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ABSTRACT
Tt .s study assesses the implementation of the "Let's

Re Amigos" program for Spanish- and English-speaking students during
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INTRODUCTION AND SURMARY OF THE LET'S NIi AMIGCS FIRST-YEAR EVALUATION

The Philadelphia Bilingual Project funded under Title VII
includes two distinct programs, aimed at meeting the needs of Spanish-
speaking students and fostering English- Spanish bilingualism:

. The Potter-Thomas Model School program, which operates at
the elementary school level, and

. The Arriba program of continuing education in Spanish,
which operates at the upper levels of elementary schools
and in secondary schools.

In 1969-1970, the Let's Be Amigos project was begun at the
Potter-Thomas Elementary School, where the Model School program was
instituted at the prekindergarten, kindergarten, and first-grade levels;
and at the Ludlow and Waring Elementary Schools, Penn Treaty and
Stoddart-Pleisher Junior High Schools, and Edison and Kensington High
Schools, where the Arriba program was initiated.

The major aims of Model School were to meet the needs of all
students in a community where both the English and Spanish languages are
in common use. Its major goals were the following:

. To educate both native English-speaking and native Spanish-
speaking students in the use of both languages.

. To introduce subject matter in the mother tongue (in curri-
cular areas other than language), with selected follow-up
In the second language.

. To create a bicultural environment incorporating aspects
of the Puerto Rican and mainland traditions.

The Arriba program provided opportunities for students whose
mother tongue is Spanish to study one or more subjects in that language
while studying English as a second language. This program provided at
least a Spanish language course, a mathematics course, a science course,
a social studies course, and English as a second language, in each school.
The programs were designed for students in the fifth grade and over.

Both programs are based on the assumptions that students can
grow cognitively and emotionally when they are approached first in their
mother tongue and then are allowed to develop it while learning to use a
second language. In addition, the Model School program assumes that
knowledge of a second language spoken by a minority group is e valuable
asset, even for students who speak English, the dominant language of the
community in which they live.

Objectives

I. In the Model School program, fourteen grade-level-specific
cbjectives were developed for analysis during the first year of program
operation. Each was broken into "nicro-Objectives" which were individual
behavioral acts.

2. In the Arriba program, the major first-year objectives were

to improve grades, classroom deportment, attendance, and punctuality.

ii
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1. Management oujectives were assessed using data focusing on
the effectiveness of the teachers', and principals'and students' perceptions
of the programs.

procedures

Program Description

To accomplish the aims of the Let's Re Amigos program, double-
size classes were formed. They were conducted by teams of English- and
Spanish-speaking teachers. The typical school day consisted primarily of
instruction in the first language, with a lesser amount of instruction in
the second language and some activities in which students of both ethnic
groups participated.

Materials developed especially for the program were used in the
main, but with existing texts employed where appropriate ones were found.

To accomplish the aims of the Arriba program, course work was
offered using the Spanish language in four academic disciplines: Spanish
as a first language (SFL), science, mathematics, and social studies. All
courses except SFL were based, as closely as possible, on the regular
school curriculum. SFL was developed jointly by the teacher and the pro-
gram supervisors under the guidance of the program director. At the
elementary and junior high school levels all students in these programs
studied the four courses described, as veil as English as a second language,
(ESL) which was provided through Title I funding at most sites. At the
senior high schools, students selected courses from among those offered
under the Arriba program, but were also free to take others, from the
regular school program.

Evaluation

In the Let's Be Amigos Model School program a widely varied
techniques were used; specially devised teats, logs kept by teachers,
teacher-perception instruments and monitoring all played important parts
in both process and product evaluations. Some aspects were experimental-
control group studies; others were case studies.

In the Arriba continuing-eduoation.in-Spanish program, current
verformance of students was compared with that of their own performance the

previous year. In addition, students and teachers responded to auestion-
naires, and classes were monitored.

The staff development aspects of the program were examined
through follow-up of the teachers' careers in the schools as well as through
assessrent by principals of their performance in the classroom.

Eina2tt

As with any nex and conrlex program, attainment varied from
objective to thjective, but on Me whole, it was good for a new program.

iii



:4odel 4,:chool

Oral Communication Skills in the First Language. Teachers'
logs indicated attainment beyond the minimum expected level in all grades
for first-language communication skills. Speaking tests indicated that
both Anglo and Latino students were equal or superiors to their age mates
at the control site (Moffet School).

Oral Communication Skills in the Second Language. Teacher logs
indicated that Latinos and prekindergarten Anglos attained specified
second-language skills, but Anglo kindegartners and first graders fell
short of expected levels. Speaking tests showed that program participants
were at least equal and frequently superior to control students on skills
measured.

Science and Math Skills. Teachers' logs show that skill acquisi-
tion was variable and less than anticipated among kindergarten Lattnoe and
all first-grade students. This was due, in part, to some experimentatiOn
in the use of the second language as a medium of instruction. IJOIe tenta-
tive data suggest that students in the Latino group may have '.earned to
use science and math concepts better in their second languar, than in their'
first.

priciitsforarIrartners'ReadiriEnrichedXinderarteli. A
posttest miiiiTi-WeiViiillestititlidents
were performing on a satisfactory level, and that a substantial number
exhibited skill levels warranting an enriched kindergarten program.

Kindergartners' Readiness for the First Grade. Students scored
well on the Philadelphia Readiness Twit at year end. Latinos tested in
English equaled the 1969 all-city mean. Anglos tested in English exceeded
both the 1969 all-city mean and the 1969 mean for the Potter-Themes School.
Latinos tested in Sparith exceeded these two criterion points, and scored
higher than any school did in 1969.

Reading in the First Grade. By year end, both Anglo and Latino
students were rending at satisfactory difficulty levels (primer), but in
both groups the number of errors was higher than specified in the criterion.

Writin, in the First Grade. Students exceeded the criteria
specified in the f rst-grade MTgi objective ahead of schedule.

Arriba

Student Performance. participation in the program improved students'
grades and behavior ratings. There was no improvement in dropout rates,
absenteeism or lateness.

Student Interest. Nearly all students wish to continue in Spanish-
language classes. At the secondary level most prefer a mixture of English-
lanluaqe and Spanish-language classes. jn the elementary level, preference
is for a program in which Spanish is the medium of communication for all

courses.
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staff Development. kesults for this program are consistently fav-

orable. All Spanish-speaking teachers trained under program funds performed

satisfactorily in the summer program and earned emergency certificates.
All but one have completed teaching the entire school year and are making

satisfactory progress toward degrees and permanent certification. Princi-

pals have provided a 11:ghly favorable evaluation of the teachers' perfor-

mances.

Enabling Objectives and management

On the whole, the Title VIZ programs appear to have been managed

adequately, but documentation, especially in the Arriba program, has been

sketchy. Problems which are expected to demand attention in the second year

of the program include the following:

. The need to develop reading materials in the Spanish language
for the bilingual model school.

. The need to differentiate second-language objectives to fit
the heterogeneous competencies of the two groups in the

modal school.

. The need to examine the cases of high student turnover in
the Arrtba program and to develop a strategy to reduce it.

In aldition, the evaluation resources for the first half-year were inade-

quate to the task (one half-time person). This has resulted in the need

to engage supervisory personnel in some data collection, and to cow:remise

original design plans to some extent, hopefully without losing too much

information. This situation has been remedied.

Conclusion

For a very large, complex project, this has been a good first

year. It is clear that a substantial number of the performance objectives

were attained. Staff development has been very successful.

It is hoped that the several specific studies which follow in
this report may draw attention to areas needing improvement in a member that
will be useful to the program staff.
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Rhtionale

THE ronFL SCHOOL FROGRAM

This stulf assesses the irp)ernentntion oC rort of the Model School
prOeraMIS supportiv.. procedures and enabling object;vos which were delineated
in thy! proposal.

Sor^ elarificaUon of tho iiferenee between these two classes of
TTorrarl snecificatIors is warrnnteA. An "enablior, objective" is conceived ns
having; n direct relationship to a performance objective; it describes a set of
activities to result in spec:Cie pupil behaviors. A "supportive procedure" is
conceived as containin r-le:onts important for building a bilingual-bicultural
atr%osphere at the molel school, in which the program can operate. For this class,
it is not appropriate to specify performance objectives which are direct outcomes
or the staff activities, because exposure to the activity or participation in the
activity an end in itself.

Two measures which were specified as parts of enabling objectives
(fogs and Deyereux scales) are important enough to warrant separate studies,
which are treated as studies 2 and 3 in this report. The remaining aspects
of the enabling, objectives and supportive procedures are presented here.

Lnablih! Objectives and Supportive Procedures

There is sufficient similarity between groups of the program's enabling
objectives for discussion of them in groups to be approprate. Decimal identifica-
tion nurbers refer to the amended (1970) proposal for the Model School program.

ectives 1.1-6a Curriculum I lementation Pre-Kinder ar-
ten 2.1-6a Corr!
Ia2menta on F ra Gra e a spec e t a program supery tors re ew
iiii6n plans and -logs, and would monitor classes in order to assure that the
rrogram specified in the program guide for each level was taking place in the
classroom.

2. Fnabli Ob ectives 1.1-6b First and Second La e Distribution
in the Pre-Kin erga en . - rs an .,coon nguage re r on n e

Yindrcarten), and 3.1 -d (First and Second Language DistilIalliraraTPrin
Grade) all specified that the amount of classroom time devoted to Iiitruction in
rs-Fse)cond lar-cuage would rise from 10 in September and October to 40.50 %by the
eni of the school year.

3. Fnablin Ob ective 3.7 First Grade Reading and Writing Programs)
stated that, in a on o tea In rea ness an wr ng ac ivities specified
in the 'pro,7rsm ,vide, the first-grade stulentc would begin to use the Bank Street
pre-prirer and primer if they were Enzlish-spealcing and the Laidlaw Por el MUnio
Ir.,: event° .- 19 Aventura pre-primer and primer if they were Spaniah-speaking.
There readers were to serve as the source of material for writing as well as for
readtrim.

4. Sig:eortive procedure 4.1 Asserblv ProPrnt,,$) stated that all model



wo17.1 rt orle as.v.ml.ly program that reflected

culturbl hr..r:tar:e or.e si'rjler assembly pro-.ram that reflected Latino

cultural heritage.

Supportive Procedure 14j' ?isle Contents) stated that all students
would practice singing at least two English h songs and two Spanish songs.

6. folpportive Procedure (Cates) stated that two English and two
Span!sh games would be taught to all students during a recreation period.

7. Supportive Procedure 4.6 (Puerto Rican Culture and Community
;'!.sources Pror,ra) stated that bimonthly staff development programs wound be
held for all teachers In the model program, in order to acquaint them with
selected topics in teaching methods which would he consonant with the Anglo
and Puerto Rican cultures and which would enable them to capitalize on community
resources.

Procedures

Progra:n Description

The attainent of the three clusters of enabling objectives listed
above as iters one through three was primarily a responsibility of the two
program supervisors at Potter-Thomas School who monitored classes and held
weekly conferences with teachers for discussion of lesson plans, monitoring,
and logs.

The monitoring was on a weekly basis during the earlier parts of the
year. During later parts of the year (after January) monitoring and follow up
meetings became less frequent as program supervisors became involved in prepara-
tion of special teacher aids and materials. Two different monitoring foria were
used during the year. The first version contained more open-end items; the second,
based on experiences obtained in using the earlier version, was more of a cheek-
list. Highliehts of the monitoring process are prevented in the "Heseltr" section
of this report.

The supportive procedures listed as items four through six were present-
ed to the faculty as rough goals, with much freedom of choice in the manner in
which they were to be carried out. The "Results" section of this report shows, in
part, how they were put into effect.

The last supportive procedure (item seven, Puerto Rican culture and
eoerunity resources progran) contained i specific set of programs for the first
half of the year, including guest speakiers from a variety of community organisa-
tions (detailed in the revised "Let's Be Amiros Proposal", page 118). It was
originally planned to develop a similar speaker proem for the second half of
the school year; however, after a review of the teachers' needs, a different
type of program was substituted.

Evaluation

The data for the .,3rocess-objective evaluations came primarily from the
or:torim records but were ;upplemented by the evaluator's discussion with the
Fro,7rer nupervisors. Date for the evaluation of the supportive procedures cane
fro-. notes made by the ?mrit. supervisors, which have been supplerented by the

evelueto's discussion it% then.

- 2 -
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Results

Att,,..nt of Enabling Objectives and Supportiv-: Procedures

1. Enabling Objectives l-1-6a, 2.1-6a and 3.1-6a specified that the
classes would be monitored weekly by the program supervisors.

Thirty-four monitoring observations were trade in the period from October
through December (a period of about )0 weeks of school), for an averarc of
observations per week. Thirty-five observations were made during the period from
January through May, (a period of about 20 weeks of school), for an averae of
1.8 observations per week, with the majority of these observations occurring
during the months of February and March.

The Model School program used the skills of l0 teachers. Three pairs
worked in the sane large room and were usually observed together in one sittin.
Others worked in divided rooms where usually only one could be observed at a time.
Therefore, there should have been about seven observations per week if the crite-
rion set down in the enabling objectives were to be met. Program supervisors
reported that this lower-than-anticipated rate of observation was eivised by the
program supervisors' assuming more curriculum-development and materia2s-selection
activities than were anticipated, and their assuming a greater role in the prepara-
tion and administration of instruments used in evaluating the program. According
to program supervisors, virtually every monitoring observation was followers up with
at least brief discussion of their assessment of the teachers' activities, usually
incorporating an examination. of the lesson plan; however, records of these activ-
ities were not kept consistently. In the 69 observations 'Jade, activities which
were directly related to specific program objectives and lesson plans were reported
as Observed in all but two. In one of these exceptions, the monitor noted that the
teacher did not seem sure of her goals for the lesson; in the other, the monitor
failed to record what objective, if any, was observed (i.u., the monitoring form
was not completed).

In the course of this monitoring, observers indicated a wide variety of
topics to be taken up in review with the teacher. A suggestion of the trend of
the comments made can be obtained from this sample:

. "Teacher talked too much, should be more class participation."
(teacher behavior)

. "Teacher should start providing flash cards with phrases usin7.7 the
(reading) vocabulary." (instructional aids)

"There were a few discipline problems which ray have been caused by
boredom since children already know what was twins taught."
%long-range planning)

Informal discussion with the supervisors indicated that early in the
school year thL most serious problems seemed to occur in the area of second
language teaching. To this end, at midyear, the supervisors prepared and
distributed a guide for teaching the second language, which included suggested
activities and techniques. The supervisors felt that the use of this guide
improved the teaching of the second language, and have begun preparing an improved
version for use in the 1970-1971 school year.

- 3 -
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2. FnIblin;, Ob.cetives 3.1-6b stated that class time
using.the second language would rise fru o4 average of about 10 %of the school day
in the beginning months of the program to about 40-50%

The supervisors reported that the 40650 %second-language activity level
was not achievable, because the second language skills specified in the program
were not sufficient to encorpals so great a proportion of other program content.
They reported that by the end of the school year, the time using the second language
rose from about 10 %to about 20 %.

According to program supervisors' reports end information noted on the
to ;s of some teachers, the curricular area where introduction of the second lan-
guage was easiest was Number Concepts, because of the relatively smell vocabulary
required. Even this relatively easy ratroductionincluded skills beyond those
specified for second language study in the program guides.

3. Enabling Objective 3.7 (First Grade Beading and Writing Programs).
This objective was not implemented as smoothly as possible because or delayed
receipt of reading materials for the first-grade Latino students. While the
English language readers (Bank Street series) were on hand at the school When
the formal program began on October 1, the Spanish language readers were not
delivered until the beginning of Vovember. This resulted in a delay of about
one month in the latter groups study of a reading text, which may partially
explain the Anglo edge in reading skills, noted in the interim report on reading
(February). However, the time was used to teach reading by other techniques,
such as experience charts, which should have minimized the differences observed.

According to program supervisors, the manuscript writing was introduced
to all first-grade classes on schedule, in February 1970, and proceeded smoothly,
except that one teacher introduced writing in the single-space format (upper case
letters filled one standard 318" line), whereas all other teachers introduced
writing in the double-space format (in which upper case letters fill two 3/8"
lines). The latter format is the ore preferred by the project supervisors and
director.

4. Supportive Procedure 4.1 (Assembly Programs). This procedure was
carried out appropriately with two programs giving equal emphasis to the English
and Spanish languages.

At Christmas a program was held in which students entertained each other
with the singing of English find Spanish seasonal songs. Parents of Latino children
also brought typical seasonal foods for the children to 'ample. According to the
supervisor0 estimates, about 60 parents attended to view and participate in the
festivity.

A program in honor of Mother's Day was held May 8, 1970. As part of
this program, th's children in each class of the model school sang songs and
recited poems, in both English and Spanish. The program supervisors estimated
that about 200 mothers of pupils attended this program. A guest book was signed
by la persons.

.

5. Su ortive Procedure 4.2 Alio Contentsl. According to program
sur,ervisors,teg otsproce re was-JR-WM.7i all students practiced
singing at least three songs in each language-- Ocari, Ceara, A la Limon, and

Clavelito in Spanish; I'm a Little Puppet, B-1-4-0-0, and Three Little Mittens
mrnmrh.

-4- 11



In wilition, the supervisors reportol that all teachers taught other songs to
their classes.

Students' skill in singing their songs must have been quite high, as
most were performed at the Mother's Day Program.

6. Supportive Procedure 4.3 (Games). Two games in English and two
games in Spanish were introduced to all classes by the program supervisors, who
taught the children to play them during recreation periods. According to their
report, during the letter W.!' of the school year ell classes played Simon Says
in Foglish and in Spanish, Enowman in English, and labs in Spanish.

7. Supportive Procedure 4.6 (Puerto Rican Culture and corrupAti,
Recourses ProrTem. The six programs programs for staff development iTeThreeld
as indicated in the schedule on page 118 of the Revised Proposal of the Model
School Program. Attendance records were available for four out of six programs.
Two showed perfect attendance, and two showed one teacher absent. According to
program supervisors, attendance at the other meetings was similar.

Following the end of this formal program, a series of short grade-
level meetings of teaching staff and supervisors was instituted in place of
lectures. According to the participants, kindergarten and pre-kindergarten
teachers net with supervisors once per week, and first grade teachers met with
them two or three times per week. These meetings were described as focusing on
planning lessons using curriculum materials and discussing instructional strate-
gies.

Conclusions

While documentation has not been consistent, the records available
and the verbal report of the program supervisors suggest that this program has
been well managed. The goals set forth in all of the supportive procedures
seem to have been attained or exceeded. The evidence on attainment of the
enabling objectives suggests that the Model School program has been implemented
in the classroom in a manner as consistent with the proposal as would be possible
in a first year of program operation, the principal discrepancies being (a) monotor-
ing less frequent than was anticipated, (b) the failure to obtain some reading
texts on time, and (c) the failure to reach a level of 40650 of the school day
devoted to second-language instruction. The first two of these discrepancies seem
to be one-tine problems which should not recur. The third may point to a misjudg-
ment in formulating project goala--using the second language for abott halt the
school day nay not be a realistic goal for students in their first year of partici-
petion in this type of program.

5 -
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STUDY 2. LOG OF STUDENT PERFORMANCE IN TILE MODEL SCHOOL PROGRAM

Introduction

Rationale

The Model School program outcomes wore specified in two ways.
The first way was a broad-based statement of each objective in which
observation method and criteria were specified. The second was a list
of highly spedific performances, or micro-objectives, which when taken
in clusters form the objectives. This study examines the performance
of students, as observed by teachers in the classroom on the level of
the micro-objectives. It was carried out for two distinct reasons,
by asking teachers systematically to check and record students' behavior,
a very broad-based, although subjective, measure of student performance
could be obtained; and by having the teacher keep the record, it was
felt that each teacher's attention would be drawn to the students in
her class who could and could not perform each objective. Thus, the

log served both a product-evaluation function and a process-evaluation
function.

Ob actives

Performance Objective 1.1 - Communication skills in the first
language in the prekindergartenprogram (English or Spanish). Ninety
percent of the students in the prekindergarten program will be able to
carry out each of the skills specified in the prekindergarten program
guide for the first language.

Performance Objective 1.2 - Communication skills in the second
language in the prekindergarten program (Spanish or English). Ninety
percent of the students in the prekindergarten program will perform each
of the skills specified in the prekindergarten program guide for the
second language.

Performance Objective 1.3 - Development of number concepts
in the prekindergarten. Specific number skills are to be learned, some
by 90% of the students, others by at least 60% of the students. In the

presentation of the data, the correct percentage will be indicated.

Performance Objective 1.4 - Natural and biological phenomena
within the percepturl grasp of the rekindergarten st ent. About 60%

of the students will carry out 80% of science activities specified
in the prekindergarten program guide, for an overall minimum of about
48% satisfactory performance on each skill.

Performance Ob ective 2.1 - Growth of communication skills in
the first 1 .L....: eneirarten ram C is or S .

Ninety percent o students in kindergarten program w able

to carry out each of the specific communication skills indicated in the
kindergarten program guide for the first language.

6



Performance Objective 2.2 - Growth of communication skills in
the acond language in grogram (Spanish or English).
Ninety ,ercent of the students in the kindergarten program will be able
to carry out the specific skills specified in the kindergarten program
guide for the second language.

Performance Objective 2.3 - /2Delorvenentofrumberconcetsin

the kindergarten. Ninety percent of the students will be able to perform
the number skills specified in the kindergarten guide.

Performance Objective 2.4 - Natural and biological phenomena in
tho grasp of the kindergarten pupil. Ninety percent of the students. in
the kindergarten will perform each A.4 the skills specified in the science
section of the kindergarten program guide.

Performance Ob ective 3.1 - Growth of communication skills in
the students'irsteanrageniiasgrade (En lish or S anish).
Ninety percent of e students wi le to perform each act v.
in the first-grade program guide for the first language.

Performance Objective 3.2 - Growth of communication skills in
the students' second language in the first grade (Spanish or English).
Ninety percent of the students will be able to perform each of the
activities specified in the first-grade program guide for the second
language.

Performance Ob'ective 3.3 - Development of number concepts in
the first grade. Ninety percent of the students will be able to carry out
the number skills specified in the first-grade program guide.

Performance Objective 3.4 - Natural and biological phenomena in
the first grade. Eighty percent of the students will be role to carry
out each of the science activities specified in the first-grade program
guide.

Performance Objective 3.7 - Reading and writing. Ninety percent
of the students will be able to carry out each of the five specified
reading and writing activities in their mother tongue (as well as begin

to use the reader series in their mother tongue).

In addition to these product objectives, the program has
specified an enabling objective for each grade level, stating that
teachers in the program would engage the students in the activities
specified in the guides as cited above.

Procedure

Emslita Description

The toadhero in the Model School program treated the detailed
mice - objectives as a skeleton which they fleshed out by developing
specific day-by-day lesson plans. These plans were examined and reviewed

7
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by program supervisors who assured that they were in conformity with
the specified program contents and with what the Fupervisors regarded
as good teaching practice.

Each teaching team, consisting of an Anglo ';..4acher and a
Latino teacher, planned these activities so that all concepts and skills
were introduced in the student's mother tongue, and a selected group of
them, specified in the program guides, were followed up in the second
language. An attempt was to be made to follow loosely the order of
presentation shown on the time charts for each level; however, justified
departuresfrom the specified time sequence were accepted.

Evaluation

Instrument. The log consisted of a large sheet of paper, divided
into a grid. Along one edge of the table the name of each student in
a teacher's class appeared; along the second perpendicular edge of the table
the name of each micro-objective appeared. The teacher recorded the date
on which she observed satisfactory performance on a micro-objective by
a student on the intersection of the column containing the student's name
and the row containing the objective name.

It was originally planned that students' performance would be
observed as part of the ongoing classroom interaction, and would be
recorded at the eid of the day. Teachers found that this was not feasible.
This was replaced by a more formal observation of student performance at
a time set aside for this purpose--usually while the teacher's teammate
worked with the total group of students assigned to the team. At these
observations the teachers, examined students on the specific objectives
which they felt they had completed teaching to their classes. Most
teachers carried out observations throughout the year, with heavy concen-
trations around January, March, and April. The logs were collected on
April 15, and therefore contain the record of student performance up
through that date.

Subjects. All students who were in the experimental bilingual classes
when the program began and who remained in it until the last day of
observation (April IS) were included in the analysis. The result were
therefore to be parameters of this population. However, one teacher in
the first grade failed to keep an adequate record for the students of her
team, although feedback about the inadequacy of the record was provided
early enough in the school year for corrective measures to be taken. This

teacher was Latino and taught about half of the first-grade Latinos in
their first language and half of the Anglos in their second language. The

performance of students on these skills is excluded from the analysis.
According to supervisors' reports, this teacher did seep to be carrying
out the program adequately and the supervisors feel that students in her
classroom can probably perform at least as well as those in the other
first -grade classes.

Analysis. In this study, there has been no sampling of students.
The f ndings are clearly parameters of the participant population in the
prekindergarten and kindergarten levels. in the first grade, the observed
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performance of Anglos in their first language and of Latinos in their second
language) are parameters as well, but perEormances of some students in the
Spanish language are missing because of the one teacher's failure to keep
a proper log. In none of the these cases is statistical inference appro-
priate. Therefore, the only manipulations of the data made were those used
to summarize findings and to compare them with minimum-performance criteria.

Note, however, that the last date for performance observation
using this measure was April 15, and not the last day of school. This
suggests that the measured level of attainment could be less than that
specified in the objective, without precluding the possibility for every
student to meet the criterion by year end.

A rough approximation of the level that could be expected on
April 15 was Obtained by a linear proration of the criterion for each objec-
tive by the portion of the school year which had passed before the obser-
vation date. This portion was 72%. Thus, an objective wherein performance
should be 90% correct at year end was prorated to 65% at April 15.

Results

Prekindergarten

Performance of students on each micro-objective specified for
the prekindergarteh classes is shown in Figure 2.1. This figure continues
for three pages. Thirty -four Anglos and thirty-four Latinos were observed.

Objective 1.1 - Prekindergarten communication, first language.
This objective consisted of 29 micro-objectives. As this objective had a
criterion of 90% of students attaining each micro-objective by year end,
the typical micro-objective should be attained by 65% on April 15. This
objective was clearly being attained - -and exceeded - -by both Anglos and
Latinos.

Among Anglo., every micro-objective but one - -Distinguishes
Gustatory Stimuli - -is reported as being above the criterion level, with 24
(83 %) of the micro-objectives attained by 90% of these students. The
mean rate of attainment of the Anglos on all parts of Objective 1.1 was
91.4% of the students performing each one satisfactorily. The gustatory
stimuli objective was not performed by any student, indicating that this
activity had not been carried out and observed in the class.

Among Latinos, performance was not quite so high as among the
Anglo group, but it was still clearly beyond the minimum of 65%. Only three
micro-objectives were below this criterion--Naming Classmates, Matching
Clothing to Body Parts, and Obeying Sit/Stand. No student had carried
out the classmate-naming activity, indicating that it was observed before
the data war,' collected. Thirty-seven percent of the students had carried
out the clothing-matching activity and 40% used "please" correctly, indi-
cating that these micro-objectives had been' introduced but not all students
could perform them satisfactorily.

9
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The mean performance rate for Latinos was 75.4%, which is
clearly above the 65% required.

Objective 1.2 - Prekindergarten communication, second language.
The crizerion was 90%; therefore, an average of 65% per micro-objective
was expected by April 15 on each of the 24 specified skills. %s can be
seen in Figure 2.1, this level was exceeded on all but three micro-objec-
tives by the Anglos--Matches Clothing, Obeys Sit/Stand, and Names Class
mates. Matching clothing and obeying sit /Stand were not observed before
the cutoff date. Naming classmates was carried out by only a few (6%)
of these students. The mean performance rate on the micro-objectives for
Anglos on Objective 1.2 was 85.3%, which is well above the minimum.

The findings were similar for Latinos, whose performance exceeded
the minimum on all but two micro-objectives--Matches Cloths and Identifies
Eye Color--which were not observed. The mean number of Latino students
performing each micro-objective was79.5%, which was clearly above the
minimum.

Objective 1.3 - Number concepts. The findings for this objec-
tive are shown in Part III of Figure 2.1. The criterion was 60% perfor-
mance by yeai end for most micro-objectives, which led to an expected
average performance level of 43% by the observation date. Three number
micro-objectives had performance levels of 90%, leading to expected
performance at 65%.

Anglos exceeded these levels on 10 of the 11 number-concept skills.
Coat Hook Number was not observed, indicating that the teacher had not
completed that activity with her class at the time the data were collected.
The mean rate of correct performance on these items was 81.5% of the Anglo
children, or nearly double that anticipated by the program staff. In

addition, the teachers reported that 91% of the Anglo students learned to
sing a number song in Spanish, and from 35% to 65% of the students were
capable of answering "How Many ?" and stating their ages in the second
language. These performances were more oomplicated than those required
by the objectives.

Latino performance was also at a high level on this objective,
with the minimum performance level exceeded on all but two micro-objec-
tives. The Latino teacher had not yet observed Latinos singing number
songs, nor engaged them in the Introduction-to-Addition activities to a
point where observation was warranted. The average performance level
on all micro-objectives was at 66.3% on each objective, which is clearly
Above the minimum specified. In addition to these activities, 85% of
the Latinos learned to sing a number song, answer "How many ?" and
state their ages in English. This was a greater percentage of students
than had been observed carrying out these activities in their mother tongue.

Objective 1.4 - Prekindergarten science. The five activities
which made up this objective are shown on Figure 2.1, Part III. The mini-
mum year-end performance for this objective was 48% (60% of the children
carrying oui 80% of the activities). If this is prorated, average perfor-
mance level of only 35% is required. Both Anglo and Latino children
exceeded this minimum level. Among Anglo children, the minimum was
exceeded on all five micro-objectives, with a man of 83.4%. The Latino

- 10-
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teacher observed performance of the Latino children on four of the five.
Student performance exceeded this minimum on those four, and the average
of all five was 46.4% of the children, which was above the minimum.

Kindergarten

Figure 2.2 shows 'the teachers' evaluations of student performance
on the micro-objectives in the kindergarten program. This figure extends
for five pages.

Objective 2.1 - Kindergarten first-language skills. The criterion
for this objective was 90% by year ends the prorated goal was an average
of 65% satisfactory performance on the 48 micro-objectives specified for
first language in the kindergarten program guide.

Both Anglo and Latino kindergarten teachers report having carried
out, by April 15, activities related to the acquisition of all first-language
micro-objectives but one--identification of the nurse. During the 1969-1970
school year, no nurse was on duty at Potter-Thomas; so this item was skipped
by the teachers.

Examining the scoring of the Anglos shows that the Anglo kinder-
garten teacher observed performance beyond the 65% level on every first-
language micro-objective (except Nurse), with 31 of the 48 performed
satisfactorily by every Anglo student in the program. The mean level of
performance of Angios on the Objective 2.1 skills (including the nurse
item as zero) is 93.8%, which is clearly above the minimum.

Performance among Latino students was somewhat more variable.
All students were able to perform 8 of the first-language micro-objectives,
but four - -Where do you live, Identify CrossIng Guard, Listening for Clues,
Distinguishing Rhyming from Non-Rhyming Words- -were attained in less than
half the students by the observation date. Nevertheless, performance was
substantially better than required by the prorated objective, with the mean
performance rate at 82.1% over the 48 micro-objectives.

Objective 2.2 - Kindergarten second-language skills. Thirty-four
micro-objectives oomprised the skills wnich kindergarten pupils were *ven-
ted to master in their second language. The criterion specified for their
objective was 90% of the students able to perform each micro.-objective,
so 65% was the prorated goal.

As can be seen, the teachers report sharp differences in second-
language learning in the two ethnic groups, with Latinos' performance
generally supetior to that shown by Anglos.

The Anglo group was not yet examined on 10 (29%) of the specified
micro-objectives as of April 15. Where the observation was made, the Anglos,

percentages attained ranged from a low of 26% (Welk)) to a high of 92%
(Uses Good Morning).
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The average level of performance was 50.2% of the pupils success-
ful per micro-objective. This alvut 15% lower than the prorated criterion.

In contrast, Latino students were examined on all but three (9%)
of the micro-objectives for second language in the kindergarten. The level
of attainment on objectives observed covered a Wide range, with a low of
.1E4 performing the tactile discrimination activities, but with 17 objec-
tives performed successfully by every class mcnber. The mean level of per-
formance for the Latino group was 81.3%, which is well above the prorated
criterion.

It should be noted that five first-language objectives not re-
quired in the second language were also accomplished in English by from
34% to 74% of the Latino students.

Objective 2.3 - Number concepts. Thirteen activities were
specified for this objective--eleven in the first language and two in the
second language. As the criterion for this objective specified that
performance would be at 90% of the students Succeeding at each micro-Objec-
tive, a mean of 65% would indicate satisfactory performance at the obser-
vation date.

Anglo students had been engaged in all but three activities- -
Leading Class in a Number Game, Weighing an Object, and Telling the Date
from a Calendar. The mean percentage of Anglo students performing each
micro-objective was 70.9%, which was above the criterion.

Latino students had been engaged in all but tbree micro-obj)c-
tives--Weighing an Object, Telling Time, and Using a Calendar--when the
logs were tabulated. On the objective as a Whole, the mean performance
rate for Latinos was 51.2%, which was not up to the prorated criterion.
However, in addition to these activities, Latino students are reported
as having been able to Answer Number Questions (77%) and Give their
Phone Numbers (39%) in English.

Objective 2.4 - Natural ant: biolosticAlAmem. The results
reported by the teachers suggest t),at sharp differences in the study of
science occurred in the Anglo and Latino groups.

The prorated criterion for this objective was satisfactory
performance by 65% of the students on the ten micro-objectives.

As shown on Figure 2.2, Anglo students wore observed performing
all of the micro-objectives but one - -Making Butter. The mean percentage
of students satisfactorily performing them was 83.1%, which is beyond the
minimum.

- 12 -

=1MIN

19



Latinos presented a markedly different picture. Only two ob-
jectives--Describes Day and Night, and Identified Domestic Animals- -
were observed in the mother tongue. However, the students were observed
performing seven of the ten activities in English, their second language,
with performance reported at 94% or above on each.

First Grade

.By the first-grade level, the number of micro-objectives delin-
eated had become so great that recording of each individual one was incon-
venient. Therefore, in keeping the logs, it was agreed that some objec-
tives in the first- and second - language skills would be clustered: for
example, the oral-commands micro-objectives woLid be recorded as a unit- -
"Follows Ten Oral Commands." This resulted in each specified micro-ob-
jective on the first-grade level requiring a more complex series of acts
than the highly specific micro-objectives of the two earlier grades. This

is especially rue about the activities specified for the first and second
languages.

A second point to be noted with regard to the performance of the
first-grade level is that the number of cases observed did not remain uni-
form throughout. There were two teams for a total of four teachers in the
model school at this grade level. In one of the teams the Latino teacher
failed to keep an adequate log, in that the material was not observed con-
sistently throughout the school year and her record was not in the sane
observational units as those of the three other teachers. Faced with this
situation, it seemed best to exclude that teacher's students from the evalua-
tion of the objectives where she was to keep the record. These objectives
were 3.1, 3.3, 3.4, and 3.7 for Latinos and 3.2 for Anglos. Thus, among
Angles, 59 students were observed for 3.1, 3.3, 3.4 and 3.7 but 27 students
were observed for objective 3.2. Among the Latinos, 28 students were ob-
served for objective 3.2. The findings for the attainment of these ob-
jectives are shown on Figure 2.3, which runs for three pages.

Ob active 3.1 - Communication skills in the first language. This
objective spec fed 90% at year end for each micro- objective, Which was
prorated for the shortened observation period so that a 65% average level
of observed attainment then indicated satisfactory progress.

In both Anglo and Latino classes all objectives were taught so
that at least some students had completed each one.

Among Anglos, more than 65% of the students were successful in
completing all the micro-objective clusters but one--Identifying Household
Equipment--which was completed by 42%'. The mean level of attainment was
at 91.7%, which is well beyond the required minimum.

Latinos did not achieve the micro-objectives at quite the same
hi:h rate as the Anglos, but still were at a satisfactory level. Of the
18 micro-objective clusters, 13 were beyond the 65% criterion, with five
below it. However, for the point in time when observation was made, the
overall level was* satisfactory 73.8% of the Latinos having completed the
typical micro-objective group.

- 13 -
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objective 3.2 - Second language. On the second-language skills,
the results showed a reversal, with Latino students' performance superior
to that of the Anglos. The performance criterion for year end was 90%,
which would mean that an average 65% on the micro-objectives should have
been achieVed by the final observation date.

At least some students in both language groups completed each
of the clusters of second-language objectives, indicating that the teachers
had introduced each to the point where they felt observation of at least
some students was warranted.

None of the seven micro-objective clusters was reported as
being completed by the expected 63% of the Anglo students. The average

portion of the students who attained each was 37.6%, well below the
criterion. Among Latino students, four of the seven micro-objective
clusters were performed at levels exceeding the 65% criterion and three were
below it. Overall, the mean performance was 65.6% of the students success-
fully completing the micro-objective clusters, which was just slightly
above the expected level.

In retrospect, it appears that the relatively low level of per-
formance of Anglos on this objective might in part result from the ob-
servational method. When the teacher recorded the performance of a
student on a cluster of objectives such as "Following Ten Oral Commands,."
the student would have to be able to follow all ten to get credit for any.
Recording the student's performance on an item-by-item basil' might have .

revealed that he could carry out 9 of the 10 commands. Thus, the method
of recording used may have resulted in an underestimate of the true level
of skill.

Objective 3.3 - Number conceits_. The number-concepts objectives
were not attained in either Anglo or Iifino groups, although Anglo students
appear to have had'better mastery on the objecthe as specified in the pro-
posal. Ninety percent was expected by year end; 65% wat.She criterion for
the last observation.

Among Anglo students, some were observed carrying out ivory micro-
objective but oneMatching Numbers to Body Parts. Overall, the level of
performance was quite low, with 42.4% of the students completing the
typical objective.

Among Latino students, at least some students were reported as
having completed seven of twelve micro - objectives. The moan percentage
of Latinos able to perform each micro-objective was 22%. In addition,
teachers reported that all Latino students could do some counting in both
Spanish and English, but none were reported as able to count as high as
100.

.412Jective 3.4 - science. Objectives for first-grade science
specified 801 attainment by year end, suggesting that 56% averAye attain.
rent would be an appropriate performance level for the observation date.
As shown on Figure 2.3, the observed performance was below that level, .

(35.0% for Anglo. and 45.7% for Latinos). There were also some ethnic
f
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group differences worthy of note. At least some Anglo children had been
observed carrying out all skills except one--Plant and Animal Identifica-
tions. Latino students had not been observed on two of the activities- -
Weather Activities, and Plant and Animal Identifications--but they ex-
hibited higher levels of performance on the ones observed. This was

especially true of the activities in the second language.

Objective 3.7 - Reading and writing in the first language.
Five activities ware specified for preparation of students for reading,
reinforcing reading, and introducing mar.uscript writing. 1-.11 were speci-

fied as having a 90% criterion level, which suggested that by the obser-
vatiots date the mean portion of students successfully performing them
should bp 65%.

Among both Anglos and Latinos, this level was exceeded on
four of the five activities. The mean for Anglos was 86.8%; the

mean for Latinos, 77.8%. In addition, teachers reported that students

engaged in some second-language reading-readiness activities. Some
Anglos had been observed successfully carrying out Phonics (26%) and
literature (4%) activities. Some Latinos had also been observed
successfully carrying out four activities--Phonics (2%), Word and
Picture (43%), Experience Charts (2%), and Literature (36%).

Conclusions

As expected in new programs, the results derived from the teachers'
logs show a mixed picture, in which some objectives were attained and others
were not. The pattern of successmand failures is systematic enough to be
informative:

. The prekindergarten program was highly successful in that it

attained all four objectives set for it.

. Verbal-skills objectives for the mother tongue, including pre.
reading activities, were attained in the kindergarten and in
first grade.

. Second-language verbal-skills objectives were attained by

Latinos but not Anglos in the kindergarten and in first grade.

. Science and arithmetic objectives present a mixed picture,
with Anglos achieving them successfully in kindergarten, but
both Anglo and Latino students failing to do so in the first
grade.

These findings led to sane discussion with program superviv,rs.
The findings regarding the mathematics and science objectives in the upper
two grades probably resulted from an indecision on the part of the program
management and teachers on the degree of emphasis to place on the second
language. It was felt in December and January that it was worth trying to
introduce science activities in the students' second language, although
this had not been specified in the program guides. After ,several weeks'
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trial, this plan was rescinded, and science activities were then re-
introducd in the first language. Arithmetic work in the second language

was then emphasized. This switching of commitments occurred around the
middle of March, 1970, which was only one month before the final observa-
tion date. The program supervisors believe that there was a marked im-
provement in these skills once the problems were resolved and there was a

clear commitment. Some evidence that this could occur is the high level
of attainment on sane micro-objectives in the science and number-skill
areas in the second language among Latinos, even where it was not speci-
fied as part of the program.

A more serious problem seems to be the difference in performance
of Anglos and Latinos in the second language. At present, the program
document reads as if acquisition of the second language were equally
difficult for both ethnic groups. The fact that Latimo students are im-
mersed in an English-speaking environment to a much greater extent than
Anglos are immersed in a Spanish one suggests that this parallelism may
be inappropriate and that specification of different goals for 'he two
groups is warranted in the future.
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5TUDY 2A. ORAL COMTNICATTON IN TM FMST LANGUAGE AND SECOND
LANGUAGE IN VIE MODEL XHOOL BILINGUAL PROGRAM

Introduction

Rationale

The Model School program began in the 1969 -1970 school year with
prekindergarten, kindergarten, and first-grade experimental classes. At
these grade levels it was felt that considerable time and effort should be
spent in furthering the development of oral language skills in the mother
tongue as well as introducing the second language. (In addition to this
oral emphasis, work with written materials is also included in the first-
grade program; see Study 7.)

Both first-and second-language oral skills were deemed central
enough by the program director and her staff to warrant redundancy of
measures. They have been assessed using the teacher log and using Specially
devised speaking tests. This study presents findings using the speaking
tests.

Objectives

The speaking tests were designed to assess the students'
performance on samples of skills specified in the first-and second-
language objectives. The objectives, edited to include only the portions
relevant to this study, are as follows:

1. Perforrance Objective 1,1: Growth of Communication Skills
in the Students' First Len
TRPre in er en ram.

Students enrolled in the prekindergarten program will be able
to carry out activities specified in the prekindergarten program guide
under the following categories in their first language:

A. Self-identification using sentences
C. Identification of family members.

2. Performance Objective 1.2: Growth of Communication Skills
in ;Fe to ens Secon Language t.pan s or s n
We Prekindergarten Program.

Students enrolled in the prekindergarten program will be able
to carry out activities specified in the following categories in the
prekindergarten program guide in their second language:

A. Self-identification using sentences
C. Identification of family members.

3. Performance Objective P.1: Growth of Corrunication Skills
in the Students' First Lounuage_ Png s or pan s ii

the Kiniergarten'trola:.
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Students enrolled in the kindergartr.r. program will be able to
carry out activities specified in the following categories in the kinder-
earten program guide in their first language:

A. Self-identification in sentences
C. Identification of family members.

4. Performance Objective 2.2: Growth of Communication Skills
Ilithe Second Language (Span fah or English) in the Kinder-
garten Program.

Students enrolled in the kindergarten program will be able to
carry out activities specified in the following categories in the kinder-
garten program in their second language:

A. Self-identification in eentencee
C. Tdenti-fleation of family members.

5. Performance Objective 3.1: Growth of Communication Skills
in the First e E lish or S. .ish in the First
Or e Program.

Students enrolled in the first-grade program will be able t)
carry out activities specified in the following categories in the first-
grade program guide in their first language:

A. Self-identification using sentences
C. Identification of family members.

6. Performance Ob ective 3.2: Growth of Communication Skills
n e ..,econd Lanpu e in e r

Grade Program.

Students enrolled in the first-grade program will be able to
carry out activities specified in the following categories of the first-
grade program guide in their second language:

A. Self-identification using sentences
C. Identification of family members.

Procec_res

Program Description

In experimental classes at the Model School the verbal skills
specified in all communication-skills objectives were taught in the
first and second languages using the oral-aural approach--using question
and answer methods, teacher-devised games, songs, stories, trips, etc.
Teachers were generally free to develop the specific lesson plans them-
selves, but they were guided in this process by regular meatings with
program supervisors. Both the first-and second - language skills were
taught by the teacher on the team who is a native speaker of that
language. As all teachers are bilingual at least to the point of speaking
both languages, communication by all teachers with students in their mother
tongue was possible.
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In control classes, at the Moffet School, teachers were all

monolingual Fnglish-spea'Kers. 7:Ley taught their classes in the rogular
manner, following the usual curriculum for their grade level.

Evaluation

Limited resources for evaluation resulted in modification of this
evaluation from the originally propoSed design to a post-only study. This

change has resulted in sacrificing some confidence in the findings. As

students in experimental and control classes attended separate schools,
there is some possibility that observed differences existed before the be-
ginning of both the regular and experimental programs. (TheOTTErnal plan
would have used gain scores, and thus would be less vulnerable to this kind
of problem.) The original plan also had provision for several raters to
score each student's response without knowing the group (experimental or
cor.trol) to which he belonged, thus getting a rater-reliability estimate
for the test and avoiding prejudiced ratings. It should be noted, however,
that the tape recordings of the pretest are still available, and analysis
at a later date is still a possibility.

Instruments. The speaking teat used was an adaptation of an instrument
for English-speaking skills of foreign students. The major
changes in it were (a) construction of a Spanish version, used to assess
speaking skills in that language, and (b) development of English-Spanish
bilingual instructions. The test consisted of three parts, Repetition,
Questions, and Free Response. Development of each of these parts and the
scoring criteria for each was shown in detail in the Revised MOdel School
Proposal, pp. 72 -7k. The test script and scoring sheet are showii appended
to this paper.

In the first part, Repetition, students were asked to repeat
eight words containing phonemes which are difficult for non-native speakers
to pronounce. They are judged on a four-point scale-06 not comprehensible,
1 - heavy accent, 2 - light accent, 3 - standard native speaker. In the
second portion, questions, the pupils had to answer five questions:
What is your name? Where do you live? How old are you? How many brothers
and sisters do you have? What days of the week do you go to school? One
question is specifically related to a prekindergarten micro - objective, two
are related to kindergarten micro - objectives, and four are related to first-
grade micro-objectives. The last item, What days do you go to sobool?, Vu
not specified in any objective, but it was felt that there was e good chance
that children would learn this coincidentally with attending the program.
These same questions were asked in both the English and Spanish versions.
Students were instructed to respond in the same language as that of the test.
This portion of the test was scored on a four-point scale in which 0
indicated no response, l indicated an inappropriate response (i.e., an
obviously incorrect answer to the question asked), 2 indicated a minimal
(1- or 2- word) correct response, and 3 indicated a more expansive correct
response.
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The last part of the test, Free Response, asked children to tell
what they saw in a picture. The picture was a family scene which contained
six items mentioned in the prekindergarten curriculum gUide, eight items
appearing in the kindergarten guide, and ten items in the first-grade guide.
The student had to name as many objects as he could in the language being
tested. The number of items named was the score for this part of tie teat
(with 10 or more being scored as 10). If the student gave an integrated re-
sponse in which the whole scene was described as a unit (e.g. "A family re-
laxing") he received a score of 11, without regard for the number of pictured
items he had identified.

. .

In parts 2 and 3 of the test, all items related to the objectives
were specified as both first-and second-language goals. Therefore, it was
felt that the same English and Spanish tests could bl used for both language
groups in their first and second languages.

Sample. Five Anglo (children of English-speaking parents) and five Latino
(horn in a Spanish-speaking area or living in a household where Spanish is the
dominant language) students from each class (experimental and control) provided
a random sample of students of each ethnic group for fall testing. 3ubsamples
of three were chosen from these groups of five for retest at the end of the year
so that, should resources be available, reanalysis of the data using a pretest-
posttest design would be possible. If one of the three students selected was
absent or otherwise not availablevone of the two remaining was substituted.

In one control class, only one of the five Latinos was available for
retest, and in a second control class only two Latinos were available for re-'
test. As the analysis of this data used class sample means, for these classes
the mean used in the analysis was based on this reduced number of cases. Stu-
dents were sampled from each of the two prekindergartens, four kindergartens,
and four first grades at the control school.

Procedure. The original proposal stated that samples of the skills in each
of these areas would be sampled on a speaking test in which a tape-recorded
native speaker of the language being examined would ask the student (a) to re-
peat words, (b) to answer questions, and (c) to describe a picture. The end-
of-year performance of students was to be compared against two baselines: the
performance of the same students at the beginning of the school year and the per-
formance of a control group at the beginning and the end of the school year.
The performance of the children was to be tape-recorded and a panel of three judges
was to rate performance on each of the three parts of the test without knowing the
grade level, the ethnic group, or the participation (experimental or control) of
the students.
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Jr ncstadance with t.t is oeSirn, pretests were !virdnistered to samples
five stu.lentf; 24Ch fr(4.. ;1.Il the clw;:.(::; in the Potter-Thoras

rc4:,rx4 rued L c equi./41ent irides ra L!e offet School, which
serves a Group of students of similar ethnic composition and socioeconomic
status. how..tver, the tope recording procedure, with the tests to be analyzed
at a later date, proved to be unworkable. Using the tape recorder :o make a
permanent reeora of the student's performance expanded the time necossary to
examine each child to nearly one 1161f-hour.

The quality of recordings made was very variable. It was quite dif-
ficult to understand and evaluate the performance of many children. As a re-
sult, the tape-recording of children for the later evaluation had to be aban-
doned in favor of a procedure moreconsistent with the resources available for
project evaluation, and which avoided the technical complications of taping.

To this end, in the posttest the procedure was modified considerably,
and a posttest-only data analysis was carried out. It should be noted, however,
that the tape recording of the pretest has been preserved, and reanalysis using
this data will be carried out if resources become available to do so at a later
date.

In the posttest, students were tested during the first weeks of June,
1970, by the two program supervisors of the PotterThomas School program. Stu-

dents were made to feel 'comfortable and were shown how the tape recorder worked.
The tape recorder playing the test, which contains its own instructions, was
then played, and the supervisor checked to see that the students understood the
instrr-lions. All heard these instructions in both English and Spanish. The
tape reorder was then turned on for students to respond to the items. As the
student perforwed each item, the tester recorded the score on a mimeographed
sheet provided for that purpose. All students were tested in their mother ton-
gue first, then in their second language.

Data Analysis. The data for the kindergarten and first-grade classes were
analyzed using analysis of variance with the mean of the sample drawn from each
class as the observational unit. While the procedure hiss the effect of sharply
reducing the number of cases, relatively little power is lost, and violation of
the ANOVA assumption of independence of observations is avoided (See P. Peckham,
O. Glass, and K. Hopkins, The Experimental Unit in Statistical AnalYsie.in
journal of iDecial Education, Vol. 3 (1969), Uo. 4).

Six separate analyses were performed, one for each of the three parts
of the two tests.

Findings for the prekindergarten program are also presented but not
included in the data analyses, because there was no appropriate control group
available.
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Pesults

PerformanceAbjectives 2.1, 3.2 (First language in kindergarten

and first grade). Table 2 A.1 shows the findings for the Repetition part
(Part 1) of the speaking test in the students' first language. It can be
seen that there were no significant differences; the test filled to dis-
criminate between kindergartners and first graders, and between experi-
mental and control students. The strongest difference observed is between
Anglos and Latinos; this approaches significance (p e.08). As the English
and Spanish tests differ, the difference is as likely to reside in the in-
strument as it is in the level of student performance.

Attention should be drawn to the fact that all the scores on
the Repetition part of the test, as reflected by the group means, are very
close or equal to the perfect score of 24. This suggests that the level of
repetition skills measured by the test may be too easy for ascertaining how
well a given student can hear and mimic sounds in his mother tongue.

Table 2 A.2 shows the findings for the second part of the speaking
test, Questions. There were two highly significant findings--an ethnic
group difference, and an experimental-control difference. The ethnic group
difference (F=51.04, df1/18, p.(.01) indicates that in three of the four
groups (Experimental kindergarten, Experimental first grade, Control first
grade) Anglos scored higher than their Latino counterparts. As the English

and Spanish versions of the test were direct translations of each other,
one might suspect that such differences would reflect true, differences in the
levels of skill exhibited. While this might be true, an alternate explana-
tion is possible- -that in translation from English to Spanish the items be-

care more difficult. It is not possible to distill/7,118h between these two al-
ternatives at the present time.

More important than the Anglo-Latino difference is the finding that
there were clear-cut differences between experimental and control groups

.
(F6.(2 df1/16 pe,.02). These differences were similar across grade level and
ethnic group, with each ethnic-group-grade-level mean higher in the experimental

than in the control condition.

It is noteworthy that there are no significant grade-level differences.
This suggests that this part of the test is relatively insensitive to the dif-
ferences in the extent to which specific micro-objectives could be related to
the items in it.

Examination of the raw data is also interesting. In general the

results seem to show that most students emitted only "minimal correct" responses
(scored 2) in questions where they responded at all, and that few students could
answer the question "What days do you go to school?" These trends were similar in

all the classes.

The results for Part 3 of the test, Ermiesponta, in the mother tongue
are shown in Table 2 A.3. Two significant differences were found for thiestreat-

ment group and grade level. The treatment differences, while strong (Fg4.34,
dful/16, p(.05), were not as uniforM as those observed for the Questions part of
the test, with three of the four types of students (kindergarten Anglos, kinder-
garter. Latinos, and first-grade Latinos) scoring higher than their control-group
counterparts, but first-grade Anglos scoring slightly better in control classes

than in experivental classes.

40
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Geconti significant difference, crude level (F=6.89, df=1/18, p4C.02),
is interesting Lecause the direct4en obtained is opposite from that expected. In

all conditions except control Anglo, the kindergarten students scored higher than
the first grade. xarAnation of thL CWi PkW6eStS an explanation for the
finding. In the three superior kindergarten cells, the mean is higher than 10,
which means that substantial numbers of these students gave integratcd responses
rather than a list of items. One wonders whether this reflects an emphasis on the
part of kindergarten teachers in having their students make holistic .complete-sen-
tence responses rather than describe situations using lists--an emphasis not made
by most first-grade teachers.

';he absence of significant differences in the perforMance of Anglos
and Latinos suggests that this part of the test was equally difficult for both
groups. The absence of significant interactions suggests that the reversal al-
reaoki noted is probably a chance phenomenon.

Performance Objectives 2.2, 3.2 (Second language in kindergarten and
first grade). Table 2 A.4 contains the results for the performance of experimen-
tal and control students on the ausiilism portion of the speaking test. Three
F tests were significant: ethnic group, experimental condition, and the interaction
of these two variables. Examination of the means table shows that, in every cell-
pair, Anglo students scored lower when pronouncing words in the Spanish language
than Latinos did in pronouncing English (F*46.2,dfa1/18,p<.001). As was noted
earlier, in the paradigm used, distinctions between testaform and student-performance
differences must be made cautiously. However, when students were tested in their
native tongue, the English pronunciation portion of the test seemed more difficult;
now, when students were tested in their second language, it is the Spanish pronuncia-
tion test which appears the more difficult. This reversal suggests that in reality,
Latino students have learned to hear and make the sounds of the English language
better than the Anglos have learned to hear and make the sounds of Spanish. This,
of course, is credible, because the Latino students live in al. English- speaking cul-
ture.

A strong relationship (P.27.0, df 1/18, p<.001) was also found between
experimental aLd control classes. As can be seen from the cell means in the table,
it is true that 'she student's skill was enhanced by participation in the Model
School program regardless of his background or grade. However; this enhancement was

not uniform. The interaction between ethnic group and experimental condition
(F.113.1,dfl/18, p<.002) indicates that the ability to hear and imitate sounds in
the second language was greatly enhanced by the program for Anglos, but resulted
in only small gains in Latinos. This appears to be due to the reasonably high
scores earned by Latinos in the control condition.
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Thre were no significant Wrferenccs for the grade level and
its interactions with the other variables.

The findings for the second part of the second-language teat,

, Questions, are shown in Table 2A.5.As can be seen, there are two main
fliTifficethnie group and experimental condition, which are clearly
significant, and one interaction, the one between these two variables,
which is a borderline (pe10). As with the second-language repetition,

Latinos were superior to Anglos in performance in both grade levels and
both experimental conditions (Fm65.79, df1/18, lc.001).

The trend for experimental group differences is quite strong
(Ff8.63, dfs1/18, p4.01), with all but one of the cell means higher
among experimental then among the corresponding cella for controls; the

only exception was first-grade Latinos, where they were the same (both 7.7).

Attention should be drawn to the performance of the Anglo students. The

findings suggest that Anglo students in the program developed only a
fairly low level of skills, by making "minimum responses", which are
scored on one or two items. Virtually none of the Anglo control students
made any attempt to answer questioni7-Zespite their having native
Spanish-speakers in their ciiises. Por Latino students the pattern was
quite different, with both experimental an control students exhibiting
a wide range of competencies, but experimental kindergartners having an

. edge over kindergarten controls.

Results for Part 3 of the second-language test, Free Response,
are shown in Table 2A.6. As can be seen, there were sharp differences
between Anglo and Latino students (Fe171.0, df.l /l8, p4.001), and little

else. All four Latino means vere respectably close to the upper limit
of eleven, with the experimental scores intermediate between the control
kindergarten and the control first grade, which had the lowest and highest

scores respectively. Among the Anglos, the scores were close to zero, with
the typical experimental student able to name only one object in the picture,
but no control student able to name a single item.

Prekindergarten Scores

Performance Objective 1.1 (First language). As shown in Table

2A.7, the scoring pattern for the prekindergarten experimental classes was
remarkably similar to that of the first-grade and kindergarten experimental
classes, but usually slightly lower. The Repetition scores in the mother
tongue for Anglos and Latinos were 21.3 and 20.3 respectively, Which is
slightly below the 23.6 and the 24.0 scored by the experimental Anglo and
Latino students in the other two grades.

The scores obtained on Part 2, questions, were similarly a bit
lower than those obtained for the kindergarten and first grade. The

Anglos scored 8.3 compared with an average of 10.6 for the two higher
grades, and the Latinos scored 7.0 compared with 8.5 for Latinos in the

two higher grades.
The scores obtained by prekindergarten students on the Free

Response portion of the test were eiriler to those of the studenTrTn
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the upper :Pm1,7s. The serve of 2,P obtainel by Anglos is less than one
point lower than the ayertwe for the kinderiArtners and first graders-9.8.
The score of 7.7 obtained by the prekindergarten Latinos is a bit lower
than the score obtained by the kindergarten and first -grade experimental
Latinos, which is 10.0.

Performance Objective 1.2 (Second language). The similarity of
performance of prekindergartners to the other grade levels was not so well
maintained in the second-language testing. In part 1. Repetition, the Anglo
prekindergarten mean was 21.0, which was substantially better than that
obtained in the upper two grades, which averaged 15.1. -67.17fEe other hand,
the Latino prekindergartners were poorer than students in the upper grades,
with an average of 16.5 compared with 19.3 for the older students.

Performance of prekindergartners on Part 2. Questions, in the
second language was similar to that found in thn upper tvogredelf, Anglo
prekindergartners scoring 3.5 as compared to a mean of 3.6 for kindergart-
ners and first graders. and Latino prekindergartners scoring 7.3 compared
vith R. for the older children.

Performance of prekindergartners on Part 3. Free Response,
in the second language surgests that in the secoad language clear differ-
ences might exist between prekindergartners and older children. The Anglos
scored O.P. which was only a bit more than half the score obtained by the
older Anglos, who averaged 1.4. Latino prekindergartners, while performing
better than Anglos. still showed a sharp distinction between prekindergarten
and the upper two grades. The sample averaged 5.3. compared with 8.7 for
the older children.

Conclusions

Within the limits posed by the design of this study, the following
conclusions seem to be warranted with regard to performance of students in
their mother tongue:

(1) The repetition (ptonunciation) portion of the test does not
discriminate between experimental and control students, suggesting that
participation in the program has neither enhanced nor depreciated this
first-language skill in students, at least within the range measured by
the test. If there are differences, they are more subtle than those
anticipated by the test developers.

(2) All students' ability to loswer simple questions and describe
a picture in their mother tongue was enhanced by the program. This clear-
cut finding is important because it shows that the program contains not
only benefits to Latino students in developing their skills in speaking
their mother tongue, but also, no doubt because of highly specific objectives,
irproved planning, and consistent supervision of enhanced performance of
Anglos.

With regard to second-language performance, the following conclusions
seem clear:

(1) The Latinos evidence more second-language skills than do the AnAlms.
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This is not unanticipated, in that Latinos are immersed in an English-
spr.aking envirownent wilf.reas Annos have only limited second-language
r!xperience.

(2) The program enhanced all students' ability to (a) pronounce
the sounds peculiar to their second language and (b) answer eixple foxes-
which appear in the specific material. The failure of the free
response portion of the teat seems to be due primarily to the fact that
among Latinos performance was independent of program participation, where-
as emong Anglos, the trend in favor of participants was only a weak one.

Taken together, the findings suggest that in terms of cognitive
use of the seconi language, experimental students have begun to gain
mastery in the situation where performance is more rote than free.

One sur9ristng feature is the failure of the test to discriminate
clearly between kindergarten and first grade as expected, with the latter's
performance in one occasion clearly the poorer. Perhaps, in first grade
these speaking skill') receive leas emphasis than in the kindergarten, and
this overpowers the increased content-validity of the teat for this grade.
This suggests that reexamination of the test on an item-by-item basis in
each language may be warranted to clarify which learning. were acquired in
each grade level. It should, however, be noted that the performance of
the prekindergertners was about what one would expect, relative to the
other two grades, except for the Angle second-language repetition (pronun-
ciation) score, which was superior to that of all other second- language
groups, perhaps because of a special emphasis on these skills on the part
of the teachers of the Anglo prekindergartners. Follow-up here seema
warranted to find out whether special methods which could be copied by
other teachers were used in those classes.
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TABLE 2A.1

ANALYSIS OF VARIANCE, SPEAKING TEST, REPETITION, MOTHER TONGUE (PART 1)

Table of Means

Condition Grade Ethnic GrOup-Lanielie
Anglo in English LatinO-ii Spanish

Experimental

Kindergarten (N=4 classes) 23.5 24.0

First Grade (N.24 classes) 23.7 24.0

Control

Kindergarten (N-2 classes) 21.5 24.0

First Grade (N-3 classes) 24.0 24.0

Analysis

Variable(s) F df

Ethnic Group 3.55 1/18 (.08)

Experimental Condition 0.76 1/18 NS

Grade 2.34 1/18 AS

Experimental Cond. x Ethnic Group 0.76 1/18 NS

Ethnic Group x Grade 2.34 1/18 NS

Experimental Cond. x Grade 2.84 1/18 88

Exper. Cond. x Grade x Ethnic group 2.84 1/18 88

( ) approachinn significance, p<.10; * significant , pi.051

** significant, P(.01.
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TABLE 2A.2

ANALYSIS OF VARIANCE, SPEAKING TEST, QUESTIONS, MOTHER TONGUE (PART 2)

Condition Grade

Table of Means

Ethnic Group-Language
Anglo in English Latino in Spanish

Experimental

Kindergarten (N=4 classes) 11.1 8.7
First Grade (N=4 classesi 10.0 8.2

Control

Kindergarten (N=2 classes) 7.4 8.1

First Grade (N=3 classes) 9.1 7.4

.....1
Variable(s)

Analysis
F df P<

Ethnic Group 9.0 1/18 .01**

Experimental Condition t..6 1/18 .02
Grade 0.3 1/18 NS

Experimental Cond. x Ethnic Group 1.5 1/16 NS
Ethnic Group x Grade 0.3 1/18 NS

Experimental Cond. x Grade 1.5 1/18 NS
Experimental Cond. x Ethnic Group x 1.9 1/18 NS

Grade

( ) approaching significance. p<.10, a significant, p(.05;

significant, 1)4.01.

- 39 - 16



WILE 2A.3

ANALYSIS OF VARIANCE, SPEAKING TEST, FREE RESPONSE, MOTHER TONGUE (PART 3)

Table of Means

Condition Grade Ethnic Group-Language
Anglo in English Latino in Spanish

Experimental

Kindergarten (N=4 classes) 10.2 10.5

First Grade

control

(N=4 classes1 9.4 9.5

Kindergarten (N=2 classes) 9.5 10.1

First Grads (N=3 classes) 9.7 7.4

Analysis

Variable(s) F df P<

Ethnic Group 0.8 1.18 NS

Experimental Condition 4.3 1/18 .05'

Grade 6.9 1/18 .02'

Experimental Cond. x Ethnic Group 2.9 1/18 NS

Ethnic Group x Grade 2.4 1/18 NS

Experimental Condition x Grade 0.1 1/18 NS

Ethnic Group x Experimental Cond. x 3.0 1/18 (.10)

Grade

( ) approaching significance. 1)4.10; ma significant, p(.OSp

*0 significant, p(.01.
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TABLE 2A.4

ANALYSIS OF VARIANCE, SPEAKING TEST, REPETITION, SECOND LANGUAGE (PART 1)

Condition Grade

Table of Means

Ethnic Gaimtumette
Anglo in Spanish Latino in English

Experimental

Kindergarten (N=4 classes) 17.4 19.3

First Grade (N=4 classes) 13.8 19.3

Control

Kindergarten (N=2 classes) 6.2 17.0

First Grade (N=3 classes) 5.1 18.0

Analysis

Variable(s) F df pie

Ethnic Group 46.2 1/18 .001**

Experimental Condition 27.0 1/18 .001**
Grade 1.8 1/18 NS.

Experimental Cond. x Ethnic Group 13.1 1/18 .002**
Ethnic Group x Grade 2.9 1/18 NS
Experimental Cond. x Grade 1.0 1/18 NS
Experimental Cond. x Ethnic Group x 0.3 1/18 NS
Grade

( ) approaching significance, pc.10, ul significant, 10(.01

41* = significant, 13(.01.
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TABLE 2A.5

ANALYSIS OF VARIANCE, SPEAKING TEST, QUESTIONS, SECOND LANGUAGE(MT 2)

Condition Grade

Table of Means

Ethnic Group-Language
Anglo in Spanish Latino in English

Experimental

Kindergarten (10,4 classes) 3.7 9.3
First Grade (N=4 classes) 3.5 7.7

Control

Kindergarten (N=2 classes) 0.0 7.5

First Grade (N.0 classes) 0.1 7.7

Analysis

Variable (s) df P<

Ethnic Group 65.8 1/18 .001**
Experimental Condition 8.6 1/18 .01**

Grade 0.5 1/18 RS

Ethnic ,roue x Experimental Cond. 3.0 1/18 (.10)

Ethnic Goup x Grade 0.4 1/18 NS
Experimental Cond. x Grade 0.5 1/18 NS

Experimerval Cond. x Grade x Ethnic Group 0.3 1/18 NS

I ) gm approaching significance, p<.10, * significant, 10(.051
** significan`, p(.01.
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TABLE 2A.G

ANALYSIS 3F VARIANCE, SPEAKING TEST, FREE RESPONSE, SECOND LANGUAGE (PART 3)

Table of Means

Condition Grade Ethnic Group-Language
Anglo in Spanish Latino in English

Experimental

Kindergarten (Na4 classes) 1.0 9.0
First Grade (Na4 classes) 1.1 8.4

Control

Kindergarten (N=2 classes) 0.0 7.5

First Grade (N3 classes) 0.0 9.5

Variable(s)

Analysis

F d f

Ethnic Group 171.0 1/18 .001**
Experimental Condition 0.7 1/18 NS
Grade 0.1 1/18 NS

Ethnic Group x Experimental Cond. 0.6 1/18 NS

Ethnic Group x Grade 0.1 1/18 'JS

Experimental Condition x Grade 1.0 1/18 AS

Experimental Cond. x Ethnic Group x Grade 1.8 1/18 NS

( ) - approaching significance, pt.101 fh significant, p(.051

*A significant, p<.01.
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TABLE 2A.7

MEAN SCORES ON FIRST AND SECOND LANGUAGE SPEAKING TEST OF A SAMPLE OF
EXIERIMENTAL KINDERGARTEN PUPXLS

Parts of Test

Anglo (N=6 pupils) Latino (N-6 pupils)

First
Language

Second
Language

First
Language

Second
Language

Pronunciation* 21.3 21.0 20.3 16.5

Questions 8.3 3.5 7.0 7.3

Free Response ).2 0.8 7.7 5.3

*Repetition
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Appendix 2A.1

SPEAKING TEST IN SPANISH

VERSION SL: Spanish Content

Hello. We are going to play a game. You will hear some Spanish words.

I want you to say the words after you hear them.

:0:t 7P"AS P ne,lal-,ts en ,nr.arlol.

Yn nni, eo

Let's begin:

(Bell 10 seconds after each word)

Nov I am going to ask you some questions. Answer them in Spanish.

;v-N voy a 1:A,!er0.1. C:IntAstaTr. Pn (;areafol. (Bell after 20

seconds)

4,

re,qc yrnr.n?

!,.:v.A"

e In'

The teacher has just given you a picture.
Tell me what you see in the picture. Tell me in Spanish.

;PIA:trf+ ^11/C'e). 7o -no vos on ,!1 cumiro. :Arne

1 minute

Bell.

- 45 -
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VERSION FL:

Appendix 2A.2

SPEAKING TEST IN ENGLISH

English Content

:401 ft, 1{ O7 n n 01- nlo.v..,nt valabres .n in17,14s.

Yel nul^ro nur: 1"srl7 ,s oirin:T.

Hello. Today we are going to play a game. You will hear some English words.
I want you to say the words after you hear them.

Yams a emperar:

Let's begin: (Bell 10 seconds after each word)

ladder
think
cut
ship
that's right
this is a pretty hat
he bought a boat
the zoo is closed.

Ahor.n. voy a 1.,"".1"i A.7rnIr en

Now I an going to ask you some questions. Answer them in English.
(Bell 20 seconds after each question)

What is your name?
Where do you live?
How old are you
How many brothers and sisters do you have?
On what days do you go to school?

IP. 'metre et,e1-1 IP As..t.. .1; e.,191r-$.

711nr In Tar vet rn el eunlro.

Dine NI inp/At.

The teacher just gave you a picture.
Tell am what you see in the picture.
Tell me in English.

1 minute

Bell.

- 46 -



A endix 2 / . 3

PICTURE USED TN SPEMCM TEST
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Appendix 2A.4

SCORING HF.TUOD FOR 11!E S.S.L. SPEAKING TEST BILINGUAL SCHOOL'
PRE-KINULRGARWALKINDERG1RTEN; FIRST GRADE

PART I REPETITION

Check the appropriate column as you listen to the child pronounce each word.

Q. NOT COMPREHENSIBLE. A native speaker of Spanish would not recognize
the Word(s) or other word(s) were substituted, or no attempt at intitation.

1. HEAVY ACCENT. The words are understandable, but the student has sub-
stituted sounds common in his native language for sounds characteristic
of Spanish. Be especially aware of the letters underlined on the scoring
sheet.

2. LIGHT ACCENT. The word is pronounced correctly except that intonation
is not characteristic of Spanish.

3. STANDARD. The word pronounced as a native speaker of Spanish would
(allowing for regional differences).

PART II QUESTIONS

For each item, check the appropriate score:

0 NO RESPONSE.

. INAPPROPRIATE RESPONSE. The student failed to respond in Spanish, or
the response was not an answer to the question asked.

IL MINIMAL RESPONSE. Student answered with only one or two words. For
item 5, score it in this category if only one, two or three days of the
week are included, or Sabado and Domingo are included.

12. EXPANSIVE RESPONSE. Student answered with a phrase, clause, or complete
sentence (except item 3). Minimums for an "Expansive Response" for each
test item in this part are:

Item 1 - "Me liemo .1!

Item 2 - "Yo vivo en .

Item 3 - "Yo tengo ." Neta - If student uses the verb "per" or
"ester" in place of "tener score it as 2.

Item 4 - An appropriate complete sentence.
Item 5 - Four or five correct days.

?ART III SPANISH

Check the number of items the child listed (if over 10, check 10). If the
child gave an integrated description, such as "A family relaxing," or
"Two parents and two children with their pots in the living room." Check
integrated response on the scoring sheet.
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Appendix 2A.5

SCORING METHOD FOR THE E.S.L. SPEAKING TEST BILINGUAL SCHOOL;
PRE-KINDERGARTEN; KINDERGARTEN' FIRST GRADE

PART 1 REPETITION

Check the appropriate column as you listen to the child pronounce each word.

Ot NOT COMPREHENSIBLE. A native speaker of English would not relognice
the word(s) or other word(s) Were substituted, or no attempt at imitation.

12. HEAVY ACCENT. The words understandable but the student has substi-
tuted sounds common in his native language for sounds characteristic of
English. He especially aware of letters underlined on the scoring sheet.

2. LIGHT ACCENT. The word is pronounced correctly, except that intonation
is not characteristic of English.

3. STANDARD. The word is pronounced as a native speaker of English would

(allowing for regional differences).

PART II QUESTIONS

For each item,, check the appropriate score:

Ot NO RESPONSE.

INAPPROPRIATE RESPONSE. The student failed to respond in English, or the
response was not an answer to the question asked.

2. MINIMAL RESPONSE. Student answered with only one or two words. For
item 5, SCOTe it in this category if only one, two or three days of the
week are given, or Saturday and Sunday are included.

3. EXPANSIVE RESPONSE. Student answered with a phrase, clause, or complete
sentence (except item 5). Ninimums for an "Expansive Response" for each
test item in this part are:

Item Y - "My name is " or "It's .

Item 2 "I live at (in) " or an address including at least one of
the following combinations - house numbers and street, street ,.nd city.

Item 3 - "I am ." NOTE if student says "I have __years" score
it as 2.

Item 4 - An appropriate complete sentence.
Item 5 - Four or five correct days.

PART III ENGLISH

Check the number of items the child listed (if over 10, check 10). If the
child gave an integrated description, such as "A family relaxing," or
"Two parents and two children with their pets in the living room." Check
integrated response on the scoring sheet.
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Appendix 2A.6

M.ORING SHErLSPANISH SPEAKING fET, IM,INGUAL SCHOOL
PREKINDERGARTEN; KINDERGARTEN; AND FIVST CRAM.

Student Name

Age Date of Test

PART I REPETITION 0 1 2 )

incompre- heavy light native

hensible accent accent ITE2Yer
1. buenos dias
2. oso feo
3. mercado
4. perro
5. un ano
6. calle
7. azucar
8. leccion

PART II QUESTIONS

1. Como se llama?
2. Donde vives?
3. Cuantos anus tienes?
4. Cuantos hermanos y

hermanas tienes?
S. Quo dias vienes a la

escuela?

0 1 2 3

no inappropriate winimml expansive

response reNppnse. rommose response

PART III SPANISH

The number of items mentioned was

1 6 An Integrated
2 7 response was

3 8 given.

.', 9

5 10 or more
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Student Name

Age

PART I REPETITION

1.

2. think

3. cut

4. chip
5. that's right
6. this is a pretty hat
7. he bought a bout
H. Oil.: zoo is closed

PART II cAiESTIONS

1. What is your name?
2. Where do you live?
3. How old are you?
4. How many brothers/sisters?
5. On what days do you go to

school?

PART II/ PICTURE::

t,f

o I '
-..

incompre- heavy light et iv'
hensiblo ur.,.1,t. o,'L.f.nt , . 1 j 1, I ?.......-.-..-..- -., ... ... ...- ...-..- -.. ... . -...- --- -

.. . .. .. . . ...

0

no i rk.ppropri.tte miniphm
response

The number of items mentioned was

1 6 An int.-grated

2 7 r sponse wos
3 8 giV*11.

4 9

5 10 or more
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STUDY 3. TEACHER PERCEPTIONS OF STUDENT BEHAVIOR
IN THE MODEL SCHOOL PROGRAM

Rationale

The Model School program introduces formal study of the skills
in the mother tongue and in the second language in a team-teaching
situation. Anglos and Latinos are taught part of the day in their mother
tongue by a teacher who is a native speaker of that language, and taught
part of the day in their second language, by a teacher who is a native
sr-iker of the students' second language. In addition, there are parts
of the day when Anglos and Latinos work together in mixed groups in
which an activity is carried out predominantly in one of the languages.

This program was implemented in prekindergarten, kindergarten,
and first-grade classes at the model school site. With children of this
age, it appeared to the project planners that, on one hand, some care
should be taken to see that students are not subjected to stresses which
would result in maladaptive classroom behaviors, and on the other hand,
that the program might reduce waladaptive behaviors which could be caused
in Latino children by subjecting them to regular classes %here neither
their language nor their tradition is incorporated into Cho ongoing
activities.

The team-teaching situation also implies the possibility of
complex relationships in which the student is perceived as acting
differently in first- and second-language situations by the teacher
of his own or the other ethnic group.

This study makes a beginning at exploring the nature of student
behaviors as seen by teachers in e 'ier to provide feedback to the project
management which might be useful planning programs for subsequent
years.

Procedures

Program Description

The classes in the Model School program at the Potter-Thomas
School were all team-taught. In the prekindergarten, classes met for a
half-day, with both teachers working as a unit but dividing the children
between them for different parts of the day. In the first grade, two
regular-sire classes met in a pod, or double room, equipped with a folding
wall. Students and teachers could move back and forth in the space, merging
it into one large space for joint activities and dividing it into regular
classrooms.

In all three grades, students worked with the teacher who spoke
their first language most of the day, the teacher who spoke their second
language for a lesser part, and in ethnically mixed joint activities for
a part of the day. This gave both the Anglo and the Latino teachers
o;portunity to become acquainted with the behavior of all the children
in their classes.

F9
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For this study, comparison (control) classes consisted of the
kindergarten and first -grade classes of the Moffet School, a neighborhood
school serving an area similar to Potter-Thomas in both social-class and
ethnic composition. Moffet offers the regular all-English kindergarten
and first-grade programs with an all-Anglo staff. The kindergarten is
taught by a teacher and an aide. In the other levels, one teacher leads
the class.

Evaluation

Instrument. The data for this study were collected through the use
of the Devereux Elementary School Behavior Rating Scale,' which uses
teachers' ratings of pupils on eight scales of maladaptive behavior
(Classnoom Disturbance, Impatience, Disrespect-Defiance, External Blame,
Achievement Anxiety, External Reliance, Inattentive-Withdrawn, Irrelevant
Responsiveness). The instrument also provides three scales of adaptive
behavior--Comprehension, Creative Initiative, and a Need for Closeness.
It also includes three items which do not load any scale--the ability of
the child to change from working on one task to working on another, the
probability that the child will give up at a difficult task, and the speed
with which he completes work.

Method. Two separate studies were carried out. The first was an
examination of the differences in the behavior of students in experimental
and control classrooms. In each class five Anglo students and five Latino
students were rated by means of the Devereux instrument. Since the teachers
in the control classrooms were Anglos and there was some possibility ofi
cultural differences in rater response to an instrument like the Devereux
Scale, the Anglo teacher in the experimental classes made the ratings for
the experimental 'group in this study. As there was no prekindergarten
control group, this study was confined to the kindergarten and first-grade
levels.

The second study employed the ratings of the paired Anglo and
Latino teachers who were members of the same team in the experimental
program. It was designed to assess whether Anglo and Latino teachers
percei"ed the same students differently. To carry out this study, ratings
of five Anglo and five Latino students in each class, made by Latino
teachers, was required, as well as the ratings made by the Anglo teachers
in the first study. Ratings by Latino teachers were made on the same
students as those made by their Anglo teammates.

In both studies, the ratings were made by the teachers, using
the regular Devereux Elementary School rahavior Scale folders. They all

were then scored in accordance with the test developer's instructions.

Subjects. It is difficult to specify the subjects in these studies
because the data are ratings rade by a given teacher on a given student,
with both treated as variables. In the first analysis, a random sample
of five Anglo and five Latino students was drawn from each experimental
and control kindergarten and first grade. Ratings were made by the
Anglo teacher on these students. In the second study, ratings made by

I67gpivak and M. Swift. DevereuxmELeentaalsbc21Behavior Rating
Scale. Devon, Pa.: The Devereux Foundation, 1967.
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the Latino teachers in the same classes. Again, random samples of five
Anglos and five Latinos from each class server: as the objects of the
ratings, but this time the same children were rated by the two teachers.
In two pairs of teachers, one teacher failed to rate the same student
as her teammate. This result,!d in a class mean based on a reduced number
of eases (3 or 4).

In the total study there were two experimental prekindergartens,
four experimental and two control kindergartens, and four experimental
and three control first grafts from which the sample was drawn.

Data Analysis. As might be inferred from the above discussion, the
true unit for analysis is the sample of five students of an ethnic group
as rated by a teacher. As this was the case, an analysis of the data
must be on that level (See P. Peckham, G. Glass, & K. Hopkins, The
Experimental Unit in Statistical Analysis, in Journal of Special Education,
Vol. 3 (1969), No. 4). Analyses of variance were therefore carried out
on the mean scores for these groups of five students. While this form
of analysis greatly reduces the degrees of freedom, the loss of power is
minimal, because the five-student mean is much less variable than the single
student score.

For each of the two studies two such analyses of variance were
carried out: one on the total of the maladaptive behavior factons, and
one on the total of the adaptive behavior. This enabled one to discuss
the effects of the program on the teachers' perceptions of both good and
bad classes of behavior.

Results

Experimental-Control Differences as Obsermilyhi2212Seachers

Table 3.1 shows the results of the analysis of "maladaptive"
ratings in which Anglo teachers of both experimental and control class-
rooms rated their students. As can be seen, there was one clear-cut
difference: first-grade students were seen as exhibiting more maladap-
tive behaviors than were kindergartners (F -8.2, df -l/9, P<01) In
addition, there were weak trends for Anglos to exhibit more of these
maladaptive classroom behaviors than Latinos (p <.09). A marginally
significant interaction (13(.07) indicated that t.A. tendency for Anglos
to be seen as exhibiting more maladaptive behaviors was strongest in
the experimental condition. No other effects or interactions approached
significance.

Table 3.2 shows the results of the Anglo experimental and
control teachers' ratings of their students on the "adaptive" scale
As can be seen, there were no significant differences; this fact
indicates that there was no systematic relationship between teachers'
estimate of the amount of adaptive behaviors exhibited by the sample
of students in the classes, and any of the variables.
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Pey-ceptions of Students by Anglo and Latino Teachers

The second question investigated was the relationship between
the perception of students of the two ethnic groups by teachers of the
two ethnic groups. Table 3.3 shows the findings for the combined "mala-
daptive" scales of the Devereux instrument.

As can be seen from the table, there were no significant differ-
ences found, suggesting that experimental Anglo and Latino teachers prob-
ably do not differ in their perceptions of the levels of maladaptive
behavior in their classes.

Table 3.4 shows the perceptions by the teachers of the two
ethnic groups of the students of the two ethnic groups on the adaptive
classroom behaviors. There is one significant difference in these data:
the interaction between Teacher Ethnic Group and Student Ethnic Group.
(F-6.2, df ..1/14, p<.03). Examination of the table of means will show
that both Anglo and Latino experimental teachers see more adaptive
behaviors exhibited by students of their own ethnic group.

Conclusions

The analyses point up two facts: (al that in the view of Anglo

experimental and control teachers, there seems to be a trend for mala-
daptive behavior to increase with grade level in both experimental and
control conditions, and (b) that in the view of experimental teachers,
students seem to exhibit more adaptive behaviors when working with the
teacher in own ethnic group.

This latter finding may have some importance. At present
there seem to be two possible explanations for it

. The program may elicit more adaptive classroom behaviors
from students in the situations where their mother
tongue is spoken.

. The teachers' prejudices or stereotypes may result in
their perceiving Anglo and Latino students differently,
although the students' behaviors may, in fact, be the
same.

There may be value in a follow-up study designed to distinguish
between these alternatives. While finding that second-language classes
elicit less of certain types of adaptive behavior might not be to serious,
finding that teachers hold sets of expectations or stereotypes favoring
members of their own ethnic group could lead to staff development programs
which would improve the effectiveness of the program.

The absence of other clear-cut differences suggests that the
program has not resulted in any tensions which would lead to acting-out
behavior on the part of the children enrolled in it.

-SS- S
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TABLE 3.1

RATINGS OF KINDERGARTEO. AND FIRST-GRADE STUDENTS
BY ANGLO TEACHERS: MALADAPTIVE BEHAVIORS

....111

Experimental

Student Ethnic Group

Angle Students Latino students

Kindergarten (N -4 classes) 79.0 71.2

First Grado (N°4 classes) 106.5 85.9

Control
Kindergarten (N -2 classes) 69.8 68.0
Fiest Grade (N=3 classes) 93.1 95.9

Analysis of Variance

Variable F df p<.

Between Classes
Experimental Condition 0.2 1/9 NS
Grade 8.2 1/9 .02*

Exp. Condition X Grade 0.1 1/9 NS

Within Classes
Ethnic Group 3.4 1/9 (.09)

Ethnic Group X Exp. Condition 4.0 1/9 (.07)

Ethnic Group X Grade Level 0.3 1/9 NS

Ethnic Group X Exp. Cond. X NS
Grade Level 1.4 1/9

**wp .01, * - p<.05, ( ) marginally significant, p<.10.
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TAE -LE 3.2

le4NGS,OF KINDERGARTEN AND FIRST -GRADE STUDENTS
BY 4NGLO TEACHERS: ADAPTIVE BEHAVIORS

Experiwill
yiiirgarten
ikt Grade

Cont/
/tndergarten
/lirat Grade

41ysis

ariable(s)

(N=4 Classes)
(N=4 Classes)

(N=2 Classes)

(N=3 Classes)

Ethnic Group of Students Rated

Anglo

38.3

38.4

30.0
39.1

Latino

31.2
36.4

33.9
31.1

F df p<

Between Classes
Experimental
Grade Level
Exper. Cond. X Grade Level

0.7

1.2

0.0

Within Classes
Ethnic Group 2.0

Ethnic Group X Exper. Cond. 0.3

Ethnic Group X Grade Level 0.5

Ethnic Group X Exper. Cond. X Grade Level 3.3

=01y

1/9
1/9

1/9

1/9
1/9
1/9
1/9

NS
NS
NS

NS
NS
NS
NS
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TA.BLF 3.3

COMPARISON OF RATINGS, BY AEGLO AND LATINO TEAMERS IN THE EXPERIMENTAL
PROGRAM, OF THE MALADAPTIVE CLASSROOM BEHAVIOR OF SAMPLES OF STUDENTS IN

THEIR CLASSES

Ethnic Group
of the Student

Anglo

Latino

Prekindergarten
Kindergarten
First Grade

Prekindergarten
Kindergarten
First Grade

(N-J2

(N=4

(N=4

(N=2

(N=4

(N=4

Classes)
Classes)
Classes)

Classes)
Classes)
Classes)

Ethnic Group of the
Rater (Teacher)

Anglo Latino
Li ':. 88.5
79.0 94.5

106.4 86.7

59.0
71.0
85.9

88.9

99.7
82.2

Variable F df p(

Between Class and Ethnic Groups

Student Ethnic Group 0.8 1/14 NS
Grade Level 2.3 2/14 N3
Ethnic Group X Grade Level 0.4 2/14 NS

Within Classes and Ethnic Groups

Rater Ethnic Group 2.6 1/14 NS

Rater Ethnic Group X Grade 0.6 1/14 NS

Rater Ethnic Group X Student
Ethnic Group .5 2/14 NS

Rater Ethnic Group X Student
Ethnic Group X Grade 0.4 2/14 NS

f:5
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TABLE 3.4

COMPARISON OF RATINGS, BY ANGLO AND LATINO TEACHERS IN THE PROGRAM
OF ADAPTIVE CLASSROOM BEHAVIORS OF SAMPLES OF STUDENTS IN THEIR CLASSES

Ethnic Group
of the Student

Anglo

Latino

Prekindergarten
Kindergarten
First Grade

Prekindergarten
Kindergarten
First Grade

(N=2 Classes)
(N=4 Classes)
(N=4 Classes)

(N=2 Classes)
(N=4 Classes)
(N=4 Classes)

Ethnic Group of the
Rater (Teacher)
Anglo Latino
50.8 31.8
38.2 32.1
38.4 30.7

32.4
31.2
36.3

38.4
37.2
38.5

Analysis

Vari Able F cif 134

Between Classes and Ethnic Groups
Student Ethnic Group 0.3 1/14 NS

Grade Level 0.7 2/14 NS

Student Ethnic Group X Grade Level 0.9 2/14 NS

Within Classes and Ethnic Groups
Rater Ethnic Group 1.0 1/14 NS

Rater Ethnic Group X Student
Ethnic Group 6.2 1/14 .03*

Rater Ethnic Group X Grade 0.3 2/14 NS

Rater Ethnic Group X Student
Ethnic Group X Grade 0.5 2/14 NS
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STUDY 4. PREKINDERGARTNERS' READINESS FOR AN ALL-DAY KINDERGARTEN PROGRAM

Introduction

Rationale

As the first year ,;,f program operation drew to a close, the
program supervisore at the Potter-Thomas School felt that a substantial,
but unknown, number of students in the prekindergarten classes had attained
a level of reeding and number readiness which would not be matched by
typical students entering school at the kindergarten level until several
months into the school year. As a result, it was decided to request
funds for planning and carrying out an all-day kindergarten program in
1971-1972 i.)r pupils who had participated in the prekindergarten and had
shown a high level cf readiness skills. In order to screen students in
the current (1969-1970, prekindergarten for ells purpose, a special instru-
ment was developed by the program sepervisors at the Potter-Thomas site.
This test was conceived as a sample of student skills in three areas, and
can be regarded as having high content validity for this use.

Objectives

The test incorporates two of the skills cited in Prekindergarten
Objective 1.3, Development of Number Concepts in the Prekindergarten. (The
relevant parts of the objective are stated on page 17, Amendrent to the
Model School Proposal). At the end of one year the students at the Potter-
Thomas priaindergarten would be able to do the following:

A. Count from one to ten And be able to play number games
within this range.

C. Discriminate among selected shapes.

All activities in this objective were to be learned in the first
language except the number sequence, which is to be learned in both languages.
Observation of this objective was to be primarily through the use of the
teacher's log, in which a record of performance was to be kept.

Skills describod in the program guide and referring to parts A
and C of this objective, and reading and writing readiness skills were in-
cluded in the readiness instrument which the supervisors developed. Accord-
ing to the proposal most work in both first and second languages was to be
oral-aural. However, when the program was put into practice some work with
written materials was incorporated as well. Thus, students gained practice
in using crayons as markers, and in rtJcognifing and matching letters of the
alphabet. In addition, students were given practice in discriminating
colors. The prexindergarten test which was developed incorporated these
skills, as well as those specified in the objectives.

Procedures

Program Description

The prekindergarten program is a half-day program, which employs
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team-teaching methodology used in other grade levels--a native speaker of
English and a native speaker of Spanish work with a group of about 30
students, about one-half English-speaking, one-half Spanish - specking.
During the course of the school day, students are grouped and rerouped into
homogeneous language groups for activities in which they work with the teacher
who in a native speaker of their mother tongue for first-language instruction,
and the teacher who speaks their second language for second-language instruc-
tion. They also work in mixed groups when the activity does not require
second-language skills beyond the capacities of most of the children. In

this context, all pupils have been ex7psed to activities which parallel those
appearing on the test, at least in their mother tongue; i.e., they have
carried out exercise in the classroom where shapes, letters: and ntunbe:s were
matched, where they had to match small groups of object,, with numbers and
point out objects of a specific color.

Evaluation

Sample. All students enrolled in the program and not absent on the
days their classes were tested were included in the testing. The results,
therefore, approximate parameters of the population of students in the pre-
kindergaren program. the number examined was 50.

Instrument. The Prekindergarten Readiness Test (shown in the appendix)
was devised he progrto supervisors at the model school, to meet a specific
need--ordering prekindergarten students along a continuum from best to poor-
est., so that those with the best skills coulC be enrolled in an enricher;,
a'.1 -day kindergarten program in 1970-71. Therefore, there is no reliability
information about it, and none will be computed at present. However, before
the instrument will bo used again, some validation and reliability studies
will be undertaken.

The first seven items require students to match the character or
shape shown at the left with the identical one on the right. These items
were adopted from the Philadelphia Readiness Test. The next four itms
require that the student make as many dots or marks as the number in each
box indicates. In this part of the test the number was read aloud as well as
presented visually. These Items are borrowed directly from the Philadelphia
Readiness Test.

The first item en page 2 of the test shows five squares, each
containing from two to six dots. The student is told to pick the square
with four dots and mark it. This item is an adaptation of one on the
Philadelphia Readiness Test. The next six items are circles, each contain-
ing from three to eight dots and having three numbers below it. The student
is to pick out and mark the number which correctly ideetifies the number of
dots. In this part of the test the numbers are not read aloud, and the child
must be able both to count the number of dots and to recognise the figure.
These items are an adaptation of items used on the Philadelphia Readiness
Test. The last six items deal with identification of colors. Each item con-
sists of a box containing three of six colors (red, green, blue, yellow,
orange, violet). The name of one color in each box is read aloud. The child

is to indicate which circle it is. For this item, pointing is deemed suffi-
cient indication, as the tester records the ..orrectness of the responses.
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Administration. The test was administered individually to each child
by ore of the program supervisors. No specific instructions were developed,
because it was felt that with young children a more informal approach, in
which direction was given as the need arose in the situation. All testing
was carried out in the mother tongue of the child. All tests were adminis-
tered during the first half of May 1970.

Results

The findings for this study of prekindergartners' readiness for
all-day kindergarten is shown in Figure 4.1. It can be seen that the dis-
tribution of scores is very similar for both Anglo and Latino children.
With both groups combined, nine students (18%) had perfect scores, 28 (56%)
made five or fewer errors (78% correct) and 48 (961) of the students made 13
or fewer errors (57% correct).

Conclusions

As there is no clear-cut base line against which these data can
be compared, any conclusion drawn from the data must be subjective. Within
this context, two observations seem warranted. First, as the test taps
skills which were beyond those included in the commitment made by the origi-
nal set of objectives, the good results (over half of the students scoring
better than 75% correct) suggest that formal addition of these skills to
next year's objectives is warranted. Thus, the classroom exercises employ6d
to teach children colors, shapes, and number recognition ought to be for-I
malized as part of the prekindergarten program. The second observation
which seems warranted comes from comparison of the distributions of scores
of Anglo and Latino pupils. As the two curves frequently intersect and never
differ by more than nine percentage points, it is clear that the program
has been equally effective with both ethnic groups in developing the skills
observed.
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STUDY 5. KINDERGARTEN STUDENTS' READINESS FOR FIRST GRADE

I_ Aonale and Objectives

Performance Objective 2.7 specified that the program would
result in adequate levels of performance of students on the Philadelphia.
Readiness Test, which taps skills similar to those shown in sections IV-N
and V-A of the Kindergarten Program Guide. "Adequate levels" were defined
as performance at least as good as the Spring 1969 schoolwide mean of
20.9 (which was a bit higher than the citywide mean of 20.1), when students
were instructed in their mother tongue in how to take the test. (The

Lest items themselves are equally appropriate for Anglo and Latino students.)

In addition, a base line for Latino students tested in English
was to be included, as this would permit assessment of the value of the
Spanish instructions in improving student performance.

Procedures

Program Description

According to the program guide, all students in the kindergarten
were to be engaged in activities in which they would identify and copy
shapes, match letters and groups of letters, and perform simple numeric
operations such as counting objects. These activities all were to be
carried out primarily in the student's mother tongue, with some intro-
duction of the number sequence in the second language. According to
program supervisors' reports, the teachers in the main were able to
carry out these activities and frequently enriched the program with activi-
ties beyond the minimums specified in the program.

Evaluation

The Philadelphia Readiness Test was shown appended to the propo-

sal document. It is a measure of muster and reading readiness, and correlates

with the Metropolitan Readiness Test at 0.47. According to the proposhl
for the model school program, the teachers were to involve students directly
in activities which parallel items on the Philadelphia Readiness test.

The first page of the test contains eight shapes to be copied,
one of them being a sample. The first four (the sample and three scored
items) were shapes which appear in the program guide as items which the
student should have experience matching, and picking out and drawing.
The remaining four "copy" items include characters which the student should
have experience in identifying, but no specific "copy" practice has been

specified.

The second page of the test requires students to match letters
and groups of letters in a manner similar to that specified for students
to carry out during the program when using the letters of their names.
The number items on the test's last three pages are similar to theme
specified in the program guides.
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For the purposes of this study, the bilingual program supervisor
in the model school program prepared a set of Spanish language instructions.
These weri shown appended to the proposal, along with regular English

instructions. The items themselves were deemed sufficiently frel of lan-
guage dependence, that no other alteration was necessary.

Sample and administration. The entire population of the Potter-Thomas
kindergarten was included in this study. The test was administered by the
teachers as it had been in the base line years: the teachers administered
the test to small groups of two or three students at a time, throughout
the month of May. The only difference between this testing and the regular
testing usually carried out was that Latino students were randomly divided
into two groups of equal size; one group took the test in English, the other
group in Spanish. All Anglo students were tested in English. As in
previous years, the instruments were scored by the teachers. The project
evaluator reviewed the tests, to verify the scoring.

Special testing conditions. After the completion of the testing, the
evaluator examined the tests. In one class the Latino students' results
seemed higher than in other parts of the program and at least one question
appeared to be improperly administered. A number of students had
received credit for the item although it was not correctly marked on the
answer sheet. To recheck the validity of the testing procedure this item
was readministered by the program supervisor. In general the results
confirmed the previous scoring; virtually every student performed correctly
on the item. It was felt that, despite the opportunities for practice,
this second administration probably represented the students' true level
of skill better than the first, questionable administration. The score
earned in the readministration was, therefore, included in the results.

Results

The findings are summarized in Figure 5.1, which shows the
scores earned by each group against a series of baselines from the previous
year. It can be seen that all three groups had scores which equaled or
exceeded the citywide mean of 20.1 found in the 1969 citywide examination.
Both Anglo and Latino groups tested in their mother tongues were found
to exceed both the citywide and schoolwide means of last year with the
"Latino in Spanish" group exceeding the mean of the "best school" in the
city during the 1969-1970 school year. The Anglo-English group had a mean
of 21.7; the Latino-Spanish group had a mean of 24.4, and the Latino-English
group a mean of 20.2.

Conclusions

The results indicate ttat when students are subjected to the
program and tested in their mother tongue, the stated objective, that
both Anglo and Latino at least equal the 1969 schoolvide mean, is clearly
attained. In addition they suggest that among Latinos the language of
the instructions to the test has a majc: effect in determining the score,
when the instrument is administered in the context of the bilingual program.
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What is most interesting, however, is the extremely high scores found among
Latinos tesicl in Spanish. Assuming that all irregularities were eliminated
in the rechecking of the questionable item, the results suggest that mastery
of the number-and-reading-readiness concepts was very high in this group.
Review of the Latino teachers' procedures by which thess skills were presented
to the students is warranted, and, if they are found to be generally
appropriate, the procedures should be made available for others both in the
program and outside it.
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3TUDY 6. FINAL RLPORT ON READING SKILLS IN 91E TONCLT IN ILE
FIRGT-GRADE MODEL NCJiOOL PROGRAM

Introduction

Rationale

The guiding philosophy of the Model School program is that the
student learns all skills best when they are introduced in the mother
tongue. This philosophy has led to the introduction of reading in the
first grade in the mother tongue only, for both English- and Spanish-speak-
ing mils. When these students are in the second grade, it is anticipated
that reading 1k the second language will be introduced.

This report is the second examination of reading skills. The in-
terim report on reading (Appendix 6.3) noted that at the midway point of
the school year Anglo students had developed larger sight vocabularies than
Latinos. This was believed to be a result of differences in text lengths,
with the Spanish books having nearly four times as much text for each word
introduced as the English texts have. leachers had been advised to use the
Spanish books more selectively, skipping ,:cortions of the text which did not
contain new material, or contained esteticl which would be repeated.

Within this context, it 4.reervri to th progran supervisors that
the rate of reading-skills acquisition became nllout the same, but the Anglo-
Latino difference developed early in the year was maintained. As a result
some Anglo students were reported as rending the Level 1 of their text serieq
by teachers in the program. It was, therefore, decdidcd to include a sample
of words and sentences from Level 1 for the Anglo group in the final assess-
ment of the reading objective. It should be noted that any attainment at this
level is beyond, that contracted in our preparation of the original objective
stated below.

Objective

The revised proposal for the Model School program etoted that in
the first grade 90% of the students would be able to recognize 80% of the
vocabulary introduced by the pre-primer and primer levels of the reading series
used in the program. (The Leidlaw readers in Spanish for Latinos and the Bank Street
routers for Analog.)

Procedures

Program Procedures

About two months after the beginning of thi formal operation of the
Model School program, formal study of reading using the prescribed readers
was begun in all classes. The books in use are The Bank Street Reading Series
(In the City, People Read) in the English language for the Anglos and the Laid-
law Reading Series (Canino de is Escuela,Apsendemos a Leer) in the Spanish
language for the Latinos. According to the program supervisors, before the
readers were introduced, preparatory activities such as matching and identify-
ing letters and using experience charts were used in all classes.
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Following the interim report on reading, the project director recommended
that the Spanish readers be used selectively, skipping portions which merely
review previously introduced material. According to program supervisors this
recommendation was carried out in the classes.

Evaluation

Instrument. In order to ground the test directly in the materials used
in the text, special instruments were prepared which consisted of words in
the pre-primer, primer and (for English-speaking students) Level 1 texts uRed
in the program. As the vocabulary included in these texts Is quite large,
sampling of vocabulary of about 1/5 was used for the pricier and Level 1 texts.
To make the test more compact, words were grouped into phrases and short sen-
tences. However, the scoring was word by word, so that the percentage of stu-
dents recognizing each word could be easily calculated.

Two separate tests, one in English and one in Spanish, were pre-
pared. Both are shown appended to this paper. The words, phrases and short
sentences which were included in each were written in manuscript by hand on
ditto masters and reproduced. As was noted before, the English language test
includes material from the Level 1 book of the Bank Street series as well as
from the pre-primer and primer levels.

During the first week of June every student was tested individually
in his mother tongue by one of the program supervisors (the one who was
e native speaker of the appropriate language). The student was presented with
a copy of the test and was asked to read aloud the words, phrases and senten-
ces before him. No coaching was permitted, but students were generally en-
couraged to try.

Population. All students enrolled in the four experimental first-grade
classes of the Model School program participated. The results are therefore
parameters of the first-grade participant population.

Results

The English language reading text for the pre-primer and primer
levels contained 46 words, including repetitions (in appears twice and the
appears "-Ace). As it vas felt that the recognition of these words might vary
with the context in which they were imbeded, each repetition is counted separ-
ately. To attain a score of 80% correct, a student had to make nine errors or
less. Among the 67 Anglos tested, 32 or 47.6% attained this level. Eleven of
these had perfect scores. At the opposite end of the continua, three students
did not recognize a single word. One of these three students has been diagnosed
as brain-damaged according to information provided by a program supervisor.

The Spanish language reading test included he words including repeti-
tions (la appears four times; x appears three times). To achieve the objective
of 80% correct, a student had to make 10 errors or fever. Of the 58 students
who were examined in the June testing, 26 or 44.8% attained the objective. Three
of these had perfect scores, boi five students failed to recognize a single word.

For both language groups, these results are below the 90% of-the-stu-
dents-recognizing-60%-of-the-words goal.vhich was set in the proposal. Reanaly-
sis on the basis of the sight-vocabulary word rather than on the basis of the
student may help to clarity the situation.
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To this end, the data have been reorganized and displayed in Figures 6.1
through G.G.

With the "word" treated as the independent variable and the percen-
tage of students recognizing it as the dependent variable (as shown in these
figures) the minim= average rate of recognition for each word would be 725
(901 x 80%) for the objective to be obtained. If this is treatel as a base-
line, it is possible to see where the pupil performance departed from the ex-
pected outcome. Figures 6.1 and 6.3 show that, in both the English- and Span-
ish-speaking groups, overall performance in the pre-primer was about the mini-
mum that would be expected if 906 of the students had achieved 605 correct.
Figures 6.2 and 6.11 show that performance on the primer-level materials was
substantially lower than the minimum acceptable level. Among Angles only the
word I exceeded this baseline (in and the, approximating it, also appeared in
a pre-primer derived phrase.) Among Latincs, no newly introduced word exceeded
the baseline (1a, which exceeded it, appeared in the pre-primer).

As was noted earlier, some Anglo children had begun to work with
Level 1 books. Five phrases and sentences, consisting of 20 words, four of
which were repeated from earlier levels in this part, were included (play around
town, but I like water, too, the big dog lumps, Cermen went to the mailbox,
your new teacher.) Thirty-four or 50.7% of the pupils were able to read at
least one word not appearing in the more elementary books. Among these, four
students were able to read all the Level 1 sample correctly. Fifteen others
were able to read this material with five or fewer errors.

Conclusions

Overall, the findings of this study suggest that the initiation of
the program using Spanish-language Laidlaw readers more selectively has resulted
in both Anglo and Latino students demonstrating similar levels of skill on
pre-primer and primer materials. Therefore, the suggestion made after collec-
tion of data for the interim report on reading seems to have been appropriate.
The finding that some Anglo students have begun to work effectively with Level 1
materials tends to confirm the interim suggestion that the initial difference
found has been maintained but that progress since then has been about the same
for Angles and Latinos.

The finding that the objective of 846-901 was not attained suggests
that some review is in order. As the program was not organized until October,
exploration by the project supervisors of whether this delay and possible delays
in getting texts and materials into the students' hands can underlie the findings,
seems appropriate. Should no such contiagency factors be found, reexamination
of the mannter in which reading was taught and/or the criteria built into the ob-
jective would be warranted.

The vide raage of competencies at the end of the first year of program
operation suggests that the restructuring of the reading objective may be warran-
ted. in order to take into account the likelihood that students (a) will be
ready to begin to read at different times, and (b) can be expected to procled at
different rates, a series of goals for easily differentiated subgroups may be more
appropriate than the cutoff point used in this year's objective.
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AmenditbIls YEAR-END READING TEST - ENGLISH
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6.2: YEAR-END READING TEST - SPANISH
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Appendix 6.3

INTERIM REPORT ON READING IN TO FIRST GRADE (FEBRUARY, 1970)

Introduction

Rationale

As the first grade demonstration program at the Potter-Thomas
Model Bilingual School unfolded, by January it became evident to the project
director and program supervisors that interim feedback as well as year-end
assessment would be valuable in order to determine whether the instruction
in reading was proceeding at a rate which would suggest completion of the
target for the year.

Objective

Objective 3.7 included performance specifications for reading
and writing. The reading portion stated that both English-and Spanish-speak-
ing first-grade students would complete the pre-primer and primer levels of
the reading text in their mother tongue (the Bank Street reader series for
students whose mother tongue is English, and the Laidlaw Series of readers
for students whose mother tongue is Spanish). The target was that 90% of the

students would be able to read 80% of the words in the pre-primer and primer
text levels by the end of the school year.

Procedures

Instruments

In order to ground the observation of reading skills directly in
the curriculum studied, it was decided to prepare special instruments, which
consist of all words (excluding proper nouns and expletives) appearing in the
pre-primer level of the English and Spanish texts. Tests were written in manu-
script, in one-half-inch-high letters, and presented the words in the pre-primer
in the order in which ,icy appeared within the text. When it vas found that
nineteen English-speaking students were able to read nearly all vocabulary words
at the pre-primer level, a similar test covering vocabulary words in the English
primer level was prepared in order to assess further the functioning of these
students.

During the first week to February, students were tested individually
on the pre-primer level in their mother tongue. One of the two program super-
visors (the native speaker of the student's mother tongue) presented the stu-
dent with a mimeographed copy of the pre-primer test sheet in his mother tongue
and asked the student to read each word aloud. No coaching vu permitted, but
students were generally encouraged to try. The following week, the nine students

who were able to read all words in the pre-primer level with less than six errors
were tested on the primer level. All of these students were English-speaking.

Pouulatiop

All students in the four experimental first-grade classes participated
in the testing situfl!en. The results are therefore parameters of the population
defined by participation in the first grade in the Model School program.
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Analysis

As the results are population parameters, no statiicical manipula-
tions of the data are appropriate.

Results

Figure 6.5 shows the frequency of word recognitioL among Latino
students. In general, words appearing earlier in the pre-..irimer level were
recognized by more students than those presented later. However, the trend
was not without reversals. Six of the first fifteen words ,ere recognized
by over 70% of the students (five of the first seven, and the fifteenth word).
Overall recognition declined slowly within the list, with the last, five words
averaging 10% recognition.

Figure 6.6 shows that the pattern was
except the decline was not nearly as rapid. As

first fifteen words were recognized by over 70%
among Anglo students, recognition at the end of
nearly 40%.

As the recognition rate was very high for some Anglo students, it
was decided to test the group of nineteen students who had made less than six
errors on the primer English list. This list consists of fifty-two new words.
Each of the first fifteen words on this list was recognized by at least 42%
of this select group of students, with two words ("boy" and "come") recognized.
by 95%, three words recognized by 8o%-89%, and four other words recognized by
70-79%. After the fifteenth word, the recognition rate dropped sharply to
16%, where it remained for the next twenty-four words with four exceptions,
"she", "her" "it" and "some" which were recognized by 11%. This steady rate

represented superior performance of three students. Two students (11%) recog-
nized all of the next ten words with one exception, "fire". This left four

words in the English primer-level text not recognized by any student. Contact

with the two English - language first-grade teachers confirmed that all nineteen
students who were able to recognize words from the primer level had begun using
that text by the time they were tested.

similar for Anglo students,
with the Latinos, six of the
of the students. However,
the list was maintained at

Conclusions

One factor contributing to the findings that Anglos had larger sight
vocabularies than Latinos was that there had been a delay of about one month in
the delivery of the Laidlsv texts used by the Spanish-speaking students. How-

ever, the project staff felt that this was not a complete explanation, because
the use of other methods of beginning reading development with Latinos (such as
experience charts) should have minimized the differences observed. In addition,

the staff telt that the Spanish language, being phonetic, was probably eerier
for the students to learn, Moreover, reports from Spanish language teachers
suggested than they were satisfied with the progress students were making in
moving through the text materials. The findings, coupled with the teacher com-
ments, then suggested to the project director and program supervisors that the
discrepancy Light be found in the texts in use.
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Examination of the books in the Bank Street and the Laidlow
reading series did in fact suggest that differences in materials could
underlie the findings. Although both texts introduced nearly the same
number of words (twenty-nine for the English-language Bank Street pre-
primer, thirty-one for the Spanish-language Laidlaw pre - primes), the
texts were of markedly different lengths. The Spanish text contained
nearly twice the number of pages, and roughly twice the amount of
written material per page. As the program structure made it necessary
for about the same amount of time to be devoted to reading by both
English- and Spanish-speaking pupils, the text length probably accounted
for the observed discrepancy. If the reading speed of both groups
wa4 approximately the same, the differences in text length would result
in the English-speaking pupils' being introduced to about four times
as many words as the Spanish-speaking students during any given time period.

This suggested that proceeding continuously through the Laidlow
pre-primer would not be an efficient method of continuing to teach read-
ing to Spanish-speaking students. To work out a better method, the
director and the program supervisor asked three Latino students to read
aloud portions of the Spanish text ten to fifteen rages beyond their
reading level as reported by their teachers. It was found that with the
exception of a few newly introduced words, students could generally
read at a level far beyond that indicated by their clasa activity. When
provided with brief practice on newly introduced words, these students
seemed to be able to read the more difficult texts without problems.

As a result of this examination, a stopgap procedure was deve-
loped, whereby teachers would introduce some new reading words inde-
pendently of the text and then have students skip portions of the text
and read selections in which all of the newly introduced vocabulary
words appeared.

A better, long-range solution to the problem of text difference
would be to prepare new materials, similar in length and style to that
used in the Bank Street readers, but using appropriate vocabulary for
introducing reading to Spanish speakers. Consideration of a request
for funds to develop such materials seems warranted by these findings.
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STUDY 7. WRITING IN THE MOTHER TONGUE IN THE FIRST-GRADE MODEL SCHOOL
PROGRAM

Introduction

Rationale

As is common in most traditional elementary school programs,
writing in manuscript is introduced in the first grade of the Model
School program. however, in harmony with the overall goal of approaching
the student first in his mother tongue, any writing activities are to make
use of the vocabulary of the students' first language. During subsequent
years, these students will also be introduced to-writing the second language.

Objective

The proposal for the Model Bilingual School as amended specified
in Performance Objective 3.7 (Reading and Writing in the First Language)
that all students in the program would learn to write in their mother tongue.
As the year progressed, the specific skills to be developed were clarified,
and the observation method set. This refinement permits restatement of the
writing part of objective 3.7 in more operational terms:

When using criteria established and the instruments developed
to observe writing skills in the mother tongue, at least 60%
of the students will be able to score 60% or better on each
part of a test which includes (a) copying isolated letters,
(b) copying isolated words, and (c) oopVing brief sentences,
based on vocabulary appearing in the reading textbooks used by
the children in the program.

The specific judgment criteria implied in this statement are shown in the
Procedures section, below.

Procedures

Proem* Description

The teaching of writing in the first grade was carried out in
manner similar to that used in most elementary schools, with both experience
charts and material derived from reading texts used as source material.
Teachers planned and carried out the activities under supervision of the pro-
gram supervisor but were generally left free to develop their own teaching
strategies. The prime restrictions on these activities were (a) that students
should be able to write words and phrases which they could read, and (b) that
all writing was to be in the students' mother tongue.

Evaluation

In teaching writing skills, teachers frequently mimeographed forms
on which the students filled spaces by copying material already printed on
the form. The identical format was used in preparing a test for the students.
This enabled the writing test to be presented by the teacher as a regular class-
room exercise.
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Instruments. The test prvpgred in each language (See Appendices 7.1,
7.2, 7.3) had three parts. The first Fart (identical in both Spanish and
English forms) contained six letters, including the two which teachers in the
program judged to be the easiest for children to copy (i and t) and four
(m,p, j, and s) judged to be more difficult. The second part of the test con-
tained three words, each to be copied separately. The third part contained
three short sentences. Parts II and III were designed to include vocalni.arY
appearing in the readers. Items were selected to include aspects of writing
which seemed difficult to master: letters which extend above and below lines,
(e.g. b versus p) or similar shape (8 versus y; r versus n, etc.) The differ-
ence between the parts was that in the second the student must make discrimin-
ations only within one word, but in the third part discriminations must be made
within a line of lettering, including spacing, capitr.1%tion, and punctuation.

The two forms of the test were judged by the program supervisors to
be of about equal difficulty, but the words selected and, hence the frequency
with which each character appears on the test, differed. The test was made this
way because it was felt that it was more important to hold familiarity with words
(due to their appearance in the reading materials) constant than to match the ac-
tual number of times each character appeared in the test.

During the planning of the instrument it was found that teachers were
having their children practice writing differently. One of the Spanish-speaking
teachers vas having her children write so that uppercase letters filled a stan-
dard line, and lowercase letters only one. Two versions of the Spanish test
were then prepared, with material written in each of the two spacing formats.

The test administered in the classroom, by the teacher, as a regular
classroom activity. However, the program supervisors observed the testing as
it took place, to assure that appropriate procedures were followed. Originally
it was expected that students would be tested twice, once in March (to provide
feedback to the teachers) and again in May (to provide data for the final eval-
uation). The multiple exposure of students to the test was felt to be benefi-
cial, in that the researcher's intention was to collect data under ideal per-
formance conditions, without interference from the students' unfamiliarity with
the specific teat procedures. However, upon scoring of the tests made in March
it appeared that the objective for the program was already attained. As the
resources required to carry out the second examination could be used elsewhere,
the second testing was dropped.

In scoring the writing'tests it was necessary to take into account
(a) that the English and Spanish tests would be of somewhat different length
and (b) that the learning of writing in the first grade centers on lenibility,
without interference of the handsomeness of the penmanship. To take into account
both of these problems, a scoring method in which the written materials would
focus on the student's work in a letter -by- letter (microscopic) manner was de-
vised. After the program supervisor's discussion with the project director and
the evaluator, the three sets of criteria (one for each part of the test) were
developed. These criteria are shown lA Appendix 7.4 of this study. When these
criteria were used, the score for each part of the test was comput using the
following formula:

Percentage correct Total number of characters - Numbers of errors
Totalnunber of characters

One week before the administration of the test, a version in Fnglish
using single -space format wai tried out on a sample of Ane,to students. Ten of
these tests were selected at random and scored independently by the two program
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supervisors, in order to check the clarity of the instructions for s.:oring.
Interrater reliability obtained from this preliminary version was +.98.

Population. As all students in the first-grade program participated
in this testing, the results are parameters of the first-grade program-par-
ticipant population.

Analysis. The objective stated a minimum level of acceptable performance.
Therefore, no statistical manipulation was performed other thra. tabulating a
cumulative frequency distribution for the parts of the tests and comparing each
with the criterion.

Results

The findings are shown in Figures 7.1 through 7.6. Each is a cumu-
lative frequency curve of the number of errors made by each otudent. an as-

.
terisk on each curve shown in the figures shows the minimum outcome for attain-
ment of the objective, 60% of the students getting 80% of each part of the test
correct. If this asterisk is at or below the curve shown iwthe diagram, the
objective was attained or exceeded. If the asterisk is above the curve, it in-
dicates that the objective was not attained. As cen be seen from examining the
curves, the objective was attained by both Anglo and Latino groups on all parts
of the test during May, 1970, as the curve passses above the criterion point
in all cases. ,

In part 1 of the test, where the students had to copy individual
letters, nearly every student tested attained the 80% correct goal, among both
Latinos (where 96% of all students attained or exceeded it) and Anglos (where
92% attained or exceeded it.) Part II of the test, where the atudents had to
copy the letters as they formed words, proved to be a bit more difficult.
Seventy-eight percent of the Latinos attained or exceeded the criterion, and
75% of the Anglos attained or exceeded it. Part III, where students had to copy
short sentences, proved to be more difficult for Latinos than for Anglos. Sixty-
three percent of the Latinos and 86% of the Anglos attained the criterion.

As two test formats were used for Latino students, double- spaced
(which vas also used for all the Anglo students) and single-spaced (which was
used only with students cf the Latino teacher who had students practice in that
manner) a check vas made to see whether there were discrepancies in the classes
which could account for the difference in Angle- Latino scores on Part III. Some
were found. Sixty-eight percent of the students exposed to the double -apace
format attained the objective, but only 58% of the students exposed to the single
space format attained it.

However, as the children not only need different spacing on the page
but also were taught by different teachers, the inference that the double-spacing
method is a better teaching strategy can only be tentative.

Conclusions

It appears clear that the objectives for writing were attained ahead
of schedule by both Anglo and Latinc students in the biAngual school. The
difference observed between the groups of Latino student: who were taught using
the single and double formats, suggests that the project d!rector's preference
for teaching writing using double spaces appears valid and should be used uni-
versally next year, if possible.

-85-
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Appendix 7.1

'GLISH WRITING TEST
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;Name:

'Three boys run.

They go down.

Houses are in the, city.
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Appendix 7.2

SPANISH WRITING TEST

(DOUBLE -SPACED VERSION)

I IS-



;Hombre

m

P

corn°

donde,.

busca.

94 -

102



Nombre:

Ira la bola
1.111111111

V y a casa

Soy feliz con pa a.
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Appendix 7.3

SPANISH WRITING TEST

(SINGLE SPACED VERSION)
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Name:

cdsrn0

donde.

bus co,.

Miret. la. bola.

Voy 0. casa..

y felim con papa/.

97 - 15



Appendix 7.4

STANDARDS FOR EVALUATING ALL WRITING TESTS
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nritrri; fol

Three scores will be liven on each test:

1. Copyinc Letters

One point 7,111 bc! subtrxtcd for the followin; orrory:
-1 for incorrect j'ni-ral ehar.e, includiv; dot:: tarl crosr pieces

;here a:plic hie:

-1 or incnrnct or 1A,,:1-

-1 it T 1!,c,,rv.ct st:.n in rol..tion t- rne or io.nrr,,.ct locAion

on
-1 for incrr )-bt

2. Col-0-1.n,.;

One point !ll be rubtricted for the followin_: errors:
-1 for poor relationehip to line ( -1 for east: letter )
-1 for !Aissinj or adding one or more lettere ( in tpini.h,

incitOes %ccent )
-1 for Vckw:Ir3 lettere
-1 for incorrectly formed letter:,
- 1 for incorrect speacing within the yard

3. Copy: n,; :Ant,Inces

One pol!it will be subtracted for 0,2 follolAn; erre :
- 1 for missinL: a c:.:Atel or eddtiv a cpit%l
-1 for nissinz a period at the en(; of the sentence

- 1 for 7%is.in; a word or niclin word

-1 if off the line ( lettert !_.nd 1;orde, )

- 1 for nissinj or addiu,3 a le11(4. 7;i thin the word

-1 for trawporce letere
- 1 for nicring accent mr!!c
- 1 for 'told! out o4" order

99 -
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STUDY 8. PROCESS EVALUATION, ARRIBA CONTINUING EDUCATION IN SPANISH PROGRAM

Introduction

Rationale

The product objectives of the ARRIBA Continuing Education in
Spanish program include constructive changes in students' grades, deport-

ment, attendance, and punctuality. This process-evaluation study is
concerned with the attainment of eight process objectives which were
adopted as means to enable those constructive changes to occur.

objectives

1. Teacher Selection. Teachers selected for this program will
all ke,; native speakers of Spanish, with 12 credits in teaching methods,
and pass the screening of a committee consisting of representatives from
the Spanish-speaking community, the Foreign Languages Department of the
School District of Philadelphia, and Temple University College of Educa-

tion.

2. Spanish Instruction. All courses will be carried out in
the Spanish language (except for English as a second language (ESL)).

3. English Curriculum. All students will be enrolled in an
English curriculum (ESL or regular English course appropriate to their
grade level).

4. Puerto Rican History and Culture. A unit on this topic
will be included in the social studies curriculum.

5. Parent Program. Parents will participate in one function
at each school site which will be carried out in both the Spanish and

English languages.

6. Staff Development - Preservice. All teachers will enroll

in a special teacher - preparation program for bilingual teachers leading
to a Bachelor's Degree or Master's Degree at Temple University and
Emergency Pennsylvania Certification.

7. Inservice Training. All teachers with emergency certificates
will participate in an inservice training program sponsored by the
School District of Philadelphia and Temple University, and earn at least

a C grade in the Seminar on Teaching.

B. Teacher and Pu it estionnaire. Descriptive data about
student populat on and teat r me odolog es will be collected via a

questionnaire. This data is to be used in planning for next year.

Procedures

Program Description

In the ARRIBA program four subjects were taught in the student's

- 100-



mother tongue: Science, Math, Social Studies and Spanish as a first

language. All students in the elementary and junior high school levels
participated in E.S.L. (Funded by Title I and School District budgets).
In the senior high school, students could participate in E.S.L. or regular
English courses, and could pick from among the offerings of tne bilingual

program. At the elementary and junior high sdhools, students who parti-
cipated in bilingual classes were required to take all four subjects.

Evaluation

Record keeping was not as orderly in this program as in the
Potter-Thomas Model Bilingual School. Therefore, the project evaluator
relied on interviews with the project director and the program super-
visor in assembling this data. However, there were two exceptions.
Objective 1 was fully documented by the director. Objective 8 employed
questionnaires completed by students an., teachers in February and early

March 1970. The program supervisor delivered the questionnaires to the
schools and returned them to the evaluator when they were completed.

Results

Objective li Teacher Selection. All 11 teachers in the ARRIBA
program were selected from among those who completed the Summer Institute

of 1961, In order to coetpleteLDe institute program all had to meet the
requirements for participation teachers in the ARRIBA program. It

should be noted in passing that one of the most important characteristics
of these teachers was that they were English-Spanish bilinguals. While
no specific ethnic background or language skill was specified for teachers
in E.S.L. courses offered to students enrolled in ARRIBA, all but one of
these teachers were bilingual.

Objective 2: Spanish Instruction. The program supervisor re-
ports that Spanish was always the medium of instruction in the ARRIBA
classes she observed. She noted, however, that at three sites (Ludlow
Elementary School, Waring Elementary School and Penn Treaty Junior High
School) the teachers systematically introduced the English technical
vocabulary for social studies and mathematics courses, so that students
would not encounter difficulty should they move to an English - language

class at a later date. English vocabulary was introduced at the request
of the principals in the participating schools.

Objective 3: English Curriculum. 'According to the program
supervisor, all elementary, junior high d some high school students
were enrolled in E.S.L. The remaining high school students took regular

English courses. When the sample of students for product evaluation of
this program was drawn, it was found that every student in the sample re-
ceived a grade for some type of English instruction, thereby confirming the
supervisor's report.

Objective 4: Inclusion of Puerto Rican History and Culture.
According to the program supervisor every social studies or history course
in the program began with at least a brief unit in Puerto Rican History
and Culture. In adoition, at the high schools the program offered an

elective in History and Culture of Puerto Rico.
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Objective 5: Parent Participation. The number of activities
geared toward involving parents in the program varied from one sch.x.,1 to
another.

According to a bilingUal program teacher at Ludlow, U.e parents
of all students at the school were invited to special programs during
Pan-American Week and Christmas. These programs included English and
Spanish songs performed by the school choir. Children from the bilingual
program participated in this choir. The Ludlow bilingual choir also
entertained guests at the Nationalities Service Center in downtown
Philadelphia and at a neighborhood playground. This teacher also reports
that parents of children in the bilingual class prepared Spanish foods
and a fashion show as pact of the city-wide celebration of Puerto Rican
Week. The school also hosted a Parent-Teacher meeting and meetings of
the Ludlow Civic Association and Hispanos Unidos. She had no record of
the number of parents of students in the program or community people who
attended these functions. (See Addendum at end of this study.)

The program supervisor advises that at Stoddart-Fleisher three
programs for parents were presented which included such bilingual elements
as student entertainment and speakers. One was held as a Christmas
celebration, one as a Mothers' Dty celebration and one was held during
March 1970. There is no record of the number of parents of program
students or other adults who attended.

Penn Treaty Junior High school held a parents' meeting in which
the contents and ALMS of the ARAM program were clarified. No record of
the number of parents attending is available. In addition, one teacher
at Penn Treaty formed a Puerto Rican Culture Club which meets monthly and
contains ten student members. This group frequently has the parents of
the participating students in attendance at its functions.

According to the project director the parents of children at
Waring School participated in Christmas and Mothers' Day programs which
contained both English-and Spanish-language elements. No record of the
number of parents in attendance is available.

The project director also states that she addressed a meeting
of parents at Kensington High School where the methods and aims of the
bilingual programs were discussed. No one recorded the number of parents
in attendance.

While no specific parent-oriented programs were presented at
Edison High School, the program director reports that this school, as
well as all others in the program, entered floats in the Puerto Rican
Day parade. The community had the opportunity to see these floats. The
Puerto Rican Day observance was proclaimed by the Mayor of Philadelphia.

In summary, five of the six schools held at least one activity
designed to attract parents to the school in order to familiarize them
with various aspects of the program. All schools participated in the
Puerto Rican Day parade.
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Objective 6: Staff Development - Preservice. Details on the
outcomes of the summer program are found in Study 1). It should be noted

here that all teachers in the ARNIM program achieved the emergency
certificates.

Objective 7: Inservice Training. The Program supervisor reported
that all teachers in the program participated in the required seminars,
earned at least the minimum grade of C, and continued to take courses
successfully (see Study 11).

In addition to the seminars, the program supervisor reports that
each teacher was monitored six times in the fall semester and six times
in the spring semester while teaching the class. Monitoring was followed
up with a supervisor-teacher discussion. At these discussions, the teacher
commonly voiced the following problems: (1) Teachers were unhappy about
moving from room to roan without a permanent location. (There was no

solution to this problem); (2) Teachers complained that there were in-
adequate texts. This was remedied by January when materials on order
arrived; (3) Some teachers reported that their relations with Anglo teachers
in regular classes were strained because of ethnic and language differences,
and because they were unfamiliar with the procedures and traditions of the
school. This was alleviated by having the principals appoint an expe-
rienced teacher to serve as a resource for the new bilingual teacher. In

addition, teachers raised problems about school regulations and memoran-
dums from the principal. These problems were resolved by the supervisor.

The program supervisor stated that in observing classes the
three most common difficulties warn; (1) Teachers needed help in develop-
ing lessons from course outlines and curriculum guides currently used in
the schools; (2) They needed help in organising lessons into coherent unity
for presentation to the students; and (3) They needed help in disciplining
\students who were disruptive in the classroom. The supervisor says that
these problems were handled in the post-observation discussions, and that
at later observations they seemed resolved.

While notes on each observation were reported as kept, the
supervisor was able to provide documentation on 19 out of 132 visits which
took place. (See Addendum at end of this study.)

Objective 8. Teacher and Pupil Questionnaires.

Teacher Questionnaire. Of the 11 teachers, five junior high and two
senior high school teachers returned the complete Teacher Questionnaire.
One question asked them to indicate the number of students added to and
dropped from their classes. This data points to relatively high turnover
rate, with additions to classes outnumbering students who left them. One

high school teacher, whose time is shared between both high schools in
the program, reported that he began with a teaching load of 80 students
in four courses. Between September and February, when the data was collected,
he reported that 23 students were added to his classes while two students
were dropped. A second high school teacher reported 72 students on her
class rolls when she took over in November (from a teacher who had been
transferred to another school). By the end of February, 21 had been added,

and 14 had been removed. All four teachers at one junior high school
reported that, as a group, they began with 41 students, gained 25 and lost
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11. At the second junior high school, the reporting teacher stated that
36 children were added, and 26 removed from her class by February.

While these figures probably contain duplications in that some
students may appear in more than one class and students added to classes
subsequently left the program (i.e., the student was only in the class
for a brief time), they do suggest that the constant turnover may have
made teaching difficult.

A second question asked teachers to report the special tech-
niques they developed for their classes. The results mainly contain items
known to most teachers (demonstrations, oral reports, oral readings,
silent reading exercises, writing compositions and letters, reading
Spanish newspapers, grammar exercises). One interesting technique, tried
successfully by a teacher of Puerto Rican History and Culture, was to
play tape recordings made from radio and television broadcasts.

A third question asked teachers how the program could be improved.
The following comments were made by one teachers

. There should be a Spanish program coordinator in each school.

. Teachers should be selected with more attention to their
specific language competencies.

. Anglos who speak Spanish could be included in some courses.

. More supervisory personnel are needed.

. More Spanish texts are needed.

. A Spanish bibliography would be helpful.

. Teaching materials could have a closer relationship to the

students' life.

. The English course could be more challenging.

. There could be a Spanish literature course.

Student Questionnaire. The findings for selected items on the Student
Questionnaire are shown in Table 8.1. Five of the schools completed and
returned the Que-Wnnairea, while the sixth, Waring Elementary School,
failed to respond. According to the program supervisor, the questionnaires
were filled out by all students in the program present at the school on
the day they were handed out, except at Edison High School, where one
teacher, who sees about half the total population of participants, adminis-

tered the questionnaire. The results are consistent enough from school
to school to warrant belief that they probably apply to the total popula-
tion of participants.

According to respondents, the student body is predominately of
Puerto Rican origin (A3%), with 5% coming from other Spanish-speaking
areas, and 12i stating that they were born on the mainland. Most of the
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students born on the mainland were found in the high schools and one
junior high school, with no mainland-born students in the second junior
high or the elementary school.

An overwhelming number of participants indicated that they
would prefer a mixture of English and Spanish courses in the coming year
(77%), but this was not consistent across level of education. At the
reporting elementary schoo1,88% preferred all courses in which the
Spanish language would be the medium of instruction. As there were no
questionnaires returned by the other elementary school, it is not known,
at present, whether this is a property of one school or elementary students
in general.

Only four percent of all students said they wished to be in an

all-English program.

In all schools but one, more than half the students reported
that Spanish was the language used at home most of the time, the ex-
ception being Edison, where 45% reported this was the case. For the re-

spondents as a whole, 71% were from predominantly Spanish-speaking house-
holds, with only 1% reporting they came from households where English was

the primary language. There seems to be a trend, however, across schools,
with more of the high school students reporting using English in their
homes.

Conclusion

In the main, this program seems to have been implemented
according to plan, but with spot documentation and some variability from
school to school. Objectives for teacher selection, preservice training
and inservice training were carried out in an appropriate manner. Five

of the six schools report adequate parent programs, but inevfficient
documentation prevents analysis of Performance Objective 6, which crated
that at least 2/13 of the student population's parents would attend a
function at each schoo..

The teacher questionnaires revealed one serious problem -
student turnover - which would appear to interfere with an orderly
presentation of curriculum materials and attainment of course-work
objectives.

The student questionnaire confirmed that the population iii

the program is lergely of Puerto Rican background. It also suggested

that the vast majority of students prefer a mixed English-Spanish
program. Some canvassing of students (and possibly parents), to assess
if the participants would prefer more English-language activities
than now available at each grade TW72,seens wareented.
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TABLE 8.1

STUDENT RESPONSE TO SELECTED ITEMS FROM THE STUDENT
QUESTIONNAIRE - (MARCH 1970)

High School. Jr. H. S. Elem. Total
Kensington Edison Penn Tr. Stodd. -F1. Ludlow

Number of respondents 30 29 44 36 26 173

Birth Place (4)

Puerto Rico 61 76 9e 86 92 83
Other Spanish 10 7 2 0 8 5
U.E. Mainland 29 17 0 14 0 12

Would you prefer to (t)

Take all courses in Spanish? 0 10 0 19 88 19

Sum Spanish/some English? 84 90 100 78 12 77

All English? 16 0 0 3 0 4

At home (%)

Mostly Spanish is spoken. SO 45 95 62 100 71

Spanish & English nre spoken. 47 55 5 38 0 28
English is spoken. 3 0 0 0 0 1
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After the preparation of the forecoing report, the project director pro-
vided the following additional information:

Parent Participation - The projeCt director attended most parent programs.
At the Pan-American Day celebration every seat in the Laidlaw School Auditorium
was filled, and people were standing. This indicates that there were at least
100 persons in attendance. The other parent events associated with the Arriba
program were attended by between 15 and 40 persons.

In-Service Training - The claimed number of visits to classrooms is con-
firmed. The project director and the Arriba supervisor met weekly and dis-
cussed these visits.
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STUDY 9. EVALUATION OF ARRIBA, PROGRAr OF COI.TINUMG EDUkATION IN SPANISH

Introduction.

Rationale

The objectives developed for the Arriba program of continuing ed-
ucation in Spanish have a different character from those of the Model School
program. In the latter, the fact that participants had had either no previous
school expereince or, kindergarten only enabled the program planners to de-
velop highly specific performance objectives. The Arriba project, on the
other hand, was aimed at students who either (a) had begun their education in
a Spanish-speaking environment before coming to the U.S. mainland, (b) had come
from SpaniFh-speaking backgrounds and, therefore, had difficulty (e.g. poor
grades, behavior problems) in regular classes, or (c) had manifested an interest
in using Spanish language skills in the classroom in one or more subjects re-
gardless of their skills in English. This initial target population was to come
from a wide band of grade levels (4th grade through high school) at six school
sites where there were substantial numbers of Spanish-speaking students (two
elementary, two junior high, and two high schools). As the school year began,
it was difficult to delineate specific academic attainment skills because of
this great student heterogeneity. However, with completion of the first year of
operation, it is now felt that with the availability of appropriate resources,
product objectives for academic performance can be delineated in 1970-71.

Objectives

During the 1969-70 school year, the program focused primarily on
the impact of having teachers who spoke the students' mother tongue, and on
the curricular materials in their language. The impact was believed to affect
student performance and commitment to school. Specifically, objectives delineated
were the following:

1. Participation in the Arriba program would result in fewer
dropouts from the high schools.

2. Participation in the Arriba program would result in students
improving their academic performances, i.e., they would attain
higher grades.

3. Participation in the Arriba program would result in better class-
room deportment as measured by a reduction in the number or dis-
ciplinary actions which were brought against participants. (See
revision noted below).

L. Participation in the Arriba program would result in improved
attendance.

5. Participation in the Arribt program would result In decreased
lateness.
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The initial proposal suggested two base lines against which the

attainment of these soals could be observed: the previous year's (pre-
Arriba) performances of (a) students in the program, and (b) students who
were enrolled in regular classes in the participants' current grade.

During the subsequent year it was necessary to revise these ob-
jectives and base lines in two ways. First, it was found that disciplinary
action records were poorly kept from year to year, so that a good base line

was not obtainable. It was found, however, that the classroom deportment of
every student had been rated during both the previous year and the current year.
While the number of these ratings given each student varied from school to school,
it appeared that an average of all those earned by the student in the past year
and in the current school year could serve as substitutes for the disciplinary
records as a measure of student deportment in the classroom. This variable
would also have the advantage of providing a broad-based measure, as such a rating
mean was available for virtually every student in the program, whereas disci-
plinary actions occur only when a student has acted out in school. As a result,
the third objective was revised to read that there would be an improvement in the
average of deportment ratings made by teachers of the students in program.

The second revision was made because it was found that the method of
selecting students to participate in the program prevented forming an "equivalent
population" from students who were in the same grade levels the previous year.
This selection method varied somewhat from school to school.

At the elementary and junior high school levels, students entered the
program after being recommended for it by a teacher or guidance counselor who

felt the student would have difficulty functioning in English in a regular class.
The majority of these students came from Spanish-speaking areas, mainly Puerto
Rico, during the two years prior to the program's teginning.

At this level, if a student participated in part of the program, he
participated in all aspects of it at-his school.

Senior high school participants were recruited in a somewhat different

manner. While a group of students entered the program via the counselor recom-
mendation route, additional students requested admission to the program after
having contact with others who were participating in it.

At this level, students with the &civice of their guidance counselors,
were tree to select one or more courses in the program, so that many partici-
pated in it for part of their course work, while others participated in it for
all major subjects.

Both these selection methDds prevented forming a grade-equivalent
base line, because it was not possible to reconstruct from records n population
of students who"vould" have participated in 1968-C9 if the program lad been

available. As a result, only one base line, the previous year's performance of
students currently in the program, was used in the evaluation. This base line

effectively precluded all but informal evaluation of the first objective reduc-
tion in the dropout rate--because there is no way to construct a truly appro-
priate comparison group.
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To this end, a probability of dropping out during the October-through-
June time span was obtained by assessing the reduction of pupil enrollment from
October through June for each grade level. This was used to compute a dropout
probability for each grade level in each of the two high schools in the program.
These probabilities were then multiplied by the number of students in each grade
level in the sample studied. This procedure resulted in an estimate of 3.2 boys
and 2.3 girls or 5.5 students would drop out of the high school program if stu-
dents in it behaved like their grade-mates in the rest of the school.

Procedures

Program Description

The common element at all grade levels and sites of the Arriba pro-
gram was that special course work in four subjects areas (Spanish as a first
language, science, math, and social studies) was offered in the student's sites,
English as a second language (ESL) was offered, although some of its teachers
were not fluent in Spanish. EEL was not funded by Title VII. Beyond this com-
munality, there was considerable heterogeneity among the six sites, necessitated
by the fact that the Arriba project had to be fitted into the ongoing school
program. At one elementary school site, a single classroo consisting of fourth-
through-sixth graders was team-taught by two Spanish - specking teachers (one ex-
chimge teacher from Puerto Rico). At the other elementary school and the junior
high schools, students were grouped by age, and rostered into courses with the
teachers in the program for part of the day. These children participated with
Anglo children in the course work and activities of their regular classes during
the remainder of the school day. At the high school level, where they had indi-
vidual rosters, students might take one or more courses offered in the program.

Evaluation

Sample. A sample of about fifteen students from each of the six
school sites was drawn at random from the most inclusive lists cf all students
who had participated in the program.

Data Source. The student's records for 1969-70 were examined and com-
pared with those of the same students for 1968-69 if they were in the Philadelphia
School System both years. For both years the grades in all "major" subjects, any
behavior ratings that appeared, and the absenteeism and lateness data were extract-
ed and recorded. "Major" subject area means course work in English, any other
language, mathematics, science, metal studies, or business for which major credit
was given. in the elementary schools, language arts was Nometimes divided into
specific skill areas (e.g. reading writing). Where this WPC done, all were in-
cluded as separate subjects in the average. At one school, two grades were some-
times awarded for subjects like mathematics if the student participated in both
a program class and a regular class in that subject. When this occu..red, both

grades were included in the average computed. At the high school level, students
frequently selected English language courses as well as, or in lieu of, some courses
in the program. These were also included in the average, in that they represent
courses where the student preferred the English course to the Spanish one.
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The ratings of students' deportment were compiled from data kept
in a variety of recording methods. In some schools, students received two

ratings one in deportment and one in work habits. At other schools students

received a subject-by-subject rating in deportment. In computing the scores
of deportment, a mean of all available ratings was made for the student, and
constituted the "behavior" score for each.

Absence and lateness ratings did not require any manipulation
except that, where students were on the school roll for less than a full year,
they were excluded from this analysis. It should be noted that all absentee-
ism and lateness data are for the full school year, even though specific pro-
grams did not generally begin until October, 1969. Thin full-year inclusion
was necessary in order to make these data comparable to the 1968-69 base line.

Analysis. Non-parametric analyses (Mann-Whitney V and Wilcoxon signed
ranks) were used where appropriate.

Results

As shown in Table 9.1 eighty-six students were in the sample. Follow-
up showed that four (5 5 of the sample) either were not in the program or had
records which could not be located when the data were being recorded. Eight

students (195) sampled left school before the end of the school year. Seventy-

four students (66% of the total sample) completed the school year: (38%) were

new to the Philadelphia school system during the current year, and (30) had
attended Philadelphia schools at least one year prior to enering the program.

Objective 1 - Dropouts Among the students in the high school
samples whose year-end outcome is known, three boys at Edison High School (255)
and three girls at Kensington High School (235) dropped out of school. These
six students are close to the 5.5 estimate derived earlier, suggesting that stu-
dents in the program are similar to the rest of the school in this regard.
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TABLE 9.1 DESCRIPTION OF THE ARRISA STUDENT SAMPLE

Schools
Attended

Last
Year

New
Student

Withdrew
from

School

Unknown or
Not In

Pr rem Total
coos

Edison (Boys only) 3 6 3 2
Kensington (Girls only) 6 4 3 2 15

Junior High Schools

Penn Treaty 7 5 12
Stoddart - Fleisher 5 9 - 14

Elementary Schools

Ludlow 8 5 2 15
Waring L--. 2 - - 16

Total, 36 38 8 4 86
Percentage 42 44 9 5 100

Objective 2- Grades Participation in the Bilingual Program
clearly enhanced the grades earned by students. On a six-point scale- -
A "5, Bah, C*3, Eul (Failure with permission to repeat), P.O (Failure with-
out permission to repeat)--the average of major subjects for students who
were in Philadelphia schools both years rose from 2.29 to 2.99, with only
four students having lover averages in 1970 than in 1969. When the sgni-
ficance of this gain vas tested using the Wilcox on matched-pairs feigned
ranks test the results were highly significant (Zle.3, p 4.00003 ..e tail).

The mean of grades earned by students who participated in the
Arriba program during their first year in the Philadelphia school system
vas slightly higher than that earned by students who had been in the schools
the year before. These Auden. averaged 3.15. A Mann-Whitney U was computed
in which the difference between grades earned in the program by new students
and by those previously in the schools was found not to be significant
(Eu 0.99, pie.16), suggesting that the underlying grade distribution for both
groups of students was the same.

aillptive 3 - Behavior Participation in the bilingual program
clearly enhanced the teachers' perceptions of the students' deportment. In
most schools, students received behavior gradea of A,b,C,D, or E which were
assigned values of from 5 through 1. Other schools used n numerical system
of 1,2,3. According to school personnel, these were rouenly equivalent to A,
1$, and C or below. Since behavior ratings of D and E were rare, it was felt
that 1, 2 and 3 were probably equivalent to A, 13 and C in most cases, and were
assigned these values.
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Using the rough measure of the average of whatever deportment scores
were given in each school, the mean behavior score was computed for the twenty-
nine students who had been in the Philadelphia schools during the year prior
to entering the program and who had received such ratings. The mean of the
average behavior ratings for this group was 3.46 the year prior to their enter-
ing the program, and 3.76 during the current year. Using the Wilcox on matched-
pairs signed-ranks teats, a Z of 2.48 was Obtained, p/:.006 (one tail). Thirty-
four of the thirty-eight new students also received behavior ratings during the
current school year. The mean of these was 3.80, which Was not significantly
different from the current year's ratings of the students who had previously
been in Philadelphia schools (Z60, Mann Whitney U).

Objective 4 - Absenteeism The data for absenteeism are not clear
in indicating the success of the program. There were thirty-two students whose
records indicated that they had attended Philadelphia schools for the complete
years in 1968-69 and 1969-70. The mean number of absences for these students
in the year before the program was 19.8 days. During the first year of the pro-
gram this rose to 32.4. In contrast to this group, thirty-two students admit-
ted to the schools for the first time in 1969-70, and on roll for the whole
school year were absent an average of 21.7 times. These results indicate that
absenteeism in the program was markedly different for new students and for stu-
dents experienced with Philadelphia schools. A .Tenn- Whitney U test indicated
that this difference was highly significant (Z2.39), p 4'0008, (one tail test).

Objective 5 - Lateness The objective that there would be a de-
crease in the frequency of lateness was not attained. Lateness data were re-
corded for twenty-four students who attended Philadelphia schools both in 1968-
69 and in 1969-70. These students were late an average of 1.62 times during the
year before entering the program and an average of 2.5 times during the year in
which they participated in the program. Lateness data were also available for
thirty-one students in the sample of those new to Philadelphia. These tended
to be late more frequently than the students who had been enrolled in the schools
before, with a mean of 4.4 latenesses.

Conclusions

Within the limitations of this study, the findings indicate that the
program has been a success insofar as teacher perceptions of students are con-
cerned. The teachers who rated students on their academic achievement and be-
havior clearly saw the students as better in the context of the program than
had the teachers making similar ratings the previous year. The lack of important
differences in grades and behavior between new students and students who were in
the schools the previous year suggests that the program was equallly effective
for both groups of students in these respects.

At present, there are no hard facts which can be used to explain the
increase in absenteeism among students with previous Philadelphis school experience
although there is a city-vide trend for absenteeism to increase with grade. In

1968-69, absence in high school was 2.13 tines that of elementary students.
(Superintendent's Annual Report, 1969).
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In
was a. trend

the 1969 to
Edison High
One school,
21%.

addition, according to the Division of Pupil Personnel, there
for absenteeism to increase in most schools in the program from
the 197O school year: Kensington High School increased 16%,
School increased 6%, Stoddart-Fleisher 23%, and Penn Treaty 4%.
Ludlow, remained the same, and one school, Waring ded'eased by

As there is no simple way to integrate the information provided by
these trends, It is not possible to indicate how much of the absenteeism in-

crease found is due to nonprogram factors. However, it seems likely that at

least a part of it is due to them. With these as given, the more surprising
fact is that the absenteeism among participants who were new admissions to the
Philadelphia schools was so much lover than among other students. Exploration

of the reasons for this last finding seems warranted.

The lateness data trends, indicating that students in the program
tended to be absent more in 1969:.70 than previously, and that students new
to the Philadelphia schools were absent more than the others, lack explana-

tion at this time. However, the low rate of lateness (all groups averaging
unner five per year) suggests that rampant lateness is rare in the target pop-

ulation of the program.

In conclusion, the Arriba program resulted in improved grades and
teacher ratings of student deportment. The effect of the program on absen-
teeism and dropout incidence cannot be clearly determined at this time. Late-

ness seemed to increase with implementation of the program, but the base rate

is too low to bt of educational importance both when students were in the pro-
gram and before they were enrolled in it.

t
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STUDY 10. PRTNOIPALS' EVALUATION OF T1D: ARR111A FROOHAM ANT) 'Mr:
MODEL SCHOOL 'PROGRAM

Introduction

Rationale

As part of the process evaluation procedure, the proposal for
Project Arriba and the Nbdel School specified that principals would be asked
(a) to evaluate the program as it operated in their schools, (1 to provide

rofeedback about the ruture of the program as they see it, and (c to evaluate

the skills of the teachers who were assigned to their schools. This evaluation
was to provide guidance to the planners of the summer institute as well as a
broad-based conception of the program's functioning.

Procedures

Evaluation

Instrument. Data for this study were collected on the questionnaire shown
in the appendix to this paper. The instrument was developed by the project
director, the supervisors of the programa, and the project evaluator in order to
provide information which was necessary for planning in year two. The question-

naire contained two parts.

In the first part, the principal was asked to focus on the Title VII
program as a whole. First the principal was asked to make a rating. Then he

was asked to qualify or explain his rating if he wished. This format was chosen

because it seemed capable of providing easy tabulation of responses, without
sacrificing richness. In the second half, wheru the principals rated the per-
formance of their teachers, it was felt that the items were specific enough so
that additional comments were not necessary.

Methods. A copy of the Principal Questionnaire was delivered by the program
superTiliWfo the principal of each of the seven schools. The forms provided
included the names of all the teachers working in the Title VII project in each
school (whether paid out of Title VII or School District budget). The principals
were also provided with a return enveloe, in which the questionnaire could be
returned to the project evaluator without passing through the hands of any persons

who were objects of the ratings. The questionnaires were distributed during the

last week of April, 1970. All had been returned by May 15, 1970. One question-
naire from Kensington Nigh School was filled out by an acting principal because
the principal was on leave.

Sub eats. As all the principals of schools responded, ani all the teacher,'
working in the program were rated, all data presented ,p,^ oirameters of the
populations of principals' evaluation of the pronram and principals' evaluations
of the teachers in the program wor'r.ing in t:Aelr school.

Results

2uestion 1 asked the principals how satisfied they were with the bilingual
program operating in their schools. Five (71%) reported that they were highly

satisfied. Two (290 reported that they were munewhat satisfied. None reported

that they were "somewhat" or "very" dissatisfied.
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The comments of those less than totally sntisfied pointed to problems which were
peripheral to the nature or the program itself. One reported that there were

still many students in the school who needed the program were excluded from

it because of limited resources. The second pointed to the need for more instruc

tional materials for the teachers to use.

Question 2 asked principals whether they wished to hew.! an expanded
program, the same size program, or a reduced program in their schools next year.
They also could indicate that they wished to have the program eliminated from

their schools. Six of the respondents (862) asked for expansion of the program.
Only one (142) asked that it remain the same. None of the principals wished to

have the program reduced or eliminated from his school. All of the respondents
Who both asked for expansion and wrote a comment pointed out the need to service
more pupils and/or to provide more varied course offerings. The one principal
who asked that the program be kept the same gave lack of space for expansion as
his reason for wishing to keep the program the same size.

Question 3 asked the principals who wished to have the program expanded
whether more teachers with the training provided by the Summer 1969 training
institute would be helpful. All the principals (100$ who had asked for expansion
indicated that teachers with this training would be desirable. In the comments,

one teacher who was not a part of the institute was singled as the referred type

although the specific reason for the preference was not stated. A second comment
indicated dissatisfaction with teachers who had been hired by the School District
in Puerto Rico to teach here because only one of five remained the entire year.
Presumably, this was a contrast with teachers in the pro3ect, all of whom resided
in the Philadelphia metropolitan area before being selected for special training.
Among this latter group, only one teacher of the 29 who were involved in the

program failed to complete the full year. His leaving was necessitated by a
family emergency. A third comment noted the teschers in the program "relate well

to students."

Question 4 asked the principals to rate the special supervision received

by the teachers. At the Potter-Thomas Model School, two supervisors worked solely
with the faculty of this school. At the other schools two supervisors worked with
teachers on an itinerant basis, one supervising English as a second language, the
second supervising Spanish as a that language, science, math, and social studies.
This question resulted in more of a spread than any other general question. Three

principals (432) rated the supervision as excellent, two (292) rated it as good,
and two (292) rated it as fair. None thought it was poor. In the comments made,
one high school principal stated that the teachers claimed they received "little

support, guidance, or supervision during the school7iii"I'. One elementary school
principal (not the Model School) commented that a teacher expressed a need for more
supervision of English as a second language, but rated the overall supervision as
good. A third principal (of a high school) indicated that services of a curriculum
specialist could be helpful, but rated the supervision as excellent. 'A.fourth
principal (of junior high school) commended the supervisor of the four curricular
areas for being supportive and relating well to teachers, and for being helpful in
working with the students.

Question 5 asked principals whether the training program for teachers
could be improved. All but one stated that it could; however, there was little
agreement about the deficiencies in the current training. Classroom management,
record keeping, student disciplining, use of a lancuage laboratory, curriculum
materials, more information about teaching techniques on the aceondary level, and
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o need to reduce clannishness among the Spanish-epcnking teschees were each cited
by at least one principal.

Question 6 asked the principal to indicate other fActwm which should.
be brought to the director's attention. Only two principals indicated anything
suggesting problems of the program management or content. One elementary school
principal reported that parents had commented to him that they wished there were
more emphasis on English in the contents: "many parentsfaver inetructimi pri-
marily in English with a bilingual teacher who can use Cpantsh for aapplemeltary
or clarification purposes." A second principal (high school) reviewed comments
made earlier and also asked for more involvement of non-Spanishspeaking pupils
in the program. He also commented that the teachers have "done a remarkable job
of getting the program underway.'.'

The second part of the questionnaire asked principals to rate each of
the teachers on six items. The results of these ratings are shown in Table 10.1.
They are overwhelmingly favorable. if exetllent and good are both regaried as
indicating approval of the teachers' performance and fair and poor as indicating oo
disapproval, then overall approval was given to teacher performance 92% of the
time in the six areas examined. In only one area did ary principals see problems
with their teachers--the area of relationship between program teachers and the
rest of the faculty. However, even here, only 17% are cited as having difficulty.

Conclusions

Taken as a whole, the principals have clearly provided a vote of
approval for both the program and the teachers who man it. There are only
two areas where it appears that additional effort or rethinking of the current
procedures could be of value: teacher supervision and integration of program
teachers into the facw1ty.

It seems advisable, at present, to undertake two types of action before
the beginning of the coming school year. The first is to review the role of the
supervisors with those principals who see the situation as less than ideal,
clarity the supervisor's role, and adjust it to meet the specific need of the
staff at these schools where necessary. The second type of action which seems
warranted is to develop one or more actifities in which both regular school
staffs and project staffs can begin to work together toward bridging the gap
between them.
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TABLE 10.1

PRINCIPALS' RATINGS OF TEACHERS IN TITLE VII PROGRAMS

Rating

Excellent Good Fair Poor

Rapport with N 19 7 3 0

Students 2 66% 24% 10% 0%

Relation with N 19 9 1 0
Administrative 2 66% 31% 3% 0%

Personnel

Knowledge of N 17 12

Subject 2 59% 41 0% 0%

Relations with N 15 9 3 2

Fellow Teachers 2 51% 31% 10% 7%

Preparation and N 15 12 1 0

Organization of 2 51% 41% 7% 0%
Teaching materials
and Lessons

Class Controls N 18 8 3 0

2 62% 28% 10% 0%

Total Ratings at each N 103 57 12 2

Level 2 59% 32% 7% 1%
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Aprenlix EVALUATION FORM .

TO BE COMPLETED BY PRINCIPALS OF SCHOOLS KITH TITLE VII BILINGUAL PROGRAMS

In answering the following questions, please focus on the Title VII
Bilingual Education program in your school. The teachers whosn'classes are

part of the programs in your school are:/
Evaluation of the Program

. .

1- How satisfied ar.l.y4J with the bilingual program operating in your school?

Very satisfied
Somewhat satisfied
Somewhat dissatisfied
-Very dissatisfied

If you wish, cement on your response

1

2- If funds for this program are available for next year, which do you feel is
.- appropriate for your school?

-Expand the program to reach more students
Remain the same size as it is this year

reduced in size
Be eliminated from 'our school .

If you wish, cment cn yor Onsvar

.111. . 1 I es N.
4,

3- If, on Question 2 you said that you would like the program to expand, do you
think that more anish speaking teachers with background and training similar
to that of teachers from the special 1969 summer institute would be helpful?

Yes

No
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3- If you wish, co.lcent 0,1 your answer

4- Now would you rate the special supervision received by the teachers at your
sthocl?

Excellent
Gond
Fair
Poor

If you wish, comment OA your answer_

5- If a surmer institute like that held last year is repeated, can you suggest any
areas that should be emphasized more this year than last.

No .

Yes Please list the areas

000410....0

t- Ple:..se cot; any oti.,:r fcctors 6out the hilir,041 progr;,1 in your school which
should be bronht to the project director's attehtion at this time.

(),
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.3.

EVALUATION OF TEACHERS

----Please-give your impression of
each teacher on the following
scales. Rite them according
to the following scale:
E Excellent, G4 Good, Fr Fair,
Pm Poor

a. Rapport with students in
his/ her class.

b. His/Her relationship with
administrative personnel

c. His/her knc,,P1?e,je of tLo
subjects ta. t

d. His/Her ability to relate
to fellow teachers

e. His /Her preparation and
organization of teaching
materials and lessons

f. His/her class control

........e....
Immoricn4 IllAriCa

...

L... \......... .....-.....

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

Prepared by R. Offenbe.19
Offico of ReLearch an Evaluation
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STUDY 11. SUMMER INSTITUTE FOR TRAINING TEACHERS, 1969

Introduction

Rationale

During the summer of 1969 the school District of Philadelphia
and Temple University cooperatively conducted a Bilingual Training
Institute for Teachers of Spanish Origin. Twenty-one trainees participated
in An intensive eight-week program that was approved by the Commonwealth
of Pennsylvania Department of Public Instruction. The Institute was funded
by EPDP. and Title VII. Emergency certification on a temporary basis was
eranted to the 21 participants who successfully completed the program,
making them eligible for employment as first-year teachers in the
Philadelphia School District. They were subsequently employed tn the
Pilingual program and other programs which required native Spanish speakers.

The institute participants who successfully completed their
academic work during July and August 1969 received emergency certification
from the Pennsylvania Department of Public Instruction and were employed
as regular first year teachers in the Philadelphia School District as of
September 1969. They have continued their educational preparation at
Temple University leading toward permanent teacher certification.

Objective

The Summer Institute's objective was to have 21 native Spanish-
mftnkers receive emergency certificates to teach in schools with a large
population of Spanish-speaking pupils using Spanish as the medium of
instruction. Furthermore, it was expected that those who benefited from
the Institute training should continue their studies to the B.A. or M.A.
degree in Education at Temple University.

Procedures

Program Description

The trainees who were admitted into the Summer Institute were
selected on the basis of any one of the following credentials,

. The candidate had formerly served as a teacher in Puerto Rico
or some other Spanish-speaking country, but did not meet
Pennsylvania certification requirements.

. The candidate had completed at least two years of studies
beyond the High School level in any field or major.

. The candidate had acquired experience through work in
Community organisations.

she committee responsible for selecting the trainees was composed of one
Temple University official, two members of tho Philadelphia Scnool District
Foreign language Office and one representative from the community.
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The training (Junsi!ai:d ut a sumer of intensive
university course work and field rxperi-mce with Spanish-speaking children.
The orlicipants taught in special summer centers for Spanish-speaking
children in the mornings and took university course work in the afternoons
for a period of eight weeks from 9:00 a.m. to 5:00 p.m., from Ju!-:, to
August, 1969.

The summer program contained the following courses for 4 total
of 12 semester hours:

. Methods of Teaching Arithmetic

. Methods of Teaching Second Language

Observation and Practice Teaching

. Analysis of Community Problems

3 S.H.

3 S.H.

3 S.H.

3 S.H.

The arithmetic course was taught in English. The remaining
courses were taught in. English and Spanish. In addition, the participants
were exposed to intensive training sessions in spoken English and seminars
on the structure of the Spanish language. Teachers received a stipend
during this training.

Staff from Temple University taught the courses. Consultants
from other universitiso and from the Spanish-speaking community were
invited to work with the participants.

During the academic year 1969-70, the participants were super-
vised on the job as they continued their studies at Temple University.
Each participant carried six semester hours in the fall semester and
six semester hours in the spring. Course work was tailored to meet the
individual needs of participants. One full-time supervisor and twc part-
time supervisors worked with the participants in their schools and con-
ducted seminars related to problems in teaching in cooperation with the
Director of Temple University's Certification Program and the Director
of Elementary Education.

The results of the program were reported to the evaluator
by the Project Director who has access to Temple University records.
These records were supplemented by a questionnaire prepared by the Temple
University faculty in whic:i the participants were allowed to discuss the
strengths and weaknesses of the program. This questionnaire was completed
by all participants at the end of the program.

Results

Attainment of Objectives

All of the 21 teachers enrolled in the institute successfully
completed the course work, and received their emergency certification.
Twenty completed one year of teaching. One member returned to Chile due
to his father's illness. In addition to their classroom responsibilities,
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all twenty of the teachers continued their studies in Evening school at
Temple University. In the fall all the teachers took Practie. Teaching
and Methods of Teaching English as a Second language, The teachers
completed 12 hours of credit during the y,iar and plan to continue their
stu6les toward regular certification. No one failed a course; in fact,
one student received the only A grade in a course containing Angloc and
Latinos and conducted in English. All 20 teachers have continued with
the program in the second year.

A special ceremony was conducted at the end of the institute
in which the Puerto Rican community officially congratulated the graduates
of the institute. This testimonial was sponsored by 27 ccoRunity or4;ani-
rations. Each student received a certificate of honor from the community
and his teaching certificate (*ow the Board of Education.

In order to continue the lines of communication developed at
the Institute, the teachers formed an Association of Bilingual Teachers.
Under the direction of its officers, the Association meets to discuss the
difficulties with which their unique capacity presents them. occasionally
they seonsor cultural functions which are of benefit to the entire Latino
community. On Thursday September 24, 1970 Bilingual Teacher Institute
of Philadelphia will present a program honoring the music of puerto Rico's
toremost composer, Rafael Hernandez, at the Potter-Thomas School.

A reader is directed to more information on the Bilingual teachers
end the institute in the Principals' Evaluation Report, Study 10.

Questionnaire

At the end of the Summer Institute the participants were asked
to fill out a questionnaire covering various aspects of the program. All
21 participants filled out the form in extensive detail.

Question I asked the participants to indicate the most valuable
learning experience they had in the Institute. Fifteen (71,1 reported the
"techniques for teaching English and Math." Closely related to this
answer were the remarks of the five members (24% who mentioned practice
teaching and the three (14%) who listed classroom observation and dis-
cussion. In addition, four (191; students claim they were motivated by the
enthusiasm of their professors. Five students (24%) focused on their own
enrichment at the institute by mentioning their improved English and Math
ability. Six (29.) students found the discussion of community problems
valuable. As a result of the institute nine (439) students expressed con-
fidence in their recently acquired teaching ability. None of the students
neglected to answer this question and, as noted from the percentages,
several listed more than one answer.

Question 2 asked the participants to indicate the least valuable
learning experience they had in the Institute. Eight students chose to
answer this question by affirming the importance of everything in this pro-
gram. rive more students loft the space blank even though they answered the
proviou.; question, suggesting that 62% of the participants aid not feel
they had a low-value experience. lour students (19%1 complained that the

classroom obr>ervation sessions were a waste of time because the teachers
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they observed were inadequately prepared for the day. lesson. One

student (51) suggested the possibility of observing teachers in the fall
or spring, rather than the poorly prepared summer school teachers. Another
student (54.) recalled a large amount of repetition among the instructors
during the first days of class. it was suggested that !ieveral orientation
sessions could cover the material c on to all of the instructors.

Question 3 asked the participants what they enjoyed most about
the Institute. Thirteen (62%) spoke of tte tremendous rapport with their
professors and the project director. Each of the professors was mentioned
by name and praised at least once. Four (194 students were thankful for
the new friendships they had formed. Three mentioned the math course (14'i),
two (10'.) were impressed with their professors' extensive knowledge of
Puerto Rican culture, and four (19%) said they liked the challenge of the
classes.

Question 4 asked the participants what things they liked least
about the Institute. Seven students (33%) made reference to a bitter class-
room confrontation caused by a "community leader" who entered a classroom
uninvited and denounced the instructor. Pcur of the seven students regarded
this episode as the origin of divisions, cliques and gossip among the
Institute participants. Eight more individuals (38%) noted they were
unhappy with the lack of unity. One student (5%) thought the instructors
incompetent. One student (5%) said that the English class was boring and
repetitious. The remainder made no comments. Thus, it seems that only
two (101) of the 21 participants disliked aspects of the program which were
directly under the control of staff.

Question 5 asked the participants how they would have changed
the Institute. Twelve (57%) students made reference in variou forms
to the length of the Institute and its concentrated content. On the one
hand five students wanted more time for additional student teaching and
classroom observation, while another suggested less work should be required.
There was not enough time to complete the reading assignments and pro-
jects, and prepare for examinations. The long school day left little time
for homework. Relief from the tight schedule was such an im:Sertant issue
that allusions to the lack of time also appeared in questions 2, 3, and 4.
In question 4, five students mentioned lack of time as the thing they liked
least about the Institute. Six students would have been more satisfied
had the duration of the Institute been extended to accommodate the work
load. Two students specifically suggested extending the program to three
months.

Question 6 asked the participants for their general impression
of the Institute. All (100%) of the students gave an enthusiastic response.
Their remarks included "very good, big step forward," "great challenge,"
"exciting experience," wonderful opportunity," "magnificent." Two students
said that it was one of the best opportunities of their lives. Two more
said the Institute should be repeated.

Conclusions

All evidence points to the fact that the Summer institute was
an outstandingly successful program, both from the point of view of the
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participants and from that of the School District. That all parti-
cipants completed the program and earned their certificates, and that
'.6% of the participants completed one year of teaching, are performing
siktisfactorily, are returning for their second year of teaching and are
progressing satisfactorily in their own education, paint to the
quality of the candidate selection and the educational program.

Criticisms by students focused primarily on contingency factors,
with nnly one point clearly needing review before a program such as this
is repeated; the relationship between the quantity of content and the time
allotted for it.
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