, dear, I don't want to have the blue bonnet, either.
But I like it best."

Lady: "Maybe Virginia would like some decoration on the blue
bonnet." (The lady vent over to the jewelry counter for a few
minutes, and when she came back she bad a butterfly to pin on
the blue bonnet.)

Virginia said, "Oh, that is the one I want to have'. What a pretty
blue bonnet with a butterfly on it'."

Virginia was very happy to have such a beautiful bonnet.

(Have the children take the bonnets from the board one at a time.)

Teacher: "Give me the brown bonnet, please," etc.
Child: "I have the brown bonnet," etc.
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LMSON 5

Purpose: Contrast the sounds /b/ and /v/.

1. Eve several pictures of food items sucn as ham, pie, veal loaf,
cake, rolls, and biscuits (7). Each child will take a turn
choosing a picture and saying, "My mother bakes in her
stove."

2. Have pictures or objects in a bag that contain /b/ or /v/ (4).
One child reaches in and pulls one out. He can say, "I have

from the bag." Tbe children take turns at this until
of the pictures or objects have been removed from the bag.

3. Eight children are given vases cut out of paper and stapled
together (5). Each child has a different color. There is
one picture containing /b/ or /v/ in each vase and duplicate
pictures displayed for all the children to see (4). One child
is "it" and asks, "Do you have a in the blue vase?"
If he guesses correctly, the child with the blue vase must sit
down, and the one who is "it" may guess again. If he is wrong,
he sits down and another child is "it."

4. Teach the nursery rhyme "Barber."

Barber, barber, shave a pig.
How many hairs will make a wig?
"Four and twenty, that's enough."
Give the barber a pinch of snuff.
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LESSON 6

Purpose: To introduce the sound /g/1 as in sheep.

1. Say the names of several pictures that contain /g/ in the initial,
medial and anal positions and have the children repeat them as the
picture is shown.

Suggested pictures (mounted on 9 x 12 paper):

shell ship seashell washing dish
shoes shirt machine sash wash
sheep fishing cushion fish bush

2. Say several words slowly, about half of them contaiping /I/. The
children clap or raise their hand s/he,. they hear /i/ in a word.

3. What am I? All answers begin with /g/.

I am worn on your feet. (shoes)
I am white and say "bald." (sheep)
I sail in the water. (ship)
I em something to wear. (shirt, shorts)
I am a snail's home. (shell)

it. Teach the finger play "Open Them, Shut Them."

Open them, shut them.
Open them, shut them.
Give a little clap.
Open them, shut them.
Open them, shut them.
Lay them in your lap.

Open them, shut them.
Open thy, shut them.
To your shoulders fly.
Like the little birdies
Let them fly
Up to the sky.

5. Have a number of colored objects (8). The child who is "it" says,
"Show me red," or "Show me yellow." He calls on another child to
show the color and be the next one "it."

6. Play the game "My Ship Sails."

The children stand or sit in a circle. One child tosses a bean bag
to another, saying, "My ship sails to ." If the child to whom
the ship sails catches the bean bag, he maybe "it."

7. Use a set of toy dishes or pictures of them (9). The child sets a
table with the dishes, naming each one as he puts it into place.
He says, "Thin dish is a plate."

8. Sing this motion verse to the tune of "Mulberry Hush."

Head, bhoulders, knees, and toes; head, shoulders, knees, and toes;
Head, shoulders, knees, and toes; we clap our hands together.
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LESSOR 7

Purpose: To introduce the sound /g/1 as in cheese.

1. Say the names of several pictures that contain /g/ fa the initial,
medial and final positions and have the children repeat them as the
picture is shown.

Suggested pictures (mounted on 9 x 12 paper):

cheese chair catching catch church
chipmunkchicken teacher match

children watching watch sandwich

2. Say several words slowly, about half of them containing /g/. The
children clap or raise their hands when they hear ig7 in a word.

3. What am I? All answers begin with /g/.

Mice like to eat me. (cheese)
People sit on me. (chair)
I like to eat corn and lay eggs. (chicken)
I taste good in pies. (cherries)
I am a flavor of ice cream. (chocolate)
I lead an Indian tribe. (chief)

4. Teach this finger play.

Here's the church,
Here's the steeple.
Open the door
And see all the people.

5. Have pictures of food (10). The children take turns choosing
something for lunch. "I choose for my lunch."

6. The children join hands and go around in a circle, chanting:

Charley over the water,
Charley over the sea.
Charley caught a chicken,
But he can't catch me.

When they say "me," they squat before "it" catches them.

7. each the finger play "Tom Tinker."

Eye winker (touch eyelid)

Tom Tinker (touch other eyelid)
Nose smeller (touch nose)
Mouth eater (touch lips)

Chin chopper, chin chopper (wiggle chin so that jaws open and shut
Chin chopper, chin. very slightly)

1.4
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LESSON 8

Purpose: To'contrast the sounds /is/ and /V, as in share and chair.

1. Practice saying in rapid succession, gt Is '4 11

2. Hold a feather before the mouth, and it will jump for /V but
blow steadily for /117 (16). Have the tongue tip rest, instead
of pressing against the gum ridge. Let all of the children
who have difficulty hearing the difference between /11/ and /c/
make this "feather test" so they can see it.

3. Say several words containing both a/ and /4/. Children clap
softly only when they hear 4/. Sej the list again with the
children clapping when they hear /c/.

4. Say minimal pairs, illustrated with pictures or actions
whenever possible, and have the children repeat them. Then
say.one of each pair and have a child respond by pointing
to the appropriate picture or making the correct action.

chair share
choose shoes
chew shoe
watching washing
chip ship
cheep sheep
catch cash
match mash
dish ditch

5. Cut small, shoes from colored paper (11). Put them in a box
and have a child close his eyes and chop' e a shoe. He can
guess its color as the other chant:

New shoes, new shoes,
Which color do you choose?

If the child has the color he chose, he gets another turn.
If not, be loses his turn to the next player.
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LESSON 10

Purpose: To contrast the sounds /r1;/ and /g/.

1. Have a number of seashells, or pictures of them, on a table (15).Let the children take turns getting a shell and putting it on achair, saying, "I put my shell on the chair." One child chooses
the next to take a turn by saying, "I choose ." This couldbe played as a relay. Have two lines of children and see which
line finishes first.

2. Teach the poem "Five Little Chickens" and have the children
dramatize it or use finger puppets (17).

Five little chickens sitting in the sun,
The first chicken said, "Mi, let's runt"
The second chicken said, "No, let's eat."
The third chicken said, "I think I'll beat."
The fourth chicken said, "I see a sheep."
The fifth chicken said, "Cheep, cheep, cheep."
They all ran away to the chicken pen
To tell their mother, the big red hen.

Then ask different children, "Which chicken will you choose?"
The child can answer, " I shall choose the first little chicken."

3. Put pictures containing /gf and /* face down on a table and let
the children pretend to go shopping for these items (12). One
child picks up a picture, shot's it to the class and says, "I wentshopping and bought a (saying whatever is on the card)."
He then chooses the next child to shop, saying, "I choose
to shop."

4. After all the pictures have been turned face up, children who
did not have a turn shopping find one they like and say,
"I choose the ." They then tell the class something
about it.

5. Give each child a feather to hold (16). Say in unison:

I hold a feather to my mouth,
It jumps for "ch, oh, ch,"
But it doesn't jump at all
When I say, "sh, sh, sh."
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Unit I
Illustrations

I Bob and His Toys

Back with flannel.

2 Three Bear Puppets
Cut out and staple to a tongue depresser.

3 Virginia
Back with flannel,

4 Pictures Containing /b/ end /v/
Cut out and mount on 3 x 6 tagboard.
Cut out and put in paper bag.
Paste in bases.

5 Yam
Cut several of blue, black and brown paver
Cut two each of eight colors and staple

together.

6 Baby Bonnets
Cut one each of eight colors and back with

7 Food to Bake
Back with flannel.

Lesson 1, No. 4
Lesson 4, No. 2

Lesson- 1, No. 5

Lesson 2, No. 4
Lesson 4, No. 2

Lesson 3, No. 3
Lesson 5, No. 2
Lesson 5, No. 3

Lesson 3, No. 4

Lesson 5, No. 3

Lesson 3, No. 6
Lesson 4, Jo. 3

Lesson 5, No. I
8 Colored Objects

Color the apple red, the flower blue, the
kite yelloY, the airplane black, the balloon
green, the beer brown, the butterfly purple,
and the boat orange.

lesson 6, No. 5

9 Dishes
Out out or tagboard.

10 Food for Lunch
Back with flannel.

11 Shoes to Choose

Out several pairs from colored paper.
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Lesson 6, No. 7

Lesson 7, No. 5

Lessen 8, No. 5



12 Pictitres Containing /t/ and ai
Cut out and mutt on 3 x 6 tegboard.
Cut out and mouut on paper fish.
Cut out and mount on small cards.

Lesson 9, No. 1
Lesson 9, No.
Lesson 10, So. 3

13 Matching
Back with flannel.

Lesson 9, No. 2
14 Wishing

Back with flannel.
Lesson 9, No. 3

15 Sea Shells
Cut several from colored paper. Lesson 10, No. 1

16 Feathers
Cut several from colored paper. Lesson 10, No. 5

17 Five Little Chickens
Cut from heavy yellow paper. Lesson 10, No. 2

18 Pictures Containing /e/
Cut out and attach one to each rung of aladder. Make ladder of brown constructionpaper.

Lesson 12, No. 2
19 Mr. Bear's Party

Attach each picture to a tongue depresser. Lesson 12, No. 3
.120 This Duck Says

Attach nine ducks to tongue depressers. Lesson 13, No. 4Use three of the same ducks. Lesson 15, No. 2
21 This Little Cow

Attach five cows to tongue depressers. Lesson 14, No.
22 Over in the Meadow

Back with flannel.
Lesson 143 No.

23 The Little Pigs

Attach pigs to tongue depresser. Lesson 15, No. 4
24 Pictures Containing /8/, /f/, /t/ and /0/Cut out and attach one to each rung of apaper ladder.

Lesson 16, No. 4Cut out and put in a paper bag. Lesson 18, No. 4
25 Sommor Toothbrush

Cut three from tagboexd and attria to tonguedepressors.
Lesson 16, No. 5
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26 Pictures Containing /z/, /d/ and /4/
Cut out and attach one to each rung of a, paper
ladder.

Lesson 17, No. 4
Lesson 18, No. 2

27 Thoughts

Back with flannel.
Lesson 18, No. 3

28 Food

Back with flannel.
Lesson 20, No. 2

29 Angry Little Monkeys

Attach four monkeys and the tiger to
tongue depressors.

Lesson 20, No. 3

Bean bag

Feather

Magnet and "Fishing pole"

Thimble

Spools of colored thread

Varied small objects

Eight different colored circles stapled
to tongue depressers.
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Lesson 6, No. 6

Lesson 8, No. 2

Lesson 9, No. 4

Lesson 11, No. 5
Lesson 12, No. 4
Lesson 15, NO. 5

Lesson 12, No. 5

Lesson 15, No. 3
Lesson 18, No. 4

Lesson 17, No. 5



Lesson 21

Lesson 22

Lesson 23

Lesson 24

Lesson 25

Lesson 26

Lesson 27

Lesson 28

Lesson 29

Lesson 30

Lesson 31

Lesson 32

Lesson 33

Lesson 34

Lesson 35

Lesson 36

Lesson 37

Lesson 38

Lesson 39

Lesson 40

UNIT II

Introduce /s/

Introduce /z/

Contrast /s/ and /z/

Contrast /s/ and /z/

Contrast /el and /v/

Introduce /f/

Contrast /f/ and /v/

Contrast /f/ and /v/

Introduce /y/

Contrast /y/ and /3/

Introduce /t/

Introduce /d/

Contrast /t/ and /d/

Introduce /k/

Introduce /g/

Contrast /k/ and /g/

Contrast /k/ and /g/

Introduce /p/

Contrast /p/ and /I)/

Contrast /p/ and /b/
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LESSON 30

Purpose: To contrast the sounds /y/ and /j /, as in Zellow and Jello.

1. Say these words that contain /y/ and and have the children play
an echo game and repeat them after you.

yellow jam jail giraffe
Jello jump yarn yet
yell year you jet

2. What am I? All answers contain /3/.

I live at the zoo. I have a to neck. (giraffe)
Children like to jump with me. (jump rope)
I am at the beginning of a train. (engine)
Birds live in me. (bird cage)
I em chocolate candy. (fudge)
I am a pumpkin with a face. (jack-o'-lantern)
I am good to eat with bread and butter. (jam)

3. Recite this poem with the children joining on all lines
"Jump, jump, jump."

See my rope so yellow;
Jump, jump, jump.
I'm a lively fellow;

Jump, jump, jump.

See me jump this way,
See me jump that;
See me jump over
My brother's hat.

saying,

See my rope so yellor;

Jump, jump, jump.
I'm a lively fellow;

Jump, jump, jump.

4. Have pictures of an orange, yarn, engine, jump rope, and giraffe
(43). The teacher should start the game, She has the pictures
hidden behind her and brings them out one by one. As she does,
she says, "Who has the ?" The whole class says, "You, you,
you," as a chant. She then chooses a child to be "it" and joins the
class in saying, "You, you you."

5. Teach the following nursery rhymes:

Jack Be Nimble

167-triErrgrackbirds
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Unit III

Lesson 41 Initial clusters containing /s/

Lesson 42 Initial clusters containing /8/

Lesson 43 Final clusters containing /s/

Lesson 44 Final clusters containing /8/

Lesson 45 Clusters containing it/

Lesson 46 Introduce /8/

Lesson 47 Contrast /a/ and /1/

Leeson 48 Contrast Z91 and /e/

Lesson 49 Introduce /X/

Lesson 50 Contrast /a/ and /X/

Lesson 51 Contrast /1/ and /e/

Lesson 52 Contrast /i/ and /iy/

Lesson 53 Contrast /e/ and /iy/

Lesson 54 Contrast /e/ and /ie /

Lesson 55 Contrast /ey/ and /e/

Lesson 56 Contrast /a/ and /.2/

Lesson 57 Contrast /o/ and /9/

Lesson 58 Contrast /0/ and /uw/

Lesson 59 Contrast /a/ and /u/

Lesson 6o Contrast /u/ and /uwl
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LESSON 52

Purpose: To contrast the sounds /i/ and /iy /, as in pit and Pete.

1. Say these words that contain /i/ and /iy/ and have the childrenplay the echo game and repeat them after you.

pig be fish eat wind fee sitsea pick weed tick heat rig feetjig week dig meat big three lick

2. Let the children hear and feel the difference between /1/ and /iy/by repeating these minimal pairs:

pit -- Pete
pick -- peak
fist -- feast
fit -- feet

lick -- leak
bin -- bean
hit -- heat
mitt -- meat

tick -- Dealt
sit -- seat
bit -- beat
nit -- neat

3. Read the -following couplets. The children fill in the final wordof each.

Put a hole in a kettle, and it will leak;
Hide a present and we all want to . (peek)

When you buy some shoes they should fit your feet;
When you run a race, you like to . (beat)

Buy a hat, and it must fit;
To play baseball, you need a . (mitt)

4. Have the children suggest words that rhyme with these:

feet pig
pick seat
mitt week
fish green

5. Make a chart with two pockets and several 3 x 6 flash cards of
pictures containing /i/ and Ay/ (71). A minimal pair, such asmitt and meat, should be pasted over the pockets. The childrensort the flash cards into the appropriate pockets.

1101111111i

Shaw one of the flash cards to each child and have him say what hesees, as, "I see a pig," " I see a mitt," etc.

7. Tell the story of "The Three Little Pigs."

8. Review:

"The Little Pigs" (Lesson 15, No. 4)
"The Seasons" (Lesson 21, No. 6)
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Unit IV

Sentence Patterns Vocabulary

Lesson 61 A a
an
airplane
bunny
hat
kitten
cowboy

pony

Lesson 62 This is a thi s

that

Lesson 63 Is this a ?

Yes, that is a. yes

Lesson 64 It is a it

Lesson 65 Yes, it is.
No, it isn't. no

Lesson 66 (Plural of count nouns.)

Lesson 67 These/those are s. these
those
are

Lesson 68 They are s. they
Are they s?

Lesson 69

Lesson 70 No, it is not a
He's not.
Ne isn't.

4101110111.1111111

Lesson 71 This is a

we

you
he
she
am

not

big
little
fast
house





Purpose: TO teach the use of a prepositional phrase after a form
of "be" and to add two prepositions (in, on) and a
count noun (box) to the vocabulary.

1. Have pictures or objects of a pony, hat, kitten, bunny, book,
and airplane and a box large enough to bold each. Put the airplane
in the box and say, "The airplane is in the box." Have the
children echo this. Then put the airplane on the box and 'ay,
"The airplane is on the box." Have the children echo this, also.
Repeat this procedure and, the statements with each item.

2. Let the children take turns manipulating the objects or pictures,
putting them in and on the box as they say, "The is in/on
the box," for each.

3. Shaw 9 x 12 pictures illustrating a bunny on an airplane (116),
a cowboy on a pony (117), and a kitten on a house (118).
Describe each in the form, "The bunny is on the airplane," and
have the children repeat the descriptions.

4. Add the plural form with more pictures to describe
bunnies on airplanes (119), cowboys on ponies (120), and
kittens on houses (121).

5. Pass out a work paper illustrating objects in and on boxes (122).
Have the children mark the objects described, such as, "The
bunnies vie in the box. The bunny is on the box."

For the entire class:

6. Place a variety of objects in a box. The children take turns
choosing an item from the box as they say, "A is in the
box." They put the object anywhere in the room and describe
its location (on the table, under the desk, behind the piano).



LESSON Tr

Purpose: To add "and" to join adjective, count nouns with "a"/"an"/
"the," and prepositional phrases.

1. Use the pictures or objects and the box introduced in Lesson 76,
No. 1. Put more than one in or on the box at a time and describe.
"The and the are ln the box. A and an
are OTTErbox."

2. Say, "The kitten and the bunny are on the box," and choose one
child to move the objects or pictures so that they match the
description. Repeat with different words and children.

3. Let the children again take turns manipulating the objects or
pictures and describing their positions.

4. Add adjectives to the form in the descriptions of 9 x 12 pictures.
Use such sentences as, "The big and the little are
in the hoase (123). The cowboy and the kitten are on TN-53w" (124).

5. Aak questions about the pictures. "Art the cowboy and the kitten
in the airplane?" Individual children respond, "Yes, they are,"
or with a correct description of the picture.

For the entire class:

6. Again put a variety of objects in a box. This time the children
take turns choosing two items each. They say, "A and
a are in the box." They place the objects -17aigii the

-roaria describe their locations.



Unit V

Sentence Patterns voc

Lesson 81 This is zinc sine
yours
his
hew

Lesson 82 Thad? is its
The:tram-lir their

theirs
ours
red
yellow
blue
green

Lesson 83 NY is w
your
his
her
orange
Purple
brown
black

Leeson 84 Our a are . our...
L31511011 85 This is John's

The is 436-771.

Lesson 86. The kitten is ing run
The Idttert a. iumP, Maria. ..

Leeson 87 sit
eat

Lesson 88 The has been -ing. sleep
'walk
has

Lesson 89 The bays been -Jag. have

Lesson 90 core
so
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Lesson 91 I vent went
take
ride

Lesion 92 See see
bear

Lesson 93 Bas be been -ing? teen
Lesson 9' The is not ing.
Lesson 95 goat

beer
dog
dunk
pet

Lessou 96 splash
Lesson 97 Does the kitten ? doss

tam
bee

Lesson 98 Do kittens ? do
don't
get
stoppt

Lesson 99 awn here
get up
tit diM

Lesson 100 The is the box. under
dawn
up
into
out of



LESSON 81

Purpose: To introduce "mine," "yours," "bis," and "hers."

1. Show pictures or objects that illustrate count nouns presented
in previous lessons, such as airplane, bunny, bat, kitten,
cowboy, pony, box, epple, bell, truck, or chair. Show each to
the class as you say, "This is mine," and then hand it to
one child in the group, sayliirhis is yours."

2. After each child in the group has a picture or object, point
to each in turn and say, "The is his/bere."

3. Mach child stands before the gip and says, "The is
mine," and then points to another child and says, is
his/hers." --""

4. All of the children hide their pictures or objects behind them
and the teacher guesses, "tisane', is the yours?"
Ninuel answers, "Yes, the is minesnrito, the
isn't mine." Newel then comas to the front of the clang!
guesses what another child has.

5. The children return the pictures or objects to the teacher and
sky as they do, "It Is mine; it is yours."

For the entire class:

6. Prepare a boy and a girl cutout for the flannel bo& and several
items of clothing to go wit], each (142). Show a coat, shoes,
etc., to the children and aik, "Is this his (hers)?" A child
answers, "Yes, it is his," or "No, it is hers," and places the
item on or near the boy or girl cutout. That child then chooses
another article of clothing and asks the other children, "Is
this his (hers) ?"
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LBSSCil 85

Purpose: To introduce the possessive form of nouns.

1. Pass out pictures to the group as you say, "This is John's
this is Mary's ." Have the children repeat these sentences.

2. Describe two or three of the pictures. "John's is
Have the children describe the rest of the pictures.

3. Describe the pictures again, this time saying, "The (red) (mat)
is John's."

4. Put a picture of a kitten on the flannel board and, place different
colored hats on its head (149). The children should take turns
saying, "Me kitten's hat is

5. Put a second kitten beside the first and place hats on both. The
children should now say, "The kittens' hats are stVA .

ft

6. Replace the second kitten with a smaller on The children should
now say, "The big kitten's hat is ," and/or "The little
kitten's hat is .

ft

For the entire class:

7. Each child may choose one thing to hold, such as a book, a block,
or a crayon. Choose one child, and say, "Joe's (book) is (red)."
Joe then stands and describes something someone else is holing, as,
"Mary's (crayon) is (blue)." Mary sold then stand and the game
would continue until MI child hwi a turn. If the group is too
large, it maybe divided to sustain interest.

8. Tell the story of "The Lost Hat."

One, day Cowboy Bill lost his hat. It was his big brown
hat. His friend Sam helped him look for it.

Sam looked in the house. He looked in the barn. He could
not find it.

He met John. He asked him, "Have you seen Cowboy Bill's hat?"

John said, "No, I haven't seen Cowboy Bill's hat."

He met (use the names of several childreu in the
class). "Have seen Cowboy Bill's bate



Each child asked answers, "No, I hren't seen Cowboy Bill's hat."

Cowboy-811J. and Sem couldn't look- any sore. 1110 had to go
to town. They had to saddle their horses and get started. Cowboy
Bill vent to his horse's still'and opened the door to lead him
out. Surprise: Guess what was on the floor of the sten: Yes,
Cowboy Bill's hat. It vas fatuid at last.
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Lesson 101

Unit VI

Sentence Patterns

TheaIIMINNIIMMale is.going to

Lesson 102 Is this

Lesson 103 How many

Lesson 104 This is a

Lesson 105

Lesson 106

ore

are there?

Who has the
What does have?

-150-

Vocabilltm

mother
father
boy
girl
baby
or
but

how many
one
two
three
four
five

six
seven
eight
nine

ten

happy
sad
new
old
cold
hot

who
what
color

balloon
toy

Party
candle
cake
birthday



Lesson 107 jumped. jumped
sat

ate
slept
walked
came
went

Lesson 108

Lesson 109

Lesson 110

The can

This pony runs

Lesson 111 Give kitten

Lesson 112 Here is a
Go avow.

is across the1./...11.111 aMMINEMNIIml

Lesson 113 Did I give Father ?

Did I give to Father?

Lesson 114

Lesson 115 This is much
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can
work
help
play
hide

will
may
could

fast
slowly
quietly
noisily

some

each
any
many

here
there

away
across
paper

every
no

water
rain
fire
much
little

1

1
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LESSON 107

Purpose: To introduce the simple past with questien and negative
patterns.

1. Tell one child to jump. Then say, " jumped." Repeat with
other children and sit (sat), eat (ii;riieep (slept), walk (walked),
come (came), and go (went).

2. Again tell one child to jump. Ask, "Did run?"
Answer as group, "No, did not rung jumped.
Repeat with other children idn sit, eat, iggi7walk, come, and go.

3. One child performs any action he wishes. He then asks,
"Did I ?" The group or an individual answers, "Yes, you
or, "No, you

For the entire class:

4. Have one child hide his eyes or leave the room briefly while a
second child performs some action in front of the class. The child
who is "it" asks the class, "Did he ?". The class answers,
"Yes, he ," or "No, he didn't ." After three
incorrect guesses the class tells "0717 answer and another child
is chosen to continue the game.
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Purpose: To add "give," "some," "each," "any," and "many," and
irtrodece direct and indirect objects.

1. Show pictures to illustrate the following sentences (198, 199, and200), Rave the children repeat then after you.

This is a bunny. This is a kitten. This is an apple.
These are some bunnies. These are some kittens. These are some apples.These are many bunnies. These are many kittens. These are many apples.

2. Cut out small pictures of many bunnies, kittens, and apples andplace than on a flannel board. Take one or more pictures from the
flannel board and say, "1 have a/some/many ." Replace the
pictures and give each child a chance to tarergitures and describewhat he has. He may say, "I have a bunny and some apples."

3. Leave only the kittens on the flannel board and cut out a hat (201)
and ball (202) for each one. Give a direction and have the classrepeat the sentences after you.

Give each kitten a ball.
Give some kittens hats.
Give any kitten a hat.
Give any kittens balls.
Give many kittens hats.

One child follows each direction and says, "I'll give each kitten
a ball," etc.

For the entire class:

4. Give each child a piece of paper with many balls outlined on it (203)
and crayons. Rave the children follow directions similar to the
following. The teacher should demonstrate each direction for
children who den^t underr.tand.

Color any ball green.
Color some balls red.
Outline each ball with black.
Draw & circle around some belle.
Put en X on each ball.

This activity should be repeated using a chart, chalk board, or
other work papers. Other pictures may be used.
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Directions for Mministration
Linguistic Capacity Index Form A

Vocabulary Section

Sample: Mark the cowboy.
%Ark the airplane.

Phonology Section

Sample: Mark the tree.
Mark the duck.

1. Mark the she. 1.2. they. 2.
3. mitten.

3.4. candle. 4.
5. pocket.

5.6. farm. 6.7. bee.
7.8. jump. 8.9. splash. 9.10. run. 10.11. ride. 11.

12. hide. 12.
13. across. 13.
14. around. 14.
15. down. 15.
16. away. 16.
17. little. 17.
18. fast. 18.
19. big. 19.
20. happy. 20.
21. cold.
22. under.
23. he.
24. in.
25. on.

Grammar Section

1. Mark the
2. Mark the
3.
4.
5.
6.

9.
10.

12.

Mark the sing.

mouse.

lather.
peg.

cupboard.
pill.

peel.
mouth.

covered.
bus,
chew.
pig.
cup.

fan.

ladder.
sink.

buzz.
fawn.
cap.
shoe.

boy who is painting.
dog that his eaten.
boy who likes the dog.
bird that can't fly away.
dog that is going to eat.
animal that doesn't bark.
boy who is giving his mother a book.boy who is goi to j
boy who is the oor.boy who has more lock*.
rabbit that is painting.
boy who has more paints.

14:
boy_ who is cold.
rabbit that is painted.15. Draw a circle around some dogs.16. each chair.

17. all the apples.
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Appendix B2

LINGUISTIC CAPACITY INDEX
MANUAL OF INSTRUCTIONS

Frederick R. Brengelmgn
John C. Manning

Fresno State College
Fresno, California

Purpose

The Linguistic Capacity Index is based on a contrastive analysis ofEnglish and Spanish grammar and phonology. It is intended for use withprimary grade pupils whose native language is Spanish.

The test may be used as a measure of English language readiness toassist the class teacher in grouping pupils for more effective Englishlanguage instruction. The Index also may be used to assess pupil achieve-ment in learning English as a foreign language.

Contents

The Linguistic Capacity Index consists of three sections:

- Vocabulary Recognition
- Contrastive Phonology
- Contrastive Grammar

The vocabulary recognition section contains 20 items measuringrecognition of noun, verb, preposition and adjective forms. In addition,all sixty items measure vocabulary development.

The twenty items of the contrastive phonology section measure thepupils' ability to distinguish the following pairs of sounds which arecontrasted in English but not in Spanish.

(bean - bin) (bought - boat)

(mane - men) (pull - pool)
(cat - cot) (bad - bed)

(cot - cut) (Sue - zoo)

(ship - chip)

(lather - ladder)

(cupboard - covered)

(think - sink)
The contrastive grammar section of twenty items measures the pupils'understanding of English function words, word order and inflectionalconstructions which do not correspond to semantically similar constructionsin Spanish.

- can plus a simple verb
- negative in verb - plus auxiliary- be plus imam present tense constructions

- has plus en as perfect tense - do - auxiliary constructions
- noun as gairect object - er and est adjective comparison
- likes

- noun as noun-modifier
- is cold vs. has a cold

- passive with be plus past participle
-166-



General Directions

The test should, if possible, be administered in the regular classroom.
Light should be adequate and the testing completed early in the day. The
atmosphere for testing should be alert but free of strain.

The examiner should test no more than ten pupils at any one time.
All pupils should be within immediate reaching distance of the examiner
to assist individual pupils in following directions. Additional pupils
maybe tested if additional personnel are available to assist in supervision.

Prior to the administration of the test the teacher must instruct the
pupils in marking a line through a picture and in drawing a circle. In
addition, the meaning of the word "square" as applied to the small and
large rectangles of each test item should be explained. Pencils are
recommended for pupil use.

The examiner shauld be a native speaker of English. Special care
should be exerted in the pronunciation of each stimulus item. All words
should be pronounced naturally, without exaggeratinfs la st za,..stress or ch
or enunciation, the features of each item which are bang examined.
Thorough teacher knowledge of directions and test materials are imperative.
It is recommended that the administration of the test be practiced before
actual classroom use.

Total test time is approximately 35 minutes. The test maybe given
in one session provided that a classroom exercise activity is included
between the Vocabulary and Contrastive Phonology sections and an outdoor
play period is scheduled before administering the Contrastive Grammar
section.

The teacher should complete page 1 of the test booklet before any
test administration.

Pretest Procedures

Valid test procedures require that individual pupils follow directions
carefully. To assist in the location of test items and to aid pupils in
holding their place, the use of five symbol cards is encouraged. These
symbol cards are numbered on the back and should be placed in front of the
examiner, symbol down, in order

13 0S . %be cards should

remain out of the pupils' vision except when in actual use. If pupils
can follow directions using the test item numbers, the symbol cards
need not be used.

The pretest pages are designed to familiarize the pupil with:

- Marking a line
- Following symbol directions
- Sequence of test items.
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Administration of the Pretest

The pupils should be seated so that comparing is avoided. The testmaterials and symbol cards should be neatly arranged for easy administration.The test booklet should be open to page 2. The page should be foldedback so tLat only page 2 is visible.

Examiner: "Boys and girls, today we are going to mark some pictures. It
is important that you listen very carefully so that you will
mark the correct pictures. To help us find the pictures we
are going to use these cards."

Examiner should show the cards slowly and in order
1, 2, 3, 4, and 5.

"Look at the top of this page."

Examiner shows test booklet, page 2.

1. "In this little square (examiner demonstrates) put your
finger on the picture that looks like this."

Examiner shows card #1 for about two seconds.

"In this big square (examiner demonstrates) mark the picture
that looks the same."

Examiner marks demonstration booklet, then observes if
pupils have foliated directions.

2. "In this little square (examiner demonstrates) put your
fir3er on the picture that looks like this."

Examiner shows card #2.

"In this little square (examiner demonstrates) mark the
picture that looks the same."

Examiner marks demonstration booklet, then observes if
pupils have followed directions. The examiner continues
in this manner for pretest items 3, 4, and 5, visually
checking after each item to insure that directions are
being followed. When the pretest is completed fold
booklets to page 3.

Test Procedures

Certain common directions should be given for each test item. Thesedirections employ the symbol card and direct the pupil to place his fingeron the picture corresponding to the symbol card. The sequence of the
cards remains the same for each page throughout the test. It is important,



however, that the cards be placed in a raw 13 El la El El rather
than in a stack. Confusion will be avoided it the examiner holds the
marual of instructions in the left hand and shows the cards with the
right hand.

The speed with which the cards are shown should be rapidly increased
as the pupils show evidence of ability to follow directions.

Common Direction

"Put your finger on the picture that looks like this. (Shaw cards
in order.) In the big square mark the .

The letters CD - SC # before each test item refers to this common
direction and indicates the symbol card to be used.

Vocabulary Section: Pagel

Examiner: "Boys and girls, look at the top of this page. (Examiner
demonstrates) Place your finger on this picture. (Examiner
shoes symbol card #1) In the square

1. Mark the hand. Mark the hand."

¶L exact underlined stimulus words should be
twice only for each test item. No additional
should:beused or substituted.

2. CD - SC #2 Mark the house.
3. CD - SC #3 Mark the nose.
4. CD - SC #4 Mark the fart.
5. CD - SC #5 Mark boy with a book.

Fold test booklet to page 4.

6. CD SC #1 Mark the boy who is rumii
7. CD - SC #2 k
8. CD - SC #3 gark
9. CD - SC #14 Mark

10. CD - SC #5 /lark the o

the boy
the b
to b- 0

v1O

va.lkinft.

oi to school.
a under the box.

is of across.

repeated
words

Fold the

11. CD - SC #1
12. CD - SC #2
13. CD - SC #3
14. CD - SC #11.

15. CD SC #5

test

Mark

page 5.

is in the box.the boy Who
Mark is loom: at the house.the b who
Mar e boy who is going down.
Mark the boar who is on the box.
Mark isjaide the box.
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Fold test booklet to page 6.

16. CD -SC 1
17. CD- SC
18. CD - SC 3
19. CD - SC
20. CD - SC #5

Examiner: "Stop, put your

Contrastive Phonology Sect

1. CD
2. CD

3. CD
4. CD
5. CD

6.

7.
8.

9.
10.

16.

17.

18.

19.

20.

CD
CD
CD
CD
CD

CD
CD
CD
CD
CD

- SC 11
- SC #2
- SC $3
- SC 4
- SC #5

Fold

Draw a circle
racrc

brave a circle
brew a e re
Draw a circle

around a b .

aro some dogs.
around all the apples.

efts.

pencils down.'

ion: INE1

around each dog.

' Classroom exercise.

bark the pen.
%irk the ship.
*irk the nut.
Mhrk the isaw.

Irk pull.

booklets to page 8.

(Repeat the stimulus item twice.)

- SC ft30. Mark the man.
- Set. Park the cupboard.
- SC #3 Mark the shoe.
- SC 4 Mark the muth.
SC Mark the leather.

Fold booklets to page 9.

- SC #1 Mark the sink.
- SC #2 Mork the
- SC #3
- SC #4 k t knot.
- SC #5 Mark the pool.

Fold booklets to page 10.

CD - SC
CD - SC
CD SC
CD
CD

Examiner: ''atop,

- SC
- SC #5 Mirk sing.

1 Mark the men.
Nhirk chew.

3 Mark the mouse.
Mark the letter.

put yaar romans down."

If nec :it pupils should be given an outdoor
exercise period.
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Contrastive Grammar: Page 11

1. CD - SC #1 Mark the bird that can f, a
2. CD - SC
3. CD - SC 3

4. CD - SC
5. CD - SC

41011

his motIter a book.

Fold booklets to page 12.

6. CD - SC #1 Mark the bo who likes the do
7. CD - SC #2 k the ra b t s p nting.
8. CD - SC $3 "riark the boy who is cold.
9. CD - SC 4 liark the animal that doesn't sing.

10. CD - SC #5 Mark the boy who is taller.

Fold booklets to page 13.

11. CD SC 1 Mark the bird thdt can't fly ear.
12. CD - SC 11tW.:11111.41n tat bas ea ern.
13. CD - SC 3 TiErIS-SiTyWTrilio ng jump.
14. CD - SC #4 Mark the isother who ir vi her b a book.
15. CD - SC #5 se.

Fold booklets to page 14.

16. CD - SC #1 Mark the bo who doesn't_lileatlas.
17. CD - SC #2 Mark the it that is 2.11...iteda.

18. CD - SC #3 Mark the boy who has a cold.
19. CD - SC #4 Mark the boy who is the tallest.
20. CD - SC #5 Mark the boy who has more blocks.

scortsi

The Lin stic Ca acit Index yields a raw score (number correct)
and percentile rank to be developed).

The yellow scoring sheet should be used to correct the test.

Raw scores for each section should be entered on page 1 of the test
booklet.

Interpretation

The section scores of the Lin istic Capacity Index will reveal the
level of language proficiency at a ne n u pupils.

More significantly, item analysis within the vocabulary, contrastive
phonology and contrastive grammar sections will reveal specific weakness
areas for language instruction.

-171-



Research Project 0821
Group

Name

Linguistic Capacity Index
Analysis of Errors

Class
Date

Vocabulary

Nouns
1 2 3 4

Verbs
6 7 8

Prepositions
5 9 10 11 22 13 14 15
Adjectives
16 17 18 19 20

Total Possible 20 Score

Phonology

/i/ /e/ /a / 1 12

/gi/ 2 13

/a/ 4/ /0? / 3 14
/a/ /0w/ 4

/A: / /e/ 6 16
/v/ /b/ 7

/0/ 8 17

jaws/ /awQ/ / 9 18/u/ /uw/ /0/ 5 15 /d/ /d/ /t/ 10 19
/04k/ /s-?k/ /s-1/ 11 20

Total Possible 20 Score

Grammar

-can plus a simple verb
-be plus Ai as present tense
-has plus en as perfect tense
-noun as indirect object
-likes
-is cold vs. has a cold
-negative in vefb-plus auxiliary

constructions
-do - auxiliary constructions
-er and est adjective comparison
-more as adjective comparison
-be aim to as future
-noun as noun-modifier

-passive with be plus past participle

Total Possible 20

1
2 4
3

6 owoblinow 1n.11111101

8'18

7
01011111.11111.101111

11

9 ---"16
10 19
20
13
15

17

Score %

Total Possible 60
No. Correct Responses
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RESEARCH PROJECT #2821

Name

Appendix B3

PHONEMIC PRODUCTION SURVEY

School Date

Response Response
Stimulated Stimulated

v1. r e d 31. saenwic---
2. y e l o w 32. m a vf G
3. --- griyn 33. grzshap9 r

W4. porp2 3: 34.
IN11.1.00

tuwObrds
5. .10.11. orinj 35. .... fedar
640 ''ibluw 36. dres
7. .....a. b 1 ae k 37. *kreyanz
8. brawn 38. ziybrd-
9. W 9 n 39. klozpin---- -

10. t u w 40. telaviz dn---
11.

.- G r i y 41 g 9 r a I' - :j/

12. f o r 42. hZ7ar----
13. -... fayv 43. liyf
14. siks 44. fl.layt---
15. sevan 45. hwisd 1---..
16. e y t 116. sterz---...
17. n a y s 47. swiUz40.0.00 a.m..
18. ten n 48. triy----

w0.111.0

19 8 beysb 7 1 49. ---.. skPrt
20. s i p 50. fents---
21. '6 1 mniy 51. b u k
22. hzk..)rgif 52. sneykWWWW0

0.10.111.

23. veStabalz 53. --..... b o y
24. w e b 54. fruwt...NW .....
25. - d 7 g 55. h u k_
26. G a m 56. c a r-. ........_
27. ....... k i3 57. .... b e )"
28 magna t 58. ...W. bird
29. jxk-O-lgen.tarn 59. spuwn....malo

30. goldfig 6o. - d z t

Vocabulary (60)

Consonants (66)
Blends (24)
Vowels (31)

Unstimulated Stimulated

Total Phonemic Production
Mark with X if response was stimulated.
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Name

School

PHONEMIC PRODUCTION SURVEY
Individual Recording Sheet, USOE 2821

Appendix B3

Date

1. red
31. sandwich

2. yellow
32. mouth

3. green
33. grasshopper

4. purple
34. toothbrush

5. orange
35. feather

6. blue
36. dress

7. black
37. crayons

4=1.4.1!El
8. brown

38. zebra
9. one

39. clothespin
10. two

40. television111.4m I I MI. no..

11. three
41. garage._

12. four
42. hanger

13. five
43. leaf

14. six
44. flashlight

15. seven
45. whistle

16. eight
46. stairs

11. nine
47. swings

18. teA
48. tree

19. baseball
49. skirt

20. ship
50. fence_-___--

21. chimney
51. book

WWI

....-=mammaan....sm

22. handkerchief
52. snake

23. vegetables
53. boy

24. web
54. fruit

25. dog...
55. hook

26. thumb
56. car

27. king
57. bear

28. magnet
58. beard

29. jack-o'-lantern 59. spoon
30. goldfish

60. that

Items missed:

Consonants

Consonant clusters

Vow4ls

Total errors

Mark with X if response was stimulated.

-184-



Research Project #2821
Group

Name

PHONEMIC PRODUCTION SURVEY
ANALYSIS OF ERRORS

Class Date

Appendix B3

Consonants

p- .p. .p b- -b- t- -t- -t

d- -d- -d k- -k- -k -g- -g
b. v vc -c cv j_ _j_ _j f- -f- _f

v- -v- -v Q. .g. -9 d- -d-

h- -h- s- -8- -s z- -z- -za
v ., v

s- -s- -s -z- -z 1- -1- -1
m- -m- -m n- -n- -n 9
v_ -N.7. r- -r- -r y. -y-

Total Possible 66 Score %

Consonant clusters

sk- sn- sw- sp- st- br- bl- kr- kl- fr-

fl- gr- tr- Al.- dr- hw-

-br- -ks -nte -3z -lz -rz -nz -rt

Total Possible 24 Score

Vowels

Before Voiced Consonantsieoa9 iy ay aw

Before Voiceless Consonantsieuax9 uw ly ey ay aw

Before ir/

o a a i-iy e-ey

Final Position

a iy uw ow oy--
Total Possible 31 Score 4.1111

Total Possible 121

No. of Incorrect Responses

Stimulated responses marked in red.
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TEST MUM
FALL, 1964

Linguistic Canacity Index

Vocabulary
Phonology
Grammar

Total

Phonemic Production Survey

Vocabulary (62)
Consonants (68)
Blends (24)
Vowels (26)

Total

WINTER, 1965
Habilidad-General

C..11.11.1.111011.10

ilnstimulated Stimulated

MIIIMUnillalmi

.00110....

..1101.1110e17.

aMpoiNaMmoalmago 0111110C.Walal.

Appendix B4

Group Individual English form

Vocabulary
Association

4111000.01

Classification
..11.

4.1.1..1%,~31.

Total
Nonverbal

Goodenough-Harris Drawing Test (Point Scale)
Raw Score Standard Score Percentile Rank

Man
Woman

Average
Self

SPRING, 1965
Metropolitan Readiness

vord Meaning
Sentences

Information
Matching
Numbers
Copying

01.11.....

0.1..11111..11111.

wams0.1.10.11.

0011111M111111.

Linguistic Capacity Index
Vocabulary
Phonology
Grammar

Total

Phonemic Production Survey

Vocabulary (6o)
Consonants (66)

Blends (24)
Vovlls (31)

Total

Habilidad-General
Vocabulary
Association
Classification

Nonverbal
Total

Total 1-4
Letter Rating
Total 1-6
Letter Rating
Percentile Rank:-

ftwituvlowOCIM

Unstimulated Stimulated

110511114.,ar-VEMONO

W40111.11110111000,

waIWN1111INO aar...
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USOE Research Project #2821 - Teacher Data on Pupil

A Linguistic Approach to Teaching English
as a Second Language in the Kindergarten

No. Group Name

Teacher Class

Sex Birthdate Birthplace

Father's Birthplace Mother's Birthplace

No. of Children Ordinal Rank

Entered Left Days Present 9/14/64.5/14/65

HOUSING

Appendix C1

(1) Shack or substandard house in slum area.

(2) Deteriorating area with marginal housing.

(3) Home in average residential area of well-kept property, neat
but of moderate cost.

(4) Better than average homes or apartments but short of luxury.

(5) Private, large, well-kept home or "luxury" apartment in
preferred residential area.

HOME LANGUAGE

(1) Both parents use Spanish almost exclusively with children.

(2) One parent uses Spanish and the other uses English with
children.

(3) Both parents use Spanish and English more than casually with
children.

(4) Both parents use English almost exclusively with children.

CHILD'S USE OF SPANISH

(1) Little or no facility in Spanish.

(2) Able to understand simple directions but unable to carry on
a conversation.

(3) Able to carry on a conversation.

CHILD'S USE OF ENGLISH

Sept. May

(1) Little or no facility in English.

(2) Able to understand simple directions but
unable to carry on a conversation.

(3) Able to carry on a conversation.

-188-
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USOE RESEARCH PROJECT #2821

Name of pupil

Address

School

Appendix C2

HOME INTERVIEW

Date of interview

Interviewer

A. CHILD'S USE OF SPANISH

(1) Little or no farility in Spanish.

(2) Able to understand simple directions but unable to carry
on a conversation.

(3) Able to carry on a conversation.

B. CHILD'S USE OF ENGLISH

(1) Little or no facility in English.

(2) Able to understand simple directions but unable to carry
on a conversation.

(3) Able to carry on a conversation.

C. HOUSING

(1) Shack or substandard house in slum area.

(2) Deteriorating area with marginal housing.

(3) Home in average residential area of well-kept property,
neat but of moderate cost.

(4) Better than average homes or apartments but short of luxury.

(5) Private, large, well-kept home or "luxury" apartment in
preferred residential area.

D. HOME LANGUAGE

(1) Both mraluts use Spanish almost exclusively with children.

(2) One parent uses Spanish and the other uses English with
children.

(3) Both parents use Spanish and English more than casually
with children.

(4) Both parents use English almost exclusively with children.
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USOE RESEARCH PROJECT # 2821

HOME INTERVIEW (Continued)

E. EDUCATION OF THE PARENT OR THE HEAD OF FAMILY WHC SEERS TO INFLUENCE

MOST THE STATUS OF THE FAMILY

(1) Completed less than 8 years of elementary school.

(2) Completed 8th grade but less than senior high school.

(3) Completed senior high school.

(4) Completed a year or more of college work,,

(5) Attended graduate of professional school at least one year.

F. OCCUPATION OF PARENT PROVIDING MOST SUPPORT

(1) Unemployed (not retired), on relief, odd jobs only, work

giving very low wages, etc.

(2) Low income but regular work, waiters, farm laborers,
semi-skilled work, etc.

(3) Skilled labor, carpenter, police, fireman, small business,
electrician, small landowner, salesman, foreman, etc.

(4) Teachers, librarians, smaller businesses, managers,
supervisors, registered nurse, etc.

(5) Professions and high-income occupations: lawyer, physician,

engineer, college professor, school administrator, large
business proprietor or large landowner, executive in

corporation or bank, editor, CPA, etc.
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Appendix D2

UNIT I, USOE 2821
PUPIL EVALUATION

A. SOUND PRODUCTION C.SECIC LIST

During the review lessons or other activities listen to individualstudents produce the sounds emphasized in Unit I. Check each soundas you hear the student use it correctly. Write in any other soundthe student stibstituites for the correct one.

B. MST FOR SOUND RECOGNITION

Ask the students to mark twelve pictures (one in each row) totest their ability to hear the sounds presented and contrasted inUnit I.

Put each child's name on a test, provide him with a pencil orcrayon for marking, and give the following directions;

1. Put your finger on the 1 (show each number on a flash card
or chalk board so the children may match it).

In this row are a bell, a bed, and a valentine.
Mark the picture that begins with /v/, as vase.

2. Put your finger on the 2.
In this row are cheek, a shell, ani, a shovel.
Mark the picture that begins with /c/, as chair.

3. Put your finger on the 3.
In this row are a flower, thread, and a tree.
Mark the picture that begins with /0, as three.

4. Put your finger on the 4.
In this row are a mother, a seven, and a candle.
Mark the picture that has /d/ in the middle, as feather.

Put your finger on the 5.
In this row are a table, a shovel, and a rabbit.
Mark the picture that has /v/ in the middle, as oven.

6. Put your finger on the 6.
Ix this row are dishes, a handkerchief, and matches.
Mark the picture that has /s/ in the middle, as brushes.

7. Put your finger on the 7.
In this row are a web, a bib, and a glove.
Mark the picture that ends with /v/, as stove.
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8. Put your finger on the 8.
In this row are a branch, a fish, and a dish.
Mark the picture that ends With as watch.

9. Put your finger on the 9.
In this row are a basket, a toothbrush, and a feather.
Mark the picture that has /0/ in the middle, as birthday.

10. Put your finger on the 10.
In this row are a mouth, a leaf, and a bat.
Mark the picture that ends with /0/, as bath.

11. Put your finger on the 11.
In this row are ink, sing, and sink.
Mark the picture that ends with /2/, as king.

12. Put your finger on the 12.
In this row are a wing, wink, and sing.
Mark the )tcture that ends with hk/, as rink.

This test given at the beginning of Unit I will indicate to
the teacher which sounds each student cannot hear or produce.
Students not able to hear the difference between /b/ and /v/ shouldbe chosen to participate in many of the activities in Lessons 1-5which emphasize these sounds. Similar use should be made of all the
diagnostic test results.

This test given at the completion of Unit I will indicate the
progress each student has made in hearing and producing the sounds
emphasized in this unit. The teacher should begin Unit II even
though many of the students have not mastered the sounds of Unit I.
The language activities from Unit I should be continued, however,
as review ao time and student needs dictate.
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Appendix E1

CLASSROOM PROCEDURES

USOE 2821

The Daily Language Lesson

I. Small group instruction. (lo minutes)
a. Lessons 61-120.

II. Whole group instruct4.on. (20 minutes)
a. "For the entire class:" Lessons 61-120.
b. Review from Lessons .

c. Other language experiences.

Suggested Daily Schedule

Minutes
Opening Activities 15
Work Period (work with small language group

during this time) 40
Clean up

5
Outdoor Activity 20
Milk and Rest (or group instruction, social studies,

science, number concepts, etc.) 20
Music and Rhythms 20
Language (entire class) 20
Other (Show and Tell, stories) 10

Total 150

How to Work with a Small Group

1. Give specific directions to the entire class at the beginning of
the work period.

2. Have all materials they are to work with prepared in advance.

3. Keep the small group with you for instruction a maximum of 10 minutes
to begin with.

4. No child in the room should change his activity during that time.
(If he has a puzzle, clay, or pegboard he may not return it for
something else for 10 minutes.)

5. Do not help other children with puzzles or accept other interruptions
from them for that short period.



fr

A

6. Signal the children in some way when they may change activities and
when you are again available to them.

a. Move from circle
b. Dismiss small group
c. Ring bell

Later, if desired, one to three additional groups maybe called to
the circle during this work perio.... Add. these groups gradually as
attention span and group discipline,develops. "(These additional
groups would not be for language instruction, but for teaching
letters, phonics, or other readiness skills which require ability
grouping.)

Suggested Activities for the rest of the class:

a. Coloring
b. Clay
c. Pegs
d. Beads
e. Puzzles
f. Cutting and Pasting
g. Ditto papers on likenesses and differences
h. Work papers'which reinforce letter knowledge (Clovis)

(Omit paint, blocks, doll corner, and other activities which
require close supervision or a lot of noise while you are working
with a small group.)
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