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I. Introduction

"The Congress hereby finds that one of the most acute educational
problems in the Tnited States is that which involves millions of
children of limi °d English speaking ability because they come

from environments where the dominant languege is other than

English...and that the urgent need 1s for comprehensive and

cooperative action now on the local, State, and Federal levels

to develop forward looking approaches to meet the serious learning

difficulties faced by this substantial segment of the Nation's

school age population...Such priority shall take into consideration

the number of children of limited English spesking ability between

the ages of 3 and 18 in each State."

This quotation is the opening statement of Title VII, "Bilingual
Education Programs' passed by Congress on Januaxry 2, 1968, and is commonly
referred to as the Bilingual Education Act of 1967. The history behind
the formulation of this Act clearly reveals our nation's growing concern
during the past decade for the plight of the non-English-speaking child
who must attend an English-speaking  school system. The 1960 Census revealed
that - 10 years ago, when the total U.S. population was about 180 mil1llion;

10% or 18 million citizens were non-Eiialichwspeaking. Theo [iaiPe hhs risen

during the last 10 years. Many non-English~speaking immigrants are confromted
by the dual prospect of learning a new language and adapting to the styile of
life and values of the American-Anglo culture; a transition that im not easy.

This paper will focus on the increased number of non-Englisgh-gpeaking
children, ages 2 1/2 to 6, and their families, who want to provide their
children with opportunities to learn English. It is hoped that ‘the informationm
presented in this paper will assist Head Start teachers and administrators to

organize and implement programs for non-English-speaking children. Others,
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interested in the general problems of bilingualism and bilingual education
in the early years, may also find the information helpful. This paper is
divided into the following sections:

1. Definitiong of bilingualism and biculturalism and their applications
to the non-English-speaking preschool child.

2. Summary of research from the related fields of linguistics, psycho—~
linguistics, sociolinguistics, social psychology, and education that
relates to the bilingual preschool child; summary of research on
bilingual preschool programs. (Research developed during the last
5 years will be emphasized.)

3. Discussion of practical guidelines for Head Start teachers and
administrators to use in the classroom and the community where
Head Start programs that enroll fion-English-speaking children are
located.

4. Descriptions of existimg models for bilingual preschool programs.
{References to additional sources of information are cited.)

5. Lists of recommended teacher-administrator handbooks relating

to bilingual preschool programs; and of useful materials for
teachers of bilingual preschewl children.

A Note

Children réared in envirorments "Wl - sothe” dinleet of English
is spoken may technically be classified as non—EnglisH~speaking (where
English refers to the accepted Anglo form used tmémy}. Increasimg
anounts of research on dialects, and increasing muibors of remeéial
programs, prompted by current interest #n this awez, suggest that a
review of this literature could fill a volume. Tke issue of dilalect
versus accepted English, therefore, will remain cufiside the scope of
this paper. Instead, all references made to non-Ezgilish-speaking
chikdren will refer specifically to children who sspeak s language
other than accepted English or one of its dialectss. Readers interested
in the topic of English dialects may find the fodlowing documents

helpful:

<t
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Cazden, Courtney. Approaches to social dialectz in
early childhood education.

Considers three prowminent preschool programs designed
for children from environments that employ dialects.

Wolfram, W. An appraisal of ERIC documents on the
manner and extent of nonstandard dialect divergence.
(ED 034 991).

Examines and evaluates 11 ERIC documents on the basis
of deficit and difference models of explaining language
varieties.

Hess, K. M. and Maxwell, J. C. What to do about non-
standard dialects: A review of the literaturs.

Sets forth some of the major ideas, points of view, and
recormendations revealed by reviewing the literature from
1960 to 1969. Includes descriptions of current programs

and statements. about what teachers need to know and do to
deal effectively with the language of speakers of dialects.

A. What js bilingualism?

A working dafinition of the term 'bilingualism" is in order before
research on biliﬁgual preschool children and research concerning bilingual
preschool programs are explored. For example, among Spanish-English bilinguals
there is a wide continuum of people wvho have at one time or another been
classified bilingual. The continuum ranges from the person whose native
language is Spanish, and who Spe;ks a bit of English; to the person whose
native tongue is English, and who speaks a bit of Spanishj; to the person whe
has grown up speaking hoth English and Spanish, and who is fluent in
both languages. Psychologists, linguists, sociologists, and educators
have spent time and effort trying to formulate a satisfactory definition
of bilingualism that is both srecific and useful. No general definition
that satisfies everyone has been produced. The psychblinguist speaks of

"compound versus coordinate' bilingualism (defined later); the linguist
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defines bilingualism in terms of interference phenomena (defined later);
and the sociologist points to the bilingual's native community sznd to
the prestige associated with each language in order to define bilingualism.
The educator, who needs a practical working definition, as a result,
offen must devise his own definition of bilingualism. It is no surprise,
therefore, that the Bilingual Education Act deliberately avoids using
the term '"bilingual' and uses "non~-English-gspeaking”" in its place.
A biiingual may be defined as a person who has knowledge of and can use
two languages in his daily conversation. As Andersson (1979) pecinted out. a
bilicgual may be clasyified according to his skill in two languages along a
more Or legs Infinite scale:
Broadly considered there are...bilinguals who have one
dominant and one secondary language, while there are
others who are reasonably balanced. There are bilinguals
who switch easily from one language to the other, and some
vwho find it extremely difficult and confusing to do so.
It 18 very common to find bilinguals who have specilalized

uge of the languages, so that they can speak of some topics
in one and of others in the other...(p. 9).

B. Spanish: A case in point

To be more precise: the Spanish-English bilingual 1s viewed as

thougﬁ bilingualism in his case 18 only a matter of mastering two languages,
Spanish and English. And yet, in the United States, four different kinds of
Spanish ere spoken: Mexican~sﬁahish, Puerto—~Rican Spanish, Cuban-Spanish,
and Spanish that originated in Spain (Cardenas, 1970). To complicate the
situation, the student of linguistics, who lives along the Mexican-American
border, says that there are many varieties of Mexican-Spanish spoken within
this geographical region. Améng Mexican~dmericans living in the southwest,

some speak a dialect of Spanish that has descended from the 16th and 17th
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century conquistadores; others speak standard Mexican-Spanish; some may
speak "koine,' a dialect based on Mexican-Spanish; and still others speak
“"pachuco,”" a slang used by males of the ''underworld" (Ornstein, 1969).
Therefore, when referring to a language other than Eng;ish spoken by
a preschool child, whether it is Spanish, German, Ltalian, or Navajo, it
is important to be precise about the geographic area and community in which

the child lives, how long his family has lived there, and, consequently, the

dialect he speaks.

C. What is a bilingual program?

A survey of existing bilingual programs at the preschool level
indicates that some bilingual programs offer Spanish oﬁly 15 minutes a
day; whereas, others instruct in English for half a day and in Spanish
"the other half of the day. Thus, when referring to bilingual programs we

find s broad continuum similar to the one that exists for the word

"bilingual."

D. What 1s biculturalism? a bicultural program?

Another matter must be clarified. Often those who speak of bilingual
education refer to bicultural ed;cation at the same time. This tendency
to equate bilingualism and biculturalism is often imprecise, sometimes
incorrect. Although the tendency for a person who becomes bilingual is
to adopt the cultural mores of the second language group (and thus become
bicultural in outlook) (Fishman, 1970), it 1s possible to have a bilingual
program that is not bicultural. "Biculturalism,'" however, has become an
isBue as 1mportént,as, if not more important than, bilingualism. Paychologists,

sociologists, and educators all repogﬂize that in order for the young

8



A ruiToxt provided by ER

~6-
child to be a successful student and person, he must have pride in his
native culture. In this paper, bicultural preschool nrograms are defined
as programs that emphasize two cultures: the dominant American~Auglo culture
as it exists In the United States today, snd the less dominant culture that
non-English-speaking c¢hildren ébsorb in their homes and communities.

E. The noun-English-spesking preschooler who
has no "native" language

It is assumed that the important problems of the population to be
served (disadvantaged non-English-speaking preschoolers) is that they
speak a language other than English. Accordingly, the teacher's task is
(1) to assess each student's status on the continuum (from ncn-~English-
speaking to fully bilingual), and (2) to act in such a way that each c¢hild
gains a firmer grasp of the English language as well as his native language.
Howevér, the particular problem of many Head Start teachers 4is not that
the children speak a different language, but that the children have some
difficulty grasping.concepts to use for communicative and cognitive purposes
in any language. Here, the teacher's task is to help the children develop
their £irst language before launching bilingual education. Although little
research has been directed towards this problem, several preschool programs
for non-English-speaking children take this dilemma into account. (See
section on Bilingual Preschool Programs in this paper.) In one program, for
example, concepts are Iintroduced and taught in the children's native

language before they are introduced and taught in English.

F. What does E.S.L. mean?

ESL, or English as a Second Language, is a term that has been

used frequently during the last few years to refer to bilingual education

lii(rprograms. Calling an ESL, program "bilingual,” however, leads to confusion.

9






—7=
ESL is an important component of bilingual education, but unless the
home language is uséa as & medium for teaching a part of the curricdlum,
the education program cannot properly be called bilingual. ESL, as taught
in many curricula for non-English-speaking children, focuses on teaching
the child formal English. In a true bilingual classroom it is only a
part of the curriculum. Indeed, ESL may take up as little as 15 minutes

of a 5~hour school day.

G. Where is the non-English-speaking population located?

Where does the non-English-speaking Head Start population live?
0f the population of over 4 million U.S. citizens whose native tongue is
Spanish, 80% live in the southwestern states of Arizona, New Mexico, Texas,
and California (over 40% of the population of New Mexico is non-English-
speaking). The other 20% live in or near New York City, Miami, on the
island of Puerto Rico, and scattered through the south and midwest., A
German—speaking population of over 3 million lives in or near Chicago and
Neﬁ York City, and in the state of Texas. Two to 3 million residents who
speak Polish live mainly along the eastern seaboard and in the midwestern
states of Illinois and Michigan. The 300,000 Norwegians in the United
States have settled in the Pacific northwest and in.the north central
gsection. There 1s a native population of over 350,000 Indians representing
40 tribes in the United States. In addition to the strong concentrations
of Indian-Americans in Montana, Ariéona, Oklahoma, and New Mexico, tribes
live in the lake region of the northeast, along the Canadian border, and
in Alaska. Nearly 100,000 of this population are Navajo. This list does
not include the Chinese and Japanese populations along the west coast,
the Hawaiian population, and the 18 other foreign language popﬁlations in

the United States, each comprised of over 50,000 members.

10
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H. Bdilingualism abroad

It is important to point out that the United States is not the only
nation in the world challenged to teach children from diverse language
backgrounds. Switzerland, Belgium, Canada, Finland, and the Union of South
Africa each recognize two official languages that must be taught in all
schools. In China, the U.S.S.R., and India hundreds of dialects are
spoken. Mexico, Peru, Ecuador, and Paraguay recognize Spanish as the
official language; but an unofficial language, that originated with and
was spoken by their large Indian populations for centuries, is also
accipted. Although not a part of this paper, it may be beneficial for
U.S. educators to consider the experience of Swiss educators, who have
taught ali Swiss students French, German, and often Italian; the Canadians,
who are obliged by law to teach English and Frgnch in their schools; and the
South African educators, who must teach their children African and English

(Andersson, 1970).

11



II. Research

Teachers and administrators, program planners, and consultants for
bilingual preschools may be interested in what guidelines the current
research anﬂ literature in bilingualism can give that would be relevant
to their work. Where would they look for information.The answer would be:
in a variety of places. There are many fields other than linguistics or
education that would be particﬁlarly useful to aﬁyone‘planning for
bilingual education. They include developmental psycholinguistics,
anthropology, ethnic studies, sociolinguistics, social psychology, and
educational psychology.

Interest in bilinguélism, from the viewpoint of research and evaluation,
has a rather long histogf;lSome of the work in the early 1920's focused
on the relationship between b;lingualism and intelligence. During the
last few decades, and particularly in the last 5 years, the focus on
bilingualism haé expanded to include contributions from psychology,
sociology, eﬂucaéion, énd political science. We also witness today an
increasing emphasié, by the members of these various disciplines, on the
necessity of merging into a multidisciplinary approach to bilingualism.
It is not surprising that a social psychologist's findings (that .the attitudes
of the child's community may either increase or decrease his dégree of
bilingualism; is of basic importance to a psycholinguist studying the
effects of interference between the two languages of the same éhild. It
is also not surprising that these Fwo sets of data are pertinent to an
educator. He has discovered that to-develop an effective bilingual

curriculum at the preschool level, he must be aware and appreclative of

12
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the characteristics of the community the child comes from, as well as
the effect of the interference between the child's two languages on his
later learning.

The literature on bilingualism, especially that of the last 5 years,
may be useful to es;abliSh guidelines to plan and implement programs for
the bilingual preschool child. Research findings are divided into four
categories:

1. "The Community' focuses on resesrch findings from‘

‘thee £fields of social psychclogy and sociolinguistics.

2. "The Bilingual Child" comsiders research findings from
limguistics and psycholinguistics.

3. "Oof Special Interest to Educators" answers some specific
questions; for example: "At what age:should the second
language be introduced?" and "Shéhld inétruction and use
of two languages be sega:ated, or should they be united?"

4, “Testing the Bilingual Preschooler" summarizesAseveral
issues associated with assessing to what extent a child is
bilingual and draws attention to possibie approaches that
may be used to assess the intelligence of a bilingual child.

(The first two categories help provide a general background or perspectivé‘
for the educator in order that he may understand the bilingual éhild as an
individual and as a member of his community.)

Issues within each category are posed in a question—answér format for
two reasons. First, introducing each topic with a question directs a reader's
attention immediately to the specific issue discussed. Second, a question
format seens appr&ﬁriate, since many bilingual issues are unresolved. Researchers

are unable to make definite and conclusive statements on many of the issues.

13
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A. The Community

1. How does the linguistic community in vhich the child lives

affect his attitude towards learning a new language?

Wallace Lambert at McG! " Tmiversity found that the attitudes of the
child's family towards the sgczm& laz: rape group in a community in which
two languages are spoken affect the sxtern.: to which the child lzarns the
second language (Lzmbert, 1967). 7ke chilc-must want to learn the second
language, and in order to do s¢, ha must Tike and want to be like the members
of the second language group. Thait iz, te acquire the second language
successfully, the child must adopt =mme of ‘the aspects of behavior that
characterize the other linguletig—cultural group.

2. Does the domain of langusge behavior (home vs. school, teacher

7s8. peer, formal vs. informal) affect the languvage development
of the preschool child?

Joshua Fishman (1970) found that, in a community in which two languages
are spoken, each language tends to have its favored settings and tends to be
associated with specified roles. Thus, a child Qaﬁ.spcak English at school,
whére English is the only language spoken, and Spanish at home. In the role
of pupil he may feel more at ease in English; whereas, on the playground in
the role of peer, he will favor Spanish. In this case English appears to be the
language of formality (work, school); and Spanish, the language of informality
and intimacy (at home, with friends). Fishman further pointed out that the
degree of bilingualdsm may be quite different in each of these several
domains. A young child, whn usually speaks English with the teacher, may have
great difficulty speaking ‘ipanish with her (either because he #s uncomfortable,
or because ke lacks the ne:essmry wocabulary). Similarly, the same child may
find 1t strange and even d[ffleult to emeak English with his peers cn the

Q d
]ERJKjgroun .
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3. How can the status of the linguistic community (stable or changimg)
affect the educational process?

-

Fishman (1970) also suggested that 1t is important, in order to assess
bilingualism and to develop the goals of a bi ingual program; to ask,
"Is the community stable linguistically, or is it in the process of shifting
from one language to another?'" A good example of such a contrast would be ‘
the Mexican-American border where Spanish has been the dominant language |
spoken in Mexican—American homes for many generations and wili probably-
continue to be spbken for many years. New York City, where many in the
Spanish-speaking Puerto Rican population are learning English in an effort
to be assimilated by the surrounding soclety, presents a very different
picture.
| Both Fishman and Lambert recommended that data concerning: attitudes
towards a second 1aﬁguage, domains of language behavior, and linguistic
status of the community, be gathered before and during the-implementation
of a bilingual program in a specific community. They further recommended
that these data should directly affect the goals and type of bilingual

program implemented.

B. The Bilingual Child

1. What characterizes the speech of the bilingual child?

a. Compound and coordinmate bilinguals

Psycholinguists describe two types of bilinguals: the compound
bilingual, and the coordinate bilingual (Ervin, 1954; Diebold, 1966;

Weinreich, 1967). The compound bilingual has a single language system.
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He mixes both languages unknowingly. The coordinate bLilingual, or the other
hand, seems to operate on two separate chamnels. Unlike the compound bilingiual,
he knows which language he uses. Whereas the compound bilingual i=sarns
language in one setting (both English and Spanish are spoken at home), the
coordinate bilingual learns language in two settings (Spanish is wmpoken at
home, and Eunglish is spoken at school; or his mother speaks English, and his
governess speaks French). Psycholinguists gemerally agree that the coordinate
bilingual is'probably less confused using two languages than is’ the compound
bilingual. Although research has been and is being done on this topic (Ervin,
1954, Weinreich, 1967, Lambe;t, 1969), the field is wide open and promises
to bring interesting Insights in the next few years. Readers interested in
compound and coordinate bilingualism as it relates to American-Indian children
are referred to Cazden and John (1968). This document provides a thorough
review of theoretical and research issues related to learning of American-Indiam
children.

Implications are already being drawn by and for educators. According
to Dugas (1967), the coordinate bilingual growing up in two cultures is the
ideal product of bilingual education. Dugas questioned how coordinate
bilinguals can be educated in school. He suggested that possible solutions
may be (1) to separate the two teaching contexts (English should be spoken
in one corner of the classroom, and Spanish in another cornex), and (2) to
use separate native speakers to teach each language (the Anglo ‘teacher should
speak only English, and the Mexican-~-American teacher or aide should speak only
Spanish). As we shsll see, this is already practiced in several preschool

programs where two languages are spoken.

16
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b. Interference

Another topic that has concerned psycholinguists for the last few
decades is that of interlingual interference. InterfeSrince may occur at
various levels. The German immigrant who pronounces "§tread"™ with a German
accent is exhibiting phonological interference. Simillzirly, when the
Spanish-speaking American says, ''I see the house whiite,” he exhibits
interference at the syntactic level. (He directly tramsilates from Spanish,
in which the adjective always follows the verb.) Intexference is
therefore a common phenomenon and should be expected in a community that
speaks two languages.

What interests the educator is that the amount of interferemce is to
A large extent determined by the child's fluency in & second language and
the situation in which a language is spoken. Thus, it :should be expected
that a Head Start child who speaks little English will show much interference
from his mother tongue at first; and that as he becomes proficient in
English, there will be less and less interference. Furthermore, thie amount
of interference will vary from situation to situation. A bilingual child is
more likely to exhibit interference when he speaks with another bil;ngual
child than when he speaks with a monolingual child. (When he talks to &
mnnolingua; child,.he must take care to be more precise in order to be
understood.) (Weinreich, 1967) Similarly, interferemce ig more 1likxl; i~
occur in an informal setting (at home, amongvfriends) than when the child

formally recites in the classroom.

17
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The phenomenon of interlingual interference continues to be an intriguing
topic to psycholinguists whose interests range from the effect of interference
on second language learning to the effects of interference on intelligence.
Kinzel (1967), who observed a French-English 6~year-old, pointed out (contrary
to most previous research) that pronuncilation is less likely to be interfered
with than is either grammar or syntax. Ervin (1954) hypothesized tﬁat
interference 1s most likely to occur when two languages and two cultures are
closely related. Perhaps these two hypotheses provide another afgument for
separating the two languages and cultures of a child in the classroom. These,

and other findings that pertain to interference, are still, however, tentative.
2. Does bilingualism enhance intellectusl prcocesses?

This topic has been the most extensively researched of all topics
relating to bilingualism. As menmioned previously, research dates back to
1923, and most of the work was done in the 1930's, 1940's, and 1950's (see
Jehsen, 1962). How bilingualism affects the intellectual processes is an
enigma that is far from resolved. Research results span a continuum, from
thoee'that found that bilingualism 1s detrimental to intelligence, to results
that found no relationship between the two, to findings that have evidence
to‘éupport the notion that bilingualism enhances intelligence. A gtudy that
belongs in the latter category, and that is ome of the most widely cited in
the current literature on bilingualism, was done in 1962 by Peal and Lambert.
They found that 10-year-old French-English bilinguals scored higher both on

verbal and nounverbal measures of intelligence. In 1969 Feldman and Shen

reported that 5-year-old Head Start bilinguals were not dependent on

18
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liuguistic symbols, and therefore were more flexible cognitively than their
monolingual peers. Lambert amd Macnamara also reported in 1969 that the
results of their study with French-English bilingusl first graders supported
the theory that bilingual experience can enhance cognitive and mental
flexibility. (A series of studies that supported this view was reviewed
by Jensen in 1962.) These studies maintained that the bilingual has two
terms for one referent; his attention focuses on ideas and not words, on
content and form, on meaning father than symbols; and that this phenomenon
is highly important in the intellectual process. Finally, Liedtke and
Nelson (1968) used a series of Piagetian tests of conservation of length
and found that bilingual 6- and 7-year-olds scored significantly higher
than monolinguals of the same age.

A review of the studies published in the past few years indicates
that the atmosphere today tends to be one that is supportive of the
positive effects of bilingualism on intelligence. At the same time,
however, current researchers emphasize that a variety of factors
(including age, sex, socioecomomic status, educational backgroundlof
parents, degree of the bilingualism of subjects, and the type of
intelligence test employed) must be considered in order to evaluate the
relationship between bilingualism and intelligence..Unfortunately,
these factors have not always been accounted for in studies in this field.

The Head Star§ teacher should therefore be cautious when she
administers an intelligence test to the bilingual members of her class.
A hig.. intelligence ﬁuotientrcan be attributed to many other factors
than bilingualism. Fishman (1965) summed this up very nicely in a discussion

of bilingualism and intelligence:
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Thus we can either find no relatiouship, a negative
relationship, or a positive relationship betwreen
bilingualism and intelligence depending where in the

dominance configuration, where in the acquisition
sequence and where in the social structure we look. (p. 237).

3. How are bilingualism and creativity related?

As many readers may already know, the concept of creativity has
not been satisfactorily defined. Nevertheless, creativity is an area in
which increasing amounts of research are underway, and one that
evidently captures the interests of psychologists who study bilingualism.
Jacobs and Pierce (1966) found that fifth and sixth grade bilingual
students scored higher on a word uses test for creativity than monolinguals,
and scored lower in word meanings tests than the same group of monolinguals.
Landry (1968) confirmed his hypothesis that experience with two languages
during childhood is related meaningfully to later verbal creative
functioning for fourth grade bilingualé. but not for second grade
.bilihguals. The most recent study (Torrance, 1970) indicated that third
to fifth grade Chinese and Malayan bilinguals scored higher tﬁan
monolinguals on the Torrance Test of Creative Thinking in originality
and elaboration, but lower than monolinguals in fluency and flexibility.
Results, although they do not.providé definite guidelines for the
educator, do provide insight into what could be a potentially significant
vcontribution to the study of bilingualism. A positive relationship between
creativity and bilingualism would encourage a preschonl teacher interested
in developing a program that exposes étudents to two .anguages.

4., What is the relationship between early bilingualism and
emotional development?

Regsearch findings that relate bilingualism to enotional development

)

o"“ave tended to follow the pattern of results that re.ate bilingualism
ERIC
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to intelligence. On the one hand, results indicate that bilinguals may
become frustrated because they can't express themselves, and that to force
a child to forget his mother tongue and lezrn a second language may be
disruptive (Jensen, 1962}. Other findings indicate, on the other hand, that
emotional difficulties may arise from conflicts of biculturélism rather

than from learning & second language (Jensen, 1963).
5. How is motivation related to bilingualism?

Anderson (1968) found, in a study of Mexican-American high school
children in Texas, that their need for achievement was just as high
as that of their Anglo peers. He also found that the parental expectations
of Mexican-American parents were just as high as, and in some cases
higher than, those of Anglo parents. Anderson suggested that one reason
the Mexican-American children tended to perform more poorly than their
Anglo peers was that the expectations of their parents were too high,
and consequently, the children were frustrated.

These findings suggest to the educator that non~English-speaking
children, and espécially Mexican~American children, may come from
homes where achievement expectation and motivation levels are high.
Lambert's (1967) findings also suggested that motivation is a critical

factor in second language learning.

C. Of Specisl ;Bperesgitq Educators

1. What are some current positions of researchers concerning the
language used for instruction?
Macnamara (1967) found that the problem-solving ability of bilingual
children was poor when information was provided in their weaker language,
even when the components of the problem were separately understood.

ERIC 21
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He also found that reading in the less dominant language took loﬁger
than reading in the dominant language. Kaufman (1968) extended Macnamara's
findings in a study in which diréct instruction in reading Spanish,
when offered to Spanish-speaking retarded readers, had a positive
effect on reading ability in English.

>Sim11ar evi&eﬁce supports the opposite notion that the dominant
language of young children cén benefit from instruction in a foreign
language at an early age. Samuels, Reynolds, and Lambert (1969) repo?ted
results of a study that focused on English-speaking second graders in
their second year of a program, in which all instruction took place in
French. The results indicated that these youngsters were as capable of
encoding and decoding novel information in English and Frenéh as were
matched groups of monolingual English- and French-speaking children.
Lambert and Macnamara (1969) also discovéred that at the end of first
grade, the mathematical ability of these children was on a par with that
ofrboth éf the control groups of monolingual children.

In'addition,_results of a 4~weék Head Start language training program
using three treatﬁents: Spanish as the language of instruction; English
as the language of instruction; and both languages used for instruction
indicated that the bilingual treatment was not significantly superior to
the Spanish or English treatment (Barclay and Kurcz, 1969). Such results
must, however, be.reviewed with caution, as they are based on such a short
instructional period (4 weeks). Viewing this issue from a practical stand-
point, Gumperz (1967) stated:

The common assumption that uneducated speakers éf miﬁority

languages learn better when instrueted through the medium
of their own vernacular is not necessarily always Justified.

2
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Instructional materials in the vernacular may rely on
monolingual norms which are culturally alien to the
student and linguistically different from his home

speech. (p 56).

Thus, the issue concerning in which language instructicﬁ should take
place is far from being resolved. Observation of some of the more
publicized bilingual preschool programs today, however, indicates that a
majority of the programs begin with instruction iﬁ the child's dominant
" language before switching to instruction in English, and that séme programs
introduce a desired concept in the child's dominant.language before it is
introduced in English.

2. When is it most beneficlial for newly learned cdncepts to be awitched

from one language to another?

To the author's knowledge, no specific research has been done on this
topic. Wilson, howevér, at a TESOL convention in March 1970, made the
statement that the concepts developed in one language will more likely be
tranefefred into a second language 1if the transfer is done aa soon as
possible (dideally, within the same day). As we shall seé in the next
’ section, the Michigan Oral Language Series for nonfEnglish—speaking
preschoolers introduces concepts in the mornihg in Spanish, and

reintroduces them that afternoon in English.
3. At what age 1s it advisable that the second language be introduced?

The generél consensus before 1962 was that a second language should
not be introduced before the child is B years old, andvmuch literature
can be found that protests teaching a second langusge beforé grade 2'
(Jensen, 1962). A few.supporters of yet another theory; e.g., Haugan (see

Weinreich, 1967) recommended that a second language, if taught before
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grade 3, should be taught informally. The literature of the past 5 years
indicates that although no research has specifically supported early
introduction of a second language, most preschool programs have of necessity
introduced one. The controversy today concerns not whether a‘second language
should be introduced in preschool, but rather whether the child, for the
sake of emotional security, should first be approached in his dominant
language. Only after he has adapted to the classroom situation should
second language instruction begin. As we shall see, the technique of
introducing ﬁnglish informally and the technique of reserving a highly
structured programmed period of English each day are currently practiced
in bilingual preschool classrooms.

4. Is the instruction and use of two languages best kept separate

or united?

This question is relevang to the psycholinguists' interest in compound
vs. coordinate bilingualism. Dugas (1967) sugges;ed that the two language
learning contexts shculd Be kept sepa}ate. Jensen (1962) suggested that
the child should learn his dominant language first, and that he should
receive language instructioﬂ in the two languages from sepasrate sources. He
concluded from a review of the literature that when the teacher teaches
two languages, she should be consistent in the éense that she should
stipulate the time and place a given language will be used. Although this
view appears cqzrentiy to be quite popﬁlar among early childhood educators
and has wide application in bilingual preschools, there are still prograns
that mix two languages in one class, and in which the teacher apeaks both

indiscriminately.
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5. What methods exist to prepare teachers to teach bilingual

children?

Most of the published reports to date have focused on programs and
‘{deas for preparing teachers of Mexican-American children. In 1969 Saunders
reported a program at the University of New Mexico in which students from
deprived areas (who probably would not have attended college), chosen by
their high schools on the basis of thelr academic averages, were sent through
a 5-year work-study program to become teachers.

Ramirez (1969) cited the Claremont Project in Anth;opology and Education.
in which students (future teachers and administrators) were assigned to work
'pfojects designed to introduce'teachers to the practical uses of anthro-
polog@cal methods. Future teachers visited children's homes to become more
aware of the cultural forces operating on thelir potential pupils;

Carter (1969) stressed that schools of education should promote active
contact with Mexican-American communities, and that‘the schools. should
emphasize the diversity of the cultural background of the Mexican-American
children. '

The consensus is that teachers should try harder to understand the
sociocultural aspects of the communities in which they teach and that they

should be aware of teaching styles of parents and capitalize on these.
6. Head Start Research and Evaluation.

In the context of reviewing the literature, it is appropriate to
note some of the results that have materiaiized from research relating
to bilingual Head Start programs. It dis we11~kn6wn that Head Start
inftiated several programs situated in geographic areas where the

dominant language is not English. A survey of such programs indicates

[\
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that the goals and means of instruction used in these programs vary widely.
Several evaluativé studies of existing programs have been conducted to
date. The following studies are exemplary of research undertaken from 1965
to 1970.

In an evaluation of a program for Mexican-American bilinguals in
the summer of 1965, Montez found that although ratings made by the follow-up
teacher indicéted that the program was a success, both teacher ajides and
parents had more positive attituwdes towards the cﬁildren and the success
of the program than did the temcihmr. Such mesults, Montez felt, raismed
serious questions concerning the ability ef the teachers to develop.
healthy empathetic melations wiith Mexican—fmerican children.

Wolff and Steim (1967), fw s.:study of = 1966 summer Head Start program
with Puerto Rican children, fpuisd that there were no educatiocnal gainms,
but that 6 months later Head Start children showed more learning
readiness and eagerness to learn than ncn-Head Start children.

Two Head Start programs for Mexiczan-~American children that employed
the Montessori technique were evaluated by Johnson in 1965. The author
found that positive gains occurred in connection with social-emotional
énd intelligence-academic factors. He also found that the Mexican-American
children who participated 1in the program had limited skills.

Pierce~Jones (19685, in a study of Mexican-American Head Starters,
found that no significant increase in performance occurred in a 6-week
summerAprog:am in which three groups of four children went to a middile
class mother-teacher's home. Espinosa (1968), on the other hand, reported
that Mexican-American children who attended an 8-week Head Start program

- made gains in achievement motivation.

96
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A tentative explanatdon for the equivocal results of these five studies
is that each focused on a short—term Head Start summer program. The longest
of the five studies lasted only 8 weeks. An additional set of variables
involved in these programs were the teachers, their atiitudes, and their
teaching techniques.

Results of amother study conducted by John and Berni in 1967 that

involved Puerto Rican, Mexicam-Americani, Sioux, and Navajo children

- indicated that the inclusion of ethnic books would be useful in-programs

for non-Anglo children.

D. Testing the Bilingual Preschovler

l. How can we assess whether a w«¢child is bilingual, or to what

extent he is facile in two or more languages?

As Macnamara poipted out (1967), the matter of establishing comparable
meagures of skills in two languages is very complex. He sug%ested three
categories for a series of indireét measures, devised during the past few
decades, to simplify the difficulties of directly measuring the Aegree of
bilingualism. In the first category he placed rating scales. This category
included language background questionnaires and self-rating scales for language
skills of the bilingual. (He found both methods imprecise.) The second
category comprised fluency tests. In 1961 Ervin devised a picture-naming
test in which the bilingual subject named pictures in each of the two
desired languages. Lambert (1967) used a series of tests that involved
reactiop times on the part of bilinguals to instructions in each of the
two languages. Macnamara (1967) required his subjects to say as many difforent
words in one language as they could within a limited time. The third

category of flexibility tests included Lambert's word directions test i
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which the subject identified as many Vords as he could in a long nomsense
word uaiﬁg his repertoire of both languages. The third wategory éISO'inciude&
‘Macnamara's test in which the subject, given an expressilon, was amked to
wxite as many words or ewpressions as he could that were: synonymous with
the originml expressimn, using his dual repertovire.

2. Tests for billimguals: which is more reliable-—a: verbal test wr &

nonverbal test?¥ ’

Whether tests for &3linguals, especilally those fowx:used on intelligence,
should be verbal or momverbal has been, and continues @o be, a dominant
tssue. Although Peal amid Lambert (1%62) foumd .that bilimguals scored higher
on verbal measures than monolinguals, the majority of tthe studies to .date
have 1ndicatéd the reverse (Jemsen, 1962; Fishman, 19G5; Peal and Lambert,
1962). Shipman (1967) concluded, from her survey of four tests of
intelligence given to Head Start Seminole Indians, that the children performed
highest on the Raven Colored Matrices Test, the test in which the subjects
were required to show the 1;ast verbal response.

This result} and;previous similar results, are not surprising, since
many additional factors téﬁd to affect intelligence tests given to bilinguals.
In many cases the testers were not-bilinguéi and often failed to under-~
stand the child whose dominant language was not English, and the t;sters
failed to make themselves understood. Also, in many cases, intelligenqe
tests were administered in English, the child's weaker language, or the tests
were poorly éranslated into the child's déminant language. The ﬁajor
question in these situations 18, should the child's poor performance be

attributed to his lack of conceptual ability, or to the simple fact that he

N
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doesn't understand the tester? It is interesting to mwte that Liedtke .and

Mieldson (1968) found, when they gave 6~ mnd 7~year—old bilinguals a conservation
of length test, that the bilinguals scored higher tham 'tlneir monolingual
peers; whereas, their previous inteliligence quotients rwere lower.

It would be advisable at this polnw to recommend'ﬁh&t—iﬂé.#teéchbbi -
educator, who may be weak In the child*s dominant langwige, rely as much as
possible on nonverbal measures of auch items as intell¥ppence, creativity,
and achievement.

3. Is one measurement for bilingualfsm, or one :masmurement for

a characteristic such as intelligence that s rsilated to bilingualism,
sufficient?

The answer is almost unanimously "mo." Peal and Lambert in their study
(1962) chose four tests of bilingualism to assess their subjects. In
i942 Arsenian used seven techniques to evaluate bilingualism. In 1967 Shipman
concluded; from her study of Seminole Indian Head Starters, that a variety
of measures to assess cognitive development should be used. Cervenka, as we
shall see in question 5 of this section has recently developed a series of
tests for bilingualism at the preschool level. All are to be used together.

4. What is another research result that may affect testing the

bilingqal chila?

The results of an M.A. thesgis published in 1968 (Mycue) tested
Mexican—American preschoolers in Texas and indicated that pupils performed
better on a lénguage facility test with a Mexican-American examiner, and
that they performed better on the test in English after an initial performance
in Spanish of the task to be tested. Mycue suggested that English language
performance would be better for Mexican-American children tested by a

Mexican—&merican examiner than for Mexican—American children tested by an
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Anglo ewsminer, and that spontaneous production of English speech would be
hetter after Spanish-English bilingual children were first allowed to perform
in Spanish.

5. What kinds of tests have been devised recently that would be usefiul
to and could be administered by the Head Start teacher?

Cervenka, Edward. Administrative manual for tests of

basic language competence In English and Spanish. Level 1:
(Preschool) (1968) ED 027 063.

Cervenka, Edward. Administrative manual for inventory of
soclalization of bilingual children ages 3-10. (Part of the
final report, August 1968.) ED 027 062.

The author recommends that (1) the tests be adminiaterd in familiar
situations because the test batteries focus on oral and aural use of
language in realistic situations, (2) children be given pretest practice
(to make sure they understand what 1is expected of them), (3) local dialect
norms be used, and that in all cases the batteries be administered by
speakers of fhe local dialects, and (4) an attempt be made to test in group
gettings. Both sets of tests are developed for the teacher's uge .in the
classroom. Each manusl gives directions for admiﬁisféfing the tests, samples
of measures, and scoring sheets.

In the first manual prepared for preschool chiliren, Cervenka
4eveloped two batteries of tests. One test battery is a contrastable
linguistic analysis of English and Spanish and is used to pinpoint
gpecific language problems a nat1Ve‘Spanish—speaking ch1ld encounters when
he learns and ﬁses English, and vice versa. The other teat battery consists

of more conventional tests that streas the perceptual and motor aspects of

language development.
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The second series of tests found in the second manual has four submeasures:
self—concept, a behavior rating scale of the child's interpersonal behavior,
a behavior rating scale of the child's general social behavior in the classroom,
and a questionnaire administered to parents of children enrolled in
ibilingual progréms.
Although Cervenka's series is the most complete and up~to-date series
of meagures written specifically for the bilingual Head Start child, other
tests related to bilingual cﬁildren are available: (1) Chapter 5 of A Handbook

/ .
of Bilingual Education by Saville and Troike provides a suggested form for

home interviews, as well as some intelligence tests. Especially recommended

is the Goodenough-Harris Test. (2) Several of the newly developed bilingual

programs have created tests de;igued to evaluate the success of thelr programs.
As mentioned previously, tenting ig complex and plagued with problems.

Resders are cautioned and advised not to rely on any one set of tests.

Cervenka's tests, however, appear to be carefully conceived and especially

pertinent to Mexican~American preschool children.
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III. Pract{gal Guidelines for the Teacher and Administrator

What practical guidelines can be extrapolated from research findings in
bilingualism that will be useful to the Head Start teacher and administrator
as- they organize and lmplement a bilingual program for preschoolers? The
fgllowing is a list of éuch guidelines based on research and reports from
bilingual preschool progra;s.

A. To establish the curriculum and goals fqr a Head Start classroom
with non-English-speaking children in it, the following factors should be
considered: |

1. The community from which the children come: is it stable linguistically,

or 1is it in the process of changing?

: 2. The composition of the class: are all children non-English-speaking?
Do some speak English fluently? Are there some that Qave little or
no language, period?

3. The desires of the parents: do they want their children to quickly.
become a part of the dominant Anglo culture (do they send their
children to Head Start to léarn English), or would they prefer that
their children maintain a bilingual/bicultural outlook?

vh. The teachers: are they bilingual, and if not, is8 there a bilingual
aide in the classroom?

5. The educational future of the children: will they be proceeding
to an elementary school where only English is spoken and most of
their classmates are Anglo, or will they reﬁain in a bilingual/

bicultural atmosphere?

W
oo




-30~
B. To decide on how bilingual the children are, the following facts

should be remembered:

1. Many different measures should be used to test children for bilingual

ability and for such factors as intelligence. No single good test
_of bilingualism has been devised.

2. Bilingual children tend to score higher on nonverbal measures
of intelligence thap on verbal measures.

C. To teach a young non-English-~gpeaking child Engiish, tbe following

items should be congidered:

1. Teachers should understand the phonemic, grammatical, and semantic
differences between the child's naiive language and the English
language.‘ .

2. The child should always be encourgged to feel that his own language
is valued and appreciated. )

3, “The child must want to learn English.

4., It is less difficult for a child to learn two languagea when the
languages are consistently presented In two separate qgntexts.
Thus, it may be helpful to have a specific classroom ti;e and place
for each language.

- 5. If a concept 1s presented in English, it is helpful to present
it in the child's dominant language earlier the same day.

6. The child will exhibit different degrees of bilingualism depending
on what kind of a situation he is in and what role he 1is playing.

7. It is recommended that a young child entering school be exposed to

his native language until he becomes accustomed to the classroom

atmosphere. English can then be introduced.
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More and more psychologists, linguists, and educators agree that
a second language can and should be introduced at an early age.
To understand the emotional stability of the young non-English-
preschool child, the following recommendations are made:
Regardless ¢f whether or not the orientation of the curriculum
is bicultural, the teacher should demonstrate a positive
attitude towards the child's culture.

The child should not in any way be given the idea that his

language or his culture is undesirable.
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Iv. Bilingual Preschool Programs

A closer look at a few of the guldelines stated in the previous section
would be especially helpful to the Head Start teacher and administrator and
anyone else involved in the first stages of planning to implement a bilingual
preschool program. The specific guildelines are: the community, the parents,

the children, the teacher ana her alde, and goals.

1. The community

The community in which the non-English-speaking members of the Head
Start class live should be one of the firgt factors considered. Is the
commu@ity stable linguilstically, cor is it in the process of snifting language
(and thus, in éssence, shifting culturés)? We have consldered Mexican-American
communities along the Mexican-American border. Spanish is and has been spoken
at home and in social situations for genecations; while English has, is,‘and
will continue to be the language Mexican-Americans use at work. A 1inguistica11y
changing community i1s Spanish Harlem in New York City. There, maﬁy.?uerto Rican
immigrants are eager to learn English and become part of the American culture
as soon as possible. English, then, is the dominant language of the future.

2. The parents

A question the teacher should ask is, "What are the desires of tﬁe parents?"
Does the Spanish-speaking pareht?fo: example want Spanish to ke the main language
used in his preschooler's classroom, with perhaps one short dailﬁ English
lesson taught? Or, does the parent feel that since his child already speaks

Spanish, the reason he sends him to school is to learn English?
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It obviously would be frustrating to set up a bilingual program that
emphasizes Spanish half a day (and at the beginning, most of the day for
young Head Starters), and then discover that the parents send their children
to Head Start specifically to get a good exposure to the English language

and culture.

3. The children

Another important factor to contemplate whan planning a bilimgual program
is the composition of the class. Are all of the children non-English-speaking,
or do some or many of them.speek good English? Of this latter group,
are some Anglo~American? Among the non-English-speaking children, do all
' gpeak Spanish (as do the children along the Mexican-American border); or do
some gpeak Spanish; others, Italian; and still others Chinese (as may be
the case in certain sections of San Francisco)? A further question on this
‘heme is: Among the non-English-speaking, and even among the English-speaking
children, how many are fluent in both languages; how ﬁény speak only a little
English or Spanish; and how many speak no English or no Spanish?

4, The teacher and her aide

Does the teacher speak the language of her non-English-speaking
students, and 1f so, how fluently? If she doesn't, has she an assistant who
does? (In most Head Start classeé the assistant comes from the community in
which the children live, and therefore speaks the children's dominant language
and is well acquainted with their native culture.) Although the teacher's
language fluency is important, it is even move importaﬁt that her attitude
towards the children's culture is positive. A teacher's negative attitude
towards a child's home culture can damage the child's self-concept and

undermine his pride in his community.
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5. Goals

Strengthened by kniw'ledge and understanding of the child's community,
the parents® wishes, the child, and the teacher's reaponsiblities, the
administrator and the teacher are now in a position to decide the goals
of their Head-Start program. One goal may be to focus on the child's
dominant language. The child's home language can be used as a transition-~~
a means of making him comfortable in the new classroom ztmoephere-~before
focusing on the major job of teaching him English. If it is understood (1)
that the children in the class will enter a public elementary school in which
all instruction will be in English, (2) that the majority of their classmates

'will be Anglo~Americans, and (3) that the parents and the community desire to be
assim;lated into the American culture, this approach will be the most useful
for non-English-speaking members of the class. We shall call this approach.
dowinens language. An alternats goal may be to develop a bilingual atmosphere
in which equal time is spent on languages and cultures of the English-sgpeaking
children and the ncn-English-speaking children. This approach is feasible
if the child expects to remain in a bilingual setting for some tiﬁe to come
(and especislly 1if the teacher isn’'t under pressure to teach the children
English rapidly in order for them to easiiy adjust to an all-English-speaking
elementary school). Such a goal ﬁould be appropriate for a linguistically and .
culturally stable community. It may also be argued that this approach makes
| the child a more flexible human being who later will adapt more easily

than his unilingual and unicultural peers to new languages and cultural

gettings. We shall call this approach bilingual.

7

e



~35-

To achieve these gcals, we must also consider the composition of the
class (Is it one way: composed of all non~English-speaking children; or, is
it mixed: composed of Erigl®sh-speaking Anglo children and non-~English-gpeaking
children?) We may thus come up vith & working system of classification for
existing bilingual preschool programs.

1. One way: dominant language.
2. One way: bilingual.

3. Mixed: dominant language.
4, Mixed: billingual.

In the introduction an attempt was made to distinguish between the terms
"Eilingual" and "bicultural."” In the present context it is conceivable that &
program may be found whose goal is to develop a bilingual child who is geared
to adapt to the dominant Anglo-American cult -e (bilingual/dominant culture).
$imilarly, it 1s also conceivable that a bilingual program exists that attempts,
as an additional goal, to encourage each child to become équally at eace with his
native culture and the dominant American culture (bilingual/bicultural). A third
alternative may be that a program focuses entirely on developing ﬁhe bilingual
abilities of the child without placing any emphasis on whether the child
develops either a bicultural outlook or an outlook oriented towards the dominant
Anglo-American culture (bilingual).

Accordingly, within the four categories outlined above, specific mention
will be made only 1f the literature reviewed concerns a program that clearly
emphasizes bicultural goals. Since the programs were not.observed, there is
not sufficient information to categorize the remaining programs according to
whether they empliasize the dominant Anglo-American culture, or whether they

place no emphasis at all on culture but focus exclusively on language acquisition.
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There are a few examples of existing bilingualfpreschool programs that fit
these four categories. Note that this classification system represents extremes
on a continuum, and that exemplary programsg discussed are classified according
to their relative proximity to these extremes. llote also that most programs tc
date have focused either on Spenish-Americans or on Indian~Americans. For this

reason, each category will be subdived into Spanish-English and Iudian~English.*

1. One way: dominant lanpuage

a. Spanish~English

(1) Michigan Oral Language Program

Developed originally for use with Spanish-spesking migrant children in
Michigan, the Michigan Oral Language Program was‘ designed to provide the child
with the language and conceptual skills he needs to benef%t from & English-
Speaking school setting. Lessons are built and strugtured around cral language
circles, each of which takes about 15 minutes to complete. These English-and
Spanish circles are used in sequence at the rate of three a day for 8 weeks
(1£ the teacher.prefers to space them out, she may). A distinguishing
characteristic of this progrem is that the Spanish circles prepare the child
in his first language for the content of the Englisnh lessong that follows.
(That is, specific concepts are introduced in the morning in Spanish followed
by their introduction later the same day in English.)

During the last year two guides have been published: one prescribec for
precchool; thé other for kindergarten. The guides provide an explicit set of
ordered lesson plans in Spanish and English as well as necessary materials to

accompany the lessons.

*The following schematization will include extant Head Start programs that
appear to ugse one of these four approaches. This information is based on
questionnaires sent to schools listed on: "Tentative List of Preschool Bilingual
[]iﬁ:grant and Chicano Programs" published by the Research and Evaluation Division
— - the Office of Child Development, September 1970.

&Y 7y
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It must be stressed that the lessens take up not more than 45 minutes
of the school day. Their emphasis clearly polnts to the necessity that the
young child learn the English language in order to actively participate later
in an English-speaking schaol setting. Ihic program was field tested during
the 1568 Summer Migrant Education Progras by 40 tzachers in Michigan, Ohio,
and Colorado.

Furtter information may be obtained from:

Dr. Jesse Soriano

Migrant Educaticn Office

Michigan State Dupartment of Educution

Lansing, Michigan

The following sources may also be useful:

(a) Petrini, Alma Maria. ESCL-SESD guide: Kindergarten. Michigan
Oral Language Series (1970). ED ¢3¢ 817.

(b) Bilingual conceptual development zuide: Preschool. Michigan
Oral Language Series (1970). ED 03¢ 818,

Available from:

MLA/ACTFL Materials Center
62 Fifth Avenue

New York, New York 10011

(2) Language and Conceptual Skills Program

The Language and Conceptual Skills Program, developed by tha Southwes:
Regional Lab (S.W.R.L.) in Inglewood, California, is designed to aid
Spanish-speaking children to develop English language skills cssential to
success in the primary grades. This progrom is designed for Spanish-speaking
children who can upderstand little or no English. A screening test is provided
to help identify the children. The primary goal cf the Language and Conceptual
Skills Program is communication through the acquisition of oral language
skills. Classroom vocabulary is introduced early in situational contexts

familiar te¢ the children.




-38~
The three general objectives of the program relate to vocabulary,

1

s

gsroom directions,. Categories of

¢

syntax, and skills for following

<

objectives for the first year coi the program (kindergsiten) include:

/4]

communicacion in soinnly communication in the nemz, =9 communication

beyond home aad sclhiocl
The research-based materials and tceaching procedures in the program
assist te~chers and teeers to vrovide efficient instiuction. The
instructional materials include cbjects and expericices common to the
Mexican-American cultare. Approximately 50 minutes eof instruction is
required daily; 25 minutes are teacher-directad group activities, and 25
minutes zre individuaiized iastruction vrovided by a £ifth or a sixth
grade tutor.
Further information n&y be obtained from:
Dv. Barbara Lassar
Division of Rescurce Services
Scuthves . Ieclonal Leboratory
1130C La Ciencga Bivd.
Inglewood, California 30304
Other programs that apreer to adept the one way:deninant language
approach are the Tezas Education Agency, the Gallup McKinley School, and
the Formel Languasge Laarning Program. Interest:d readecs may refer to the
following scurces for additional information concerning each ones
(1) Texas Educatilon Agency
State Boerd of Fducatior
Austin, Texas 78711
(2) Gallup McKinley School: Burke, CDlieanor and others. Curriculum
gulde for child devs=lopmant centers--53 year old program (1967).

L 024 519.

(3} Formal Langucpe Trazining Program: Teaching the educationally
disadvantaged Hlspano child at K-3 level (1969). ED 036 807.

Two exdsting Head Start programs thet appear to have adopted this

orientation are located at Greeley, Colorado and Calerico, California.
O
ERIC
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(4) Head Start
811 Fifteenth Street
Greeley, Colorado

(5) Head Start
Calerico
‘California

b. Indian-English

(1) Ute Program

A nursery school, piovneered and financed entirely by a tribe, is lPtated
on a Ute reservation in Fort Ducheste, Utah. The school's curriculum
appears rather Anglo-traditional, oriented to iusure that the Indian child
adapts to the Anglo culpure. It has evidently been quite successful in
this :espect, since it has motivated the Jicarille Apaches, the Saw Carlos
tribe, the Papagos, the Sioux, and the Navajos to request funds from the
Office of Education for similar nursery school classes.

For additional information refer to:

Clark, Erma. A nursery school on the Ute Indian reservation. Childhood
Education, 1965, 41(8), 407-410.

2. One wiy: bilingual

a. Spanish-English

(L, Early Childhood Education Learning System

The Southwest Educational Development Lab (S.W.E.D.L.) 1in San Antonio,
Texas has :ecently developed an early childhood model which places stronyg
emphasis on educating preschool and kindergarten children from low incofte
Mexican-American families. The program, which is entitled the Early Childhaod
Education Learning System, is tailored to the child's background and leVel
of achievement. The goals of the program are (1) to stremgthen the child's
concept of himself as a worthy individual, (2) to develop the child's
sensory-perceptual and motor skills, (3) to develop the child's language skills

in English and Spanish, and (4) to develop the child's thinking and reaSoning

Q
» kills.
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The 3-year-old enters the classroom in which a bilingual teacher
instructs in Spanisg 807 of the time. Four- and 5-year-olds advance to
a classroom with an English-speaking teacher and bilingual aides. Students
atrend classes 3 hours a day. Special consideration is given to increasing
attantion span, working independently, using adults as reinfercing agents,
persisting in work attitudes, and increasing exploratory behavior. The
program includes extemsive work with parents.

SWEDL has published teachers' lesson guides and materials geared for
Spanish-speaking children at three levels (3~year~olds, 4~year-olds, and
5~year-olds). Also available are tests, ethnic awareness materials, and
gtaff materials (including several film strips offering overviews of the
Early Childhood Education Program). There are currently 2000 preschool
children partic¢ipating in this program in seven schools in Texas and one in
Arizona. by the fall of 1971 éeveral schools in California will be using
this program and it is hoped that up to 3000 preschool children will bé
participating.

For further information about sifres in wvhich the program is being
implemented and for pamphlets giving further information contact: ‘

Mrs. Sheri Nadler

Southwest Educational Development Lab

800 Brazo

Austin, TexXas

Other informative sources are:

Ott, Elizabeth. Basic Education for Spanish-speaking disadvantaged
pupils (1967). ED 020 497.

Nedler, Sheri. Early education for Spanish-speaking Mexi- an-American
children; A comparison of three intervention strategies (1970).
ED 037 778.
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b. Indian-Engliish

{1) Rough Rock Demomnstration School

The objectives of the Rough Rock Demonstration S5chool in Chinle, Arizona
are (1) to develop the child's competence in Navajo and Englich, (2) to turn both
languages into tools of thought, and (3) to develop a bicultural outlcok. In this
school, the child is encouraged to speak three languages: Navajo, the teacher 'a
English, and English developzd by the children on the playground. The basic
approach is to tzach ecach language under definite, overt, and comnsistently
gimilar conditions. Navajo is taupht in an Indian environment by a Navajo~
speaking aide; English ig taught in an Anglo environment by an English-speaking
teacher. In addition, the two languages are associated with two distinct physical
areas of the classroom. For the young children each classroom has a Navajo
corner with Navajo artifacts and toys, and an Anglo corner with Arnglo artifacts
and toys. The Navajc aide plays with the children in the Navajo corner; the
teacher plays with them in the Anglo corner.

The Rough Rock School is structured in such a way that its students are
grouped on the basis of language ability and time spent ;n the school. Thus
3- and 4-ycar-olds may be found in one class; 4- and 5-year-olds in another
class; 5~ and 6-year-olds in a thixrd class; and so on. The entering child is
appioached at flrst through the medlum of his own native lgnguagc, which is
usually Navajo. As the child beccmes accustomed to the atmosphere, the time
he spends using English as the medium of communication is increussed. Thus, by
age 8 a child may be expitsed to 1/2 hour of English a day and 3 years
later English may be the main medium of instruction. The goal for the end of
elementary school is to have the children reading and writing iu both Navajo

and English.
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The Rough Rock School places a strong emphasis cn bicultural development
along with bilingual development. Monolingual Navajo parents are encouraged
to spend time in the classrooms and tc use this exposure as a learning
experience for themselves and their children as well as a means of furthering
the education of their children at home. All of the elementary teachers are
Navajo bilinguals. Although the composition of the student body 1s predominantiy
Navajo, there are scme Anglo staff children. Just as the Navajo child is
introduced Eé the school through the medium of his own language, the Anglo
child is first exposed to English. Over time there is an increasing emphasis
on learning to-gpeak, read, and write in Navajo.

The school welcomes visitors. For further information the reader is
referred to:

Mr. Dillon Platero

Principal

Rough Rock Demonstration School

Chinle, Arizona

The following references are also informative:

(a) Hoffman, Virginia. Language learnring at Rough Rock. Childhood
Education. 1969, 46(3), 139-143.

(b) Platero, Dillon. Annual report of the Rough Rock Demonstration
School for 1969, July 1, 1968 through June 30, 1969. ED 035 690.

Other examples of one way: bilingual programs for Indians are in the
San Juan School District in Utah and the bilingual kindergarten program to
be instituted by the Bureau of Indian Affairs on Navajo reservations. For
additional information refer to:

(1) San Juan School District: Howe, Ellfott. Programs for bilingual
students of Utah (1967). ED 017 389.

(2) Navajo Program: Saville, Murfcl. Currlculum gulde for teachers of
English in kindergartens for Navajo children (1969). ED 031 122.

&0
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An existing Head Start program that appears to use this approach is the
Hopi Action Project inm Oraibi, Arizona. Readers may write:

(3) Head Start

Hopi Action Project
Oraibi, Arizona

3. Mixed: dominant language

a. Spanish-English

(1) The New Nursery School

The New Nursery School program developed by Glen Nimnicht at Colorado
‘State College in Greeley, Colorado, proposes to improve particular skills,
abilities, and personality characteristics of preschool children. Included
in the program are a mi#ed group of disadvantaged Spanish-American and Anglo
middlé class children (ratio, 2:1). The program combines a responsive or
cautotelic environmeﬁt in which childrep do what they want with self-correcting
épparatus. The role of the teacher is ﬁot to teach, but to facilitate the
child's learning. Only the head teacher can initiate interaction with a pdpil{
but each of the teacher aides 1s instructed to respond to any child's request
for conversation, for tutcrial help, oxr for stories. The children receive,v
in other words, what amounts to individual or small group teacher-centered
instruction at their request. Spanish;American,children are given iundividusl
or small-group instruction in Spanish each day for 15 to 20 minutes. Instruction
is given either by a Spanish-speaking college student or a parent helper. .
Emphasis is.plaCed on following each child's abilities and interests during
this periocd. .
For additional information see:
(a) Nimnicht, Glen. Fixst-year progréss réport of a project on nursery

school education for envirormentally deprived Spanish-American
children (1966). ED 010 122.
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(2) Tucson Early Education Model

The Tuc30h Egrly Education Médel was deveioped by Marie Hughes at the
Center for Early Childhood Education at the Univexsity of Arizona. The
model as described is part of a system of educational services based on
three componencS:.(l) classroom instructiona1>staff, teacher aides, teachers,
and program assistants (or teacher trainers), (2) parent coordinators who
work as organizers, developeés, and implementers of significant parent

.-involvement, ana (3) school psychologists who serve as consultants to
" instructional personnel and parents concerning learriing and adjustment
in the children.

Classes of 30 éhildren, with a teacher and an Aiﬁé;tare broken down
into informal grcups that are encouraged to play games and plan projects.
In the.planninglsegment of the program, the teacher and her aide ask
Guestions in English that encourage the children to note the pércgivable
characteristics of things, persons, places, and'relationships among them,

In order to answer the questions, the children must formulate the

'

chéracteristics and relationships in English. After the project is over,
each child in the group draws a picture of the project from memory and
dictates his story of it. Hig dictation is tape recorded and typed. On a
1at%r day, when other groups are planning [rojects, these children go to
the listening péét‘where each of gix children has a pair of earphones
plugged into a tape recorder. Each child hears his own dictated story end
the stories‘of each of his five companions, and may read enlarged typed

versions of each stdry.
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Planning future projects, conducting tnem, describing them in retrosmnect,
and later listening to them is calculated to expand the span of time in which
the children organize their activities. The teacher's and aide's questions
and the experience at the listening post are calculated to encourage the
development of functional language. At the listening post the group of children
need little attenticn from teachers and aides. Important components of this
program are socilal reinforcement, individualized attention, and the modeling
behavior of the teacher.

Although the emphasis of the Tucson Xarly Education Model 1s on acquiring
proficiency in the English language, attempts are made to utilize the child's
background as much as poasitle. As an example, in the course of planning a
project the children may visit their home neighborhoods and places where
their fathers work. The mcdel also advocatee a Leterogeneous grouping of
English- and Spanish-speaking children in each class (although claﬁses in
which the'NOdEl is applied are taken as they are-mixed or mot).

The model is currently being applied with Spanish-speaking children in
Tucson, Arizona; Los Angeles, California; Santa Fe, New Megico; and Fort
Worth, Texﬁs. It is qlsn being applied in Louisiana in Cajun. Fér further.
information the reader may coq}act: | .

Arizoné Center for Early Childhood Edication

1515 East First St.

Tucson, Arizona 85721

Anothar useful reference is:

Hunt, J. McVicker. The challenge of incompetence and poverty. , Urbana,
11linois: Unlversity of Illinols Press, 1969. Chapter 6.

A Head Start program that appareﬁtly uses a mixed: doqinant language
approach may be found in Boulder, Colorado. For more information the reader
may write:

Head Start
1 T.0. Box 1012
v Boulder, Colorado 80302
ERIC ’ - _
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4, Mixed: bilingual

a., Spanish-English

(1) Bilingual Readiness Program

The Bilingual Readiness Frogram was developed by Mary Finocchiaro as
an experimental program and has since been incorporated in the MNew York City
Public School System. This program provides an interesting axample of a
mixed: b:lingual/bicultural approach in the early school years. The program
rests on the thesis that young children can and will learn a second language
readily, and that the urban classroom mixture of Spanish-speaking, English-
speaking, and Negro-dialcct-speaking childrén can capitalize cn the furtier
bilinygual and intercultural developﬁent of the whole group. Lts objectives
are (1} to foster bilingual developmégt of children, ages & to 6, (2) to
promote mositive attitudes among native English speskers towards languages
and culiures of other groups, and {3) to enhance self-concept and pride in

.heritage of Spanish-upeaking childrer while teaching *hem English.

A bilingual specialist meets with kindergarten classes 15 to 20
minutes or more a day. English and Spanish are spoken during these erlods.
curricular activities involve listening to stories, storytelling, singing,
dramatizing, and playing games. Special emphésis is plgced on ha&ing Spanish-
speaking children help English-speaking childfen learn Spanish.

Although no empirical controlled research has been carrled out on this
project, the testimony of participating children, parents, and staff members
is very favorable. -

Readerssmay refer to:

Fin0cchiaro; Mary. Bilingual readiness in earliest school years: A

curriculum demonstration project. Bilingual readiness in primary
rades; An early childhood demonstration project. (1970). ED 033 248.
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{2) Coral Wav School

The Coral Way_School in Miami, Florida was one of the earliest schools
organized in this country whose goal was to mix Cuban-American and Arglo-
American children in one class, and to provide equal time for the imnstruction
of English and Spanish (it was the first public scheol in this country to
de so). At present it includes kindergarten through sixth grade and ig
currentiy expanding its program to the junic— = :i. school level.

The Coral Way School offers an interesting tfansitidn from a one-way
emphasis on the child's language at the kindergarten level to a mixed
bilingual emphasis at the upper grade level. The classes in grades
kindergarten to 3 are segregated for Cuban~American children and Anglo-
American children. Instruction is in the vernmacular, with a gradual
increase in time devoted to the second language during the 3-year period.
From grades 4 through 6 classes are mixed and are instructed in both
languages. Coral Way adopts several of the principles used at Rough Rock.
that seem to be more and mo:ie populér in bilingual classes for young children.
The teacher first teaches concepts in the child's vernécular and soon
introduces them 1n the second language. The second language experienc- is
carefully structured, and grea. care is taken to make sure that one
language is associzted with one sgpecific person; elther the English~speak15g
teacher, or the Spanish-speaking aide. |

The Coral Way Schoel also places a strong egﬁhasis on _he bicultural
aspects of development. As an example, 1t .cakes a snecial effort to hire
teachars with bicultural bacl "~unds and intenxrs-:, The principal of the
school, J. L. Logan, has receuntly indicat<d tial tGoral Way School ﬁgs

recelved a grant for teacher training.

<7
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Coral Way School welcomes visitors. Further information about the schcol
may be obtained by direéting correspondence to:

J. L. Logan, Principal
Coral Way Elementary School
1950 S.W. 13th Avenue
Miami, Flecrida 31540

The fellowing two references offer additional information concerning the
bilingual/bicultural program at Coral Way Elementary School:

(1) Gaarder, Bruce. Organization of the bilingual school. Journal of
Social Issues, 1967, 23(2).

(2) Logan, J.L. One will do but we like two. National Elementary Principal,
November, 1970.

Othef mixed: billingual preschool programs that have been carried out are:

(1) the Coronado School in Albuquerque, New Mexico, (2) Nye Elementary School

in Texas, andl(3) the Family Schools 4in San: Francisco, California. For

additional information write:

(1) Coronado School: Albuquerque, New Mexico, or see Ulibarri, Horacio.
Interpetative studles on bilinghial education, final report.

(1970). ED 038 079.

(2) WNye Elementary School: Travinc, Bertha. Bilingmal instruction in
primary grades. Modern Language Journal, April 1360, 255-~256.

(3) Family ochools: Katz, Lilian and Kriegsfield,-Irving. Curriculum
and teaching strategies for non-English speaking nursery school
children in a family school., (1965). PS 003 924.

Two Head Start schocls which appear to use this approach are located 1in

Kansas City, Missouri and Iin Leas Vegas, New Mexico. Readers wmay write:

(4) Head Start
1310 wWabash
Kangas City, Missourl

{5) Head Start

917 Douglas Avenue
Las Vegas, New Mexico

ol
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The following matrices serve as a convenient means to summarize

the information on bilingual preschool programs .ontained in this

section. Programs with asterisks clearly indicated a bicultural outlook.

While these two matrices are suggestible of programs that have developed

over the past 5 years, they are by no means complete.

Spanish-English .

One-way Mixed
1. Michigan Orsl Language 1. New Nursery School
Dominant Program 2. Tucson Early Education Model
Language [2. Language and Conceptual 3. Head Start, Boulder, Colorado

Skills Program

3. Texas Education Agency

4. Formal Language Learning

5. Gallup McKinley School

6. Head Start, Greeley, Coloradn
7. Head Start, Calerico, Calirfornia

-

1. Early Childhood Education l.ZBilingual Readiness Program
Bilingual Leatning System 2."Coral Way School
2, San Diego Inner City Project 3., Coronado School

4. Nye Elementary School

5. Family Schools

6. Head Start, Kansas City, Mo.
7. Head Start, Las Vegas, New .iei

Figure 1

Figure 1: a 2 x 2 matrix of Spanish-English preschool programs classified
accoxrding to emphasis (dominant language vs. bilingual) and class
composition (one-way versus mixed). For definitions of these terms
see text, pp. 34 and 35.

3
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Indian-English

One-~way

I ainant 1. Uze Program
Language

- L. Rough Rock Demonstration
School
Bilingual Z. San Juan School District
3. Navajo Program
4, Head Start, Oraibi, Arizona

Fiédngi{

Figure 2: Indian-English preschool programs classified according-to
- emphasis (dominant language vs. bilingual). All are one-way
in composition. For definiticns of these terms see text, pp. 34
and 35.
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V. Useful Information for Teachers, Administrators, and Aldes of
Bilingual Preschools

This section 1s especially useful for téachers, administrators, and
aides who are in the process of in:itiatine a bilingual preschool progra..
or who, having established pregrams, want additicnal sources of information
o~ %wilingual progrums or teaching aZi. Qandbooké-and Tearhing Alds are
the two categories listed. Each category is subdivided into sources: (L
particulafly useful for Spanish-speaking classes, and (2) sources designed
for Indian~speaking classes. The contents of each item listed are described
briefly. In addition, each item will be given a brief evaluation and
recommendation. The evaluations and recommendations are based on reading
each paper, and are based solely on this author's judgment.

A. Handbooks

i. For Spanish~speaking classes

a. Zintz, Miles. What classroom teachexrs should kno: =sout
bilingual education.

This volume 1is divided into five chuapters. Chapter I
emphasizes hilingual education in a cross—cultural perspectivi, pointing out
that the teacher must be continually alert to differences in languages and
customs. Linguistic principles and terminology are summar;zed in Chaptér I1,
and - good contxastable analysis of tpanish and English is provided.‘Chapter
III explains the TESUL method of teaching. Lessong to develop agpects of
vocabulary are included in Chapter IV. The emphssis 1s on oral language,
and the media are pilctures. Chapter V suggestcs objectives aud principles

relevant to the bilingual shcool; lists sources of materials for Spanish-

English bilingual children; and contains an annctated bibliography on language,
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special vocabulary problems, and studies in methodelogy. Although this

volume does nrt deal specifically wirh the prescheoi, this Yook is recommended
for preschaol. Educate~s will benefit from dits clear exposition of linguistic
principles, the contrastable analysis in Chapter II, the gpecific cral
language vocabulary lesson in Chapter IV, and the annotated bibliography in

Chapter V.

2. For Indian-~gpeaking classes

a. Saville, Muriel. Curriculum puide for teachers of Engligh
kindergartens for Navzjo child :2n.

This preliminary guide was designed for a curriculum in
which Navajo is tﬁe primary medium of instruction, and English 1is taught
as a gecond language. Jutlined in the guide are distinctive sounds of
Enzlish which need to b2 mastered, the basic sentence patterns of English,
and a vocabulary suffiéient for classroom procedures and beginning reading
texts. The content and drdering of the language lessount are based on a
contra;table analysis of Navajo and English that al..ws the prediction and
description of problems the speaker of one language will have ir learning
the other. This guide is recommended as a good basic introduction £or teachers
planning to teach English as a second language té Navajo kindergartners.
No comparable words ar~ provided in Navajo for the English words. The steps
and stages ﬁf the exple .ati-mg and of the lessons ace clear,

b. A kindergarten curriculum guide for Indianm children:
A bilinguel bicultural approach (NWAEYC publication).

This gulde emphasizes that the teacher must enhance and utilize
the familiar while broadening and enriching the student's experiences relating

to the larger &merican culture.

Ut
o



O

ERIC

Aruitoxt provided by Eic:

—53~
information is giver on cthe significance of early learning, physical and
niental characteristice of the S—yeat;old, articulation of earlv childhood
experiences, and the role of the kindergarten staff. Curricular experiences
are outlined for language and conceptial development, social living, math,
music, natural and physical concepts, hcalth ond safety, and aesthetic
appreciation. The importance of supportive services and community and
parental involvement are emphasized. The appendix and bibliiography contain
enrichuent materials, guidelines Ffor space arilizatinn, eguipment requirements,
and examples of forms and materials. This guide exemplifies how a traditional
kindergarten may be sadapted to be used to instruat Indian children. It is
especlally vecommended for teachers and administrators Intereated in
practical guldelines including suggested time blocks for the daily program,
menus, use of space, equipment, simple games, and also contains pracgical
suggestions for teacher aides. )

c. Steere, Caryl. Indian teacher-alde handbook,

Although this syllabus is one result of an 8-week program
dgsigned to train Indian aides for work on a3 reservation, it may also b;
used by persc.ia who will serve as educational aides. The materlals are
presented to provide the aide with an understanding of child development, all
facets of the curriculum, Indian cultuvral heritage, and community relatiomships.
The concluding section is a «ompilation of {ideas, tasks, and procesges
related to audiovisual education and communication in the classroom. This
wanual is recommended for its good comparison of walues between the Anglo-

American and Indian cultures, its focus on the Indian child's background, and

its abundance of practical suggestions.
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d. Minnesota Chippewa Indians: A bandbook for &ducators.

Written primarily for elementary and sccondary teachers who need
to learn more about the Chippewa Tudians of northern Minnescta, this handbcok
includes Iinformation on characte;istics of culturaliy disadvantaged pupils,
Chippewa: charactevistics of culturallw disadwvantaged nupils, Chippewa
characteristics, attitudes concerning Indian education, and suggestions for
teachers of Indian children. It is recommended as background reading for
teachers plamning to enter 6r start a preschool program for Chippewa Indian

children.

3. For Spanish-speaking and Navajo-speaking classes

Saville, Muriel and Troike, Rudolph. A handbook of bilingual
education. (1970). ED 035 877.

This handbook was written for teachers and administrators of bilingual
frograms. Chapter 1 provides an introduction to the history and definition
of bilingualism and contains basic questions and considerations on the subject.
A good review of the linguistic, psychological; and soeciological factors
involved in bilingualism ls found in Chapter 2. In Chapter 3 wvarious aspects
of bilingual prograin design sre discussed. Emphaslg is plgced on ﬁeedé énd
resources of the community, parent invelvement, and teacher training;'%he
desirable characteristics and the duties of a program coordinatbr are listed,
A list of consulrant services is also presented in this chapter. An éxcellent
phonemic .mpacison betrween English and Spanish and between English and
Navajo is prnvided in Chapter 4. The relationship between English and Spanish
grammar and between English and Navajo graumar is explained. Vocabulary
a3 discussed from the viewpoint that learning a second language involves
learning a new cultural framework. Chapter 5 provides considerations of

O _ curriculum, language teaching (which the authors believe should be

&)







~55-
structured), and includes practical teaching suggestions. Chapter 6 discusses
methods of evaluation. The handbook is highly recommended for teachers and
administrators of Navajo— and Spanish-speaking classes. Although the information
‘is'not focused specifically on the preschocl, much information relevant fd

preschool education may be extrapolated.

B. Teaching Aids

1. For Spanish-speaking classes

a. Schneidef, Velia. Bilingual lessons for Spanish-speaking
preschool children. (1969). ED 031 465.

Four sample bilingual lessons designed to help teachers
develop their own hilingual programs are presented in this teachers' guide.
Lessons are written in Spanish and English fo; preschool Spanish-speaking
children and provide material on the concepts of color, more or less, same
‘and different, relative sizes; and additional information on community
helpers, following directions, how plants grow, and parts of the body.
Appended are stories and songs in Spanish and visual aids to supplement the
lessons. The lessons are recommended as practical guides, which are not
theoretical, but may be used as supplements to an existing bilingual
preschool program; and are recommended as aids for the teapher to uge to
develop her own program. |

b. Language, 1966. ED 029 718.

This shorﬁ paper discusses the importance of preschool language
and outlines three lists for teachers concerning language instruction for
preschoolers. List 2 provides 17 sounds which Spanish-speaking children often
have difficulty pronouncing when they learn English. Fingerplays are provided

for learning these sounds. The paper is recommended for teachers of Spanish-
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speaking preschool children to help them understand why Spanish-speaking
children have difficulty pronouncing English, and to suggest methods to
use to remedy the situation. '

2. For Navajo-gpeaking classes

a. Cata, Juanita. The Navajo social studies project. (1968).
ED 025 346. T

Included in this paper is a praschocl teaching unit, "When
I Come to School," that is designed to help familiarize the Navajo preschooler
with the classroom environment. A packet may be obtained composed of a carton
of charts carrying sequences of the Dennis story (Dennis is an imaginary
1ittle Indian boy), a taped commentary in the Navajo language, and a self-
standing Dennis figure. The unit; is recommended as a ugseful prop for a
teacher who is not self-confident at the beginning of the year, and who
doesn't speak Navajo.

b. Goossen, Irvy. Haa'isha' Dine Bizaad Deiidiiltah (Let's read
read Navajo preprimer). (1968). ED 027 520.

This primer was developed by the Northern Arlzona Supplementary
Education Center in response to Navajo Indians who wanted to read thgir own
language. It is recommended for the advanced Navajo preschooler about to enter
first grade. Available from:

Northern Arizona Supplementary Education Center

Faculty Box 5618 '

Northern Arizona University
Flagstaff, Arizona 86001 ($0.75)

b
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Postscript

The Educational Resources Information Center/Early Childhood Education
Clearinghouse (ERIC/ECE) is one of a system of 20 clearinghouses sponsored by
the United States Office of Education to provide the edﬁcational community
with information about current research and developments in the field of
education. The clearinghouses, each focusing on a specific area of education,
(such as early childhood, reading, linguistics, and exceptional children),
are located at universities and institutions throughout the United States.
| The clearinghouses search systematically to acquire current, significant
documents relevant to education. These research studies, speeches, conference
proceedings, curriculum guides, and other publications are abstracted, indexed

and published in Research in Education (RIE), a monthly journal. RIE is

available at libraries, or may be ordered from the Superintendent of Documents,
U.S. Government Printing Office, Washington, D.C. 20402.

- Another ERIC publication is Current Index to Journals in Education (CIJE),

a monthly guide to r- f+ " literature which cites articles in more than
560 journals and - ne ., the field of educaticmn, Articles ére indexed
by subject, author, and journéllcontents, CIJE is available at libraries,
or by subscription from CCM Information Corporatiqn, 909 Third Avenue, New
York, New York 10022. ’
The Early Childhood Education Clearinghouse (ERIC/ECE) also distributes
a free, current awareness newsletter which singles out RIE and CIJE articles
of'special interest, and reports on new books, articles, and conferences. .
The ERIC/ECE Newsletter also describes practical projects currently in ﬁ%gg#é§§1
"as reported by teachers and administrators. For more information, or to receive
the Newsletter write: ERIC/ECE Clearinghouse, 805 W. Pennsylvania Avenue,

Urbana, Illinois 61801.
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