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ABSTRACT

The purposc -of this invcstigdtidnvwas to déSign'and test
an information-cliciting question instrumcnt in order to ‘
determine whether the sgru¢turcs in the verbal rcsponsés of
. young Méxican-Amcrican, bilinguﬁl children entering school would
'rcveal ;he covert meQFal opcrations, concepts and qral laﬁguagc‘
skills clicited. 1The‘basic objective was to make #n indepth
study of such problems as the relatioﬁship between language
and thougbtr~how the bilingual child usés his thdught asvcontcnt»
for his language, and how he uses his language to structurc his
thought--language interference (mixing and codg-switching),‘and

flu;ncy. It was thcrqforc.lip%tcd te 6 Ss (3 kindergartners

and 3 first graders incluainQ'S boys and 3 girls, ages 6-7), who
were uscd as thcif own contrcls. Th- instrgﬁént consisted of 112
(56 parallel) qucs:ions in both Engliéh'and Spanish. A phrasc -
structurc analysis of the data collected was made in order to
determine i€ a sct of ﬁcvcn nccd; had been fulfilled as cxpfchcd
by the éarly childhood bilingual teachers who precipitated the
study. Antgg_hgg_analysis was made to qlﬁfify any inconsistencics
and to dctérminc thosc,qucstibns which ecither failed to clicit

any verbal infnrmntion or cvoked dissénnnp information, In the

process, a bilingual rating was assipned to cach § as it relates

“to language und thought. . ’

1i
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The overall results revealed that the purpese and
objectivc were achieved, and that the nceds of the tcachers
wcrc.fulfillcd. The results suggest the following con-
clusions: (1) The insttument, in its present form, accounts
for the lahguage and thought components it elicited. (25 It
offers a diffcrcnt approach to the study of bilingualism in
.children entering school, anq is thctehxwa_ﬁorthwhijc con-
tribution to bilingual research, as well as to the devclob-

ment and implemcntation of bilingual programs} (3) It

‘~revecaled the-match or mismatch between the language and

th\bg\t progesses nlrcady acqulrcd by the Ss and those re-
, ou1rcd‘;;r 1cadcm1c success with school- rclated tasks. This
-:was done through d15covcr1nL something of the b111ngua1

chlld's ab1l;ty to_dccode a convcntlon,and f1t3it.into and
interpret itzacéording to his cxistihg‘conccptual system in
two languages. .ln addition, the results'af thé:data dispel -
the- V1cw that a young b111ngua1 ch11d's initial ab111ty to
expcr1cncc .2 measure of acadcmlc success in school is pr1mar11y

-,

a language problcm lhc data suggcst that it is a combination
{

of at lcast fgur complcx problcms, including (a) the capa¢1ty to
constlously attend to a convention; (b) thc capacity Lo decode Q‘
that convention, rc-cncodc it; and verbally rcspond to it; (c)
the capac1ty for both 1nfcrcncc and rcfcrcncc, and (d} . thc

capacity to engage in the JOlntv1Ct1V1fY of conscious opcrat1onxl'
thinking, conceptualizing (symboliziné) and languaglhg,

[
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Eliciting Cdvért Mcntal Opcratiohs; . f
Concepts and Oral- Language Skills in oy
. Young Bilingual Children . f \

1. Introduction f . : : f RN
Ii has becen incgca;ingly acéépted in tﬁ» past decade to
consider bilingual compctenéé as thc‘aﬁility.to operate in
'specificd socioiingﬁistic situations in two languigcs witﬁ? \f |
spccificd ease or cffect.. Th1>/v1cw has been greatly influenced //
by the indepth insights of Spolsky (1969), McNamara (1966), ‘L\
Lambert (1935), Flshmap (1963, 19693; 1969b), and Mackcy (1968).
It has resulted in stunning perceptions of the nature of

“bilingualism and has permitted the application of powcrful

techniques of assessing bilingualism in children entering

school based on obscrvable and quantifiable d?ta (Holiomon, 1973).

1.1 'Coﬁte*t of thé Problem

Dépth of insight is often carned at the cost of var;ety of
pcrspcétive. Conscqucntly, wh11e much ‘has been learned about
”:thc problcms of assessing b111ngua11sm in children entcring
school we have perhaps overlooked. 1mportant Cﬁna1derat10ns re-

lative to the covert mental operat1ons iuvoiln ed rnd thc concepts
and skills revealed in the phrase structure.: of.“a bilingual

child's responses to information-cliciting. qjestions in the testing
K ’)
situation, 9ur.chrsigh; has, pcrhaps,_turncd our attention away

from the depree of match or mismntch bctwccn}thc‘modcs of
language -and thought processes required fof.icadcmic success in

bl

‘

school related tasks and the cognitive,processés which bilingual



children cntering school have alrcady mastered. Therefore,

[y

we believe that more attention should be paid to this problem

because too little attention was paid to it in the past, and

‘because it is very important in the assessment of bilingualism

in children beginning school.”

The young bilingﬁgl child's uses of -cither or both of his

-

languages as “instruments of thought are cru@ial to understanding

t

whether or not he is able to initially cope verbally with
academic tasks in cither a bilingual or unilingual.school. Be-

causc this arca has not been adcquately investigated, the assess-

e ’ 5*

mcnt of bilingualism in children entering school has been dis-
torted. That distortidﬁ has, of course, bceﬁ in php direction
of a prcoccupafion with language dominance, code mixing and code
switching, syntacticad'dnd contcxtual‘vdriablcg as manifested
in the results of asscssmenf techniques such'as ratihg scalés,
word-naming and vérb-productioh; s;ntchcc imiéation-rcpétition,“
and so-called free or spontancous speech tests. |

It is a preoccupation whosé results have hopcfullylp;rgcd ug
of simple~minded techniques of bilingual assessment, and cleared
the ground for a more pragmatically oriented appréach to the

D

study_of'hilinuunlism--thnt is--the relationship between the

structurcs of the verbal gesponses of the child in his .two

/ N . .
languages and his, ability to think and conceptualize his thoughts
. /l‘ . . .'

in cither or both languages. As thecorized in this investigation,

his ability to vgrbally structure his two languages rcveals both

2

e

\‘- &



how he used them as instruﬁents of his thought and as means of-
conceptualizing his cognitive processes ﬁs manifested in his
vgrbdl]skills (Taba, 1967). These combined functions are a
joint/;ctivity of thigking and langdgging——cach requiring joinﬁ
atfcntion. Indced, the very structures of his.reponses to
information-cliciting questions reflect thesc.functions. What
is necded then, is not so much a better unde;standing of

X language dominance and how the bilingual structurecs his two .

’

languages per sc, but a better understanding of how he uses
- . e
them to structure his thpught and‘coﬁVey mes§§ges,'bascd ?n*r
universal cbgnitive proccsses and his already acquired con-
"éepfual systcmf as revealed in hié aural-oral language skills.
“From this perspective, we can combine tfaditional mcthods -of
bilinguai assessment with a new approach, and gain some useful
. insights not so much intd what biilngualiﬁm is, as to how the
bilingual uses his two languages as instruments of His thought——'
| - .

how his thinking serves as content. for his languages,Jand how

o . his languages mediate and structure his thinking.

1.2 Statement of the Problem )
The purposc of this investigation was threcfold: (1) to

~ design an effecfiQe instrument for éuestioqing young bilingual
children cntering school; (2) to.qsc Ihatlinstrumcnt to deter-

mine whether er nct rhe language structures in this verbal

responses to a4 sct of information-eliciting questions would

reveal the covert mental opcrations, concepts and verbal skills '/v-~‘“”ﬁ

3
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elicited in English and in Spanish“ and (3) to determine thc cxtent
.te which the instrument could be used to assess the bilingual

»child's ability to initially mect the languagc and thought re-

PRI

quiremcntsﬁfor academic success in school related tasks.
Conscquently, this investigation was not concerned so much

with an analysis of the grammatical structurcs in a subject's

responses as‘it was with his ability to encode a'convention of

L
request, which requires attention and understanding, before-

! s

" “he can’ ~omprehend, structure, and give appropriate responses.

The rclationship betwcen the funrtion of a //verbal response and

e

its phrasec structurc, we shall argue 1atcr, is crucial to
un&crstanding the bilingual child's ability to think and con-
ccptualize his thoughts .in either b; hoth his languages. It.
is the interplay, the ability to switch, between 'the two\that
permits the child to opcragﬁ in either language in specif%ed
sociolinguistic situations with specified ease or effect.

The structurr of the bilingual child's verbal responses
7. : )
may bc.in very good correspondence with his covert mental
o

. opcrations, concepts, and aural-oral language skills. His
communicative competcnce must reflect the nzture of the mental

operations whose output it encodes. In"this manner, the verbal

structurcs of his responscs arc central to the issuc of
’ "™

languape and thought.

‘It is assumed. that mcntal_dcvclopmcntnand language de-

)

velopment take place in an irreversible scquence. 7That is, the

D
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sequence is invdfiani‘in that it is fixed, de cumulative in
‘that the chila's'iénguage development and th%Ught are W
_qualitatively higher as manifesped in hié pcéformance on
various ﬁésksfip.a specific sequence. Child-?cvelopméht
literature gupéofis this assUmptibn. There ig empifical evi-
z !
dence that a uniform sequence ~f ability devcfppment takes
. © b
“ place similarly in all children (Piaget, 1926;%Bay1ey, 1936;
Gescll, 1940; Lillié&, 1575). Conscquently, ou; objective was not
to find out how much of cach language a child had already ac-
qﬁi;cd, bﬁt rather to construct an. information-eliciting que?tion
" instrument and‘%cst its effectiveness in determining how_he.uses

his languages to verbally express the cognitive abilities and } \\;»)

concépts he already had. The covert mental operations and

-

% concepts were inferred.  The oral 1anguagc'skills were mani-

\ fested in the structures of the verbal responses.

\\1.3 Background of Investigation

;,' It'is significant that the b#ckground_of this inVestigation

- was based on the following seven necds expressed by bilingual '
early childhood teachers enrolled in a graduate course on . ) .
language development during early childhood at the Universi;y of

Texas at San Antonio during the spring semester of 1975.°
1.. Therc was a

—

need to.know if pafnllcliinformation-
e ‘

e T questions, in both English and Spanish, arranged in
an ascendirg order of difficulty, would evoke the same or

similar verbal structurcs in the responses of bilingual children

(821

e
&»




entering school, and whether or not these structures would reve

o/

the same or similar covert mental operations, concepts, and

language skilfs.

. 2. There was a need to know how to determine the extent

to which younéESpanish—English speaking children are more pro-

ficient in verhalizing concepts and skills requisite'for

: academic sucteés in-Spanish or in English, or equally prof1c1e

1

in both at the: t1me they enter school, whether the school is
bilingual or.un111ngual.

3. There was a need to know whether youngASpanlsh Engl*sh
speaklng chlldren can handle lower apd higher order concepts
ellc1ted'by lqycr and higher order information-eliciting
questions cdu&lly well in both languages-or'better in one.

4.. Therc was a nced to dcvclop a tcchn1que that could be
effcctlvely used to discover the match or mismatch between the
veﬂbal language and cognitive abilitics already achired by
bilingual_childrcn cntcring‘school'and thOSe required fer
academicAsuccess in ‘school related tasks. |

| 5. There was a need to know thee extent to hhich the
technique of using informatingfeiiciting questions would evoke
verbal responsee-in'thc appropriate lénguagc, and theAextent to

whirh +thna rmminetinne wald AvaAalba mitowlon 6Ls ecem Voo oo oo~ _——



biiingual child is more fluent' in onc of his languages,” or
A equally fluent in both, as‘mcasurcd by the number of paugcs
(scconds) occurring after a Auestion was asked (aftec a threce-
sccond lapsc of time) and before the response was initiated,
“and the number of pauses occurring within fcsponscs.
7.. Thcrekwas a nced to know how £o listanto and interpret
theAverbal responses of young bilingual children in the teaching-
: \
lcafping situation that calls language forth, using information-
eliciting questions that appeal to théir sénseé, thingé they
<fcan pé:ceive in thcir;physical and §6cia1 milieus.;
In our cfforts-to fulfill ﬁhese needs, thi: investigatign
of bilingualism in‘chiidren entering school is another attempt
to soive some of the host bgsic problem§ in human psychblogy,
‘whigh'arg of personalqconccrn to at lecast half'of the world's
population. ‘ -
Our major concern was to develop and test an information-.
CIici£iné quéstion instrument théﬁ was ﬁlcxible'cnqﬁgh‘ to be
effectively uscd to yield a'sufficientlqmount'of.observablc.and

L7

quantifiable data for purposes-of making a descriptive

analysis and discussion. We thercforc limited our investi-
gation to the same six subjects who were used as their own
‘controls. In this way, it was possible for us to make a more

) -4
indepth study of such bhasic problems as the relationship between

language and thought, languagc_intcrfercntc as it refers to

mixing and switching between the two languages, and fluency.
' 7
14
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This was due to the fact that the subjects had a single level
N r . .
(pre-operational) of cognitive development, and, in instances

of threec of the six subjects, apparently two different iévels
of language development. We assumed that no new clcmcntdry
concepts or mental operations werc necded to yield the degree of

match or mismatch between the modes of language and thought that
3 . :

‘the subjects haa already acquired and those required for

academic success in school related tasks. In the process, we

were able to assign each subject a bilingpal rating.

i

-
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2. REVIEW OF RELATED LITERATURE

In our attempt to construct an informatidnfcliciting question
instfumcnt that would cvoke appropriate vcrﬁal responses from
blllqﬁual chlldrcn cntering school, wh1ch would yield their
abilities to handle five basic concepts as manlfcetcd in their
oral languagc SklllS and triggered by their covert mcntal
opcratlons, we, like Jikobov1ts (1969, p. 103), saw no_ w1sd;m or i"
udvan£agc in ignoring the pofcntiaf‘contr;bntlon of Ehcorctlcal
and rescarch developments in the related ficlds concbré%d with

© the study of langﬁagc.. Conscquently, Fhis’réyigy is dividedll
, into two scctions: Onc decals with the gcﬁcrai aféa‘of the pro-

blem, and thc other deal$ with the spec1f1c arca of the problcm

2\1 Gcnc°ul Aren of *he Problem

Rescarch @hOW5 th.t many- chlldrcn from Span1sh surnamed
familics often speak bpanxah in the-gome, and Lngllsh in
'school (Hollomon, 1973) A large numbcr of Mcx1can Amcrlcans
- _ from dxsadvantagcd backgrounds scem to lack suff1c1cnt mastery
2 of cither language (Manuel, 1965). Thcsc children haye pro-
blems in school because they have difficulty undcrstgnding
instructions, aﬁd scem to be inhibitéd in verbal communi-
cutionl unchvz (1954) addressed the proHPcm of hiliuguul.
deficiency in noting that frequently a child ouly has fragp-

ments in two languages. This linguistic deficit results in the

real problem, "rvetardation in concgptualization.' In such a

.




[N

casc the child ‘lacks the competcnce to verbalize ‘his thoughts,

ideas, concepts, and fcelings, -and the ability to recode in-

-

 coming information.
_Slobin (1972) p01nts out that research rn_chlld language_
development has dcmonstrated that children lea*n language the
same way all around the world; that despite the d1er51ty of

tongucs, theré are linguistic universals that seem,go rest

[

upon the devclopmén;al universals of the human mind, and, that

.. ‘every normal child mds;crs his particular native tongue, and.

i 4 A

- . s
‘learns basic principles in a universal order common to all
. children, - S o ot

/

'Cazden (HeSs & Bcar, 1968) proposcs "that thc acqu151t10n

of grdmmar “and vocabulary rcqu1re dlfferent k1nds of environ-
‘ R

mental assistance. Ledrning the meaning of words and thcrbbyz
1 . N

thc.rélatipnq.a$png ideas scems to benefit from active tuition

P
in the:form of ¢onversation between the child and an interested

/

influence of b 11ngual1sm on oral language. She found no

adult" (p. 136) In Carrow's (1967) étudy, she cxamined the

significant difference between the b111nguals and the

vy

. ] : C K
monolinguals on mecasures of verbal output, clause lengths,

degree of subordination, and complexity of sentence structure.:
0" ! ’ .
However, monolinpuals were found to possess larger voenbularies,

. ) . ‘

and to have fewer arficulation errors. Bilinguals made the most

common errors in the use of appropriate tense and appropfiatc
: ' 4 £
‘ .
prepositions. Lhc concluded that b1l1npu41$1m is dctrlmcntal to

language mu&tery.




-_1970)¥ Othcrs have looked 1nto the tcchnlques of qucstlonlng,

-

Cohcn (1970) concludcd that “It scems that at the first-

‘grade level'many~Mcx1can-Amcr1cans arc not sure whlch code

they are u51ng-—not Just the label but the ectual compbnchts'
of speoch“ (p. 33). Th1s lack of’ codc consciousness was also
found to be prcvalent among ‘the atx— and seven-year-old TeXas
chlldreu that Ccrvcnka (1967) tested. Wc1nrc1ch (1951) con-

cludcd that blllnguals deviate from the norms in elther

language. I1f-Qne learns a 13nguage, the 1nperfect10ns of

1ncomplete or haphazard 1earn1ng would have’ to be bu11t in, and

) -

1\ S

thc S":tcm mlght well bc part1a11y 1ncon51stcht as wcll

128 P

incomplcte (Bolinger, 1968 “p. 37). Pubin (1968) and

Gumpcri and Hcrnandcz Chavez (Lazdcn John, § Hymcs, 1972)

have shown that in blllngual soc1ct1es social 1nformat1on is

W f

conveycd by a sw1tch from one languagc to anothcr.

3

prerts in’ ch11d language acqu151t10n ‘have stud1ed the
dcvelopmcnt of qucatlonlng and answcrlng tn the young ch11d
(Bellugi, in R1ege1 1965; Brown, 1968 ErV1n—Tr1pp, 1n Haycs,
115tcn1ng,‘and undcrstandlng thc language of young ch11dren
'(Sund; 1975, & Yoncmura, 197s). However there is a need to
know ghigh fotms of wh-questions in:bOth_Ianguagcs clieit,ﬁhigh-‘

verbal structures that manifest what concepts und skills that

trigger which mental opbratipns in the young Mexican-American-

“bilingual child at the time he enters school.

.18
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2.2 Specific ‘Arca of the Problem- - ' : ' !

”- . ¢

This investigation considers a different perspective on

- C . . ' . . s . :
the study of bilingualism. "Achievement tests, which have
LA,

been used in most bilingual rescarch to date, are influenced
by many factors other than conceptual thinking; notibly

_ . , . o e p
knowledge, culture, and the quality of instruction'" (Collison,

' IR

1974, p. 442). "Other bilingual asséssméulﬂteehniqﬁ6§‘ﬂg;é
Sl

'fdcalt ‘with 11ngu1st1c 1ntcrfcrcnce, languagc dominance, and

contrastlve features found in the spcakef‘of two. languages

.(Hollomon, 1973} . Th1s‘1nvest1gat1on circumvents thesc¢ pro-

blems by using information-eliciting qupstions to cvoke un-
tutorcd responses. from children 1n their vcrnacular Span1sh

'and in their everyday English to study thelr covert mcntal

'Opcratlons, conccptual thlnklng lcvcls and oral language

2 .

skills based on their verbal responses. Bcforn dcscrlblng

the present inVé§;igation, a‘discuSSidn of the rclat;onshlp
thwccn language and thought in children entering school."is

in order. ‘ - oL

) Both language and thought dcpcnd“on perception. To,ask

whether thought or language comes first, or whether one is morec
important than the other, is likc'asking Which.is more ir-
portant to the farmer,the chicken or the eggs. Onc must under-=

stand the interdependence 6f both to understand cither. 1t is
B ' ‘ ’ .
pointless to consider the two separately. As viewed by’

'Piagét (Duckworth, 1964}, the level-of understanding sccms'to
modify the language that is hscd, rather than vice versa.

;




.

Mainly, languagc scrves to translatc What is alrcady,undcr-

. |

t

stood' or clsc language may . even present a danger if it is
: ah

_uscd to 1ntroduce an idca which is not yet acce551b1e. Lco

Tolstoy reallzcd more clearly than most other educators,

durlng his t1mc, the 1mn0551b111ty of 51mp1y relaylng a con-

cept in languagc from adult to child. -"+he development of

concepts, or word meanings, presupposes the ddvelopment of
V- . . . : )

many intellectual functions: -deiiberate attention, 'logical

. ' T : . ’ .1.‘ ’ o . \ 7
memory, abstraction, the ability to compare and to differentiate"

(Vygotsky,*1962, p- 83). Theseicoﬁﬁfex mental operations ca?1
}
not be ma;tcrcd through thc initial learnlng alone, but rather

hrough rcpeated 1nteractlons, analogles, and 10g1ca1 trans-

_ formatibns.

" Both languagc and thought dLVClOp w1th1n 51tuat10ns. Con-

sequcntly, ‘the ch11d acqu1res new concepts and words from the

‘. [N

spec1f1c contexts of hlS phy51cal and soc1a1 enV1ronment.

Languagc is thc aécompanylng VCrbal expre551on of. thc meanlngs

. of the mcssages c0nveyed in thc 1nteractlons between the ch11d

and his environment. It glves form to the content of ‘thought
embodied in the. intcractions. It serves to articulate, mediate,

and cxpand ‘all perceptlon in a symbolic codc. As-it-relates“/*””

" to. mcntal opcratlons, it 1s used to unlfy and foous all ch11d

[ . T
thonght. o

[}

Although a child can,understand‘nany complex language

structures bcforc”hc can.usc them, this understanding is very

2]
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clementary and usually situation Lound. This suppbrt; the
premisc that”fhought does in fact precede langpuage, and, in

fact, is ? prc-condition fér language development, if we ;xpcct
childrcnvto know tﬁc mcaning of whap;;hcy'sa}. Dewey (1933,

p. 230) held three thpgrcticallﬁbéitions on the relatjonship

bctwccn/;anguﬁﬁé and thohght. "First, that they arc identical;

”gécond, that words dre the garb or.clothing of thought, -

a

necessary not for thought, but only for conveying it{ and third,
“that while languagc is not thought, it is necessary for thinking

5s'wclL as for commuhicapion." o ' o
CoT e A ’ L .
Vygotsky (1962) departs from Dewey's positions. He pro-- ' |

poses that Concept formation is a complex and genuine act of .7

M —

thought that can be décompiishcd only whcn_thé/;hildfgfhentalt

‘development itsélf ha§_;¢achcd thg;reqﬁiéite level. e

ehphasizcé that at %py.agéQJﬁﬁ;onccpt chbodigd in a word re-
. 4 e . L o |
z'prcSCnF§,an“dEE of'gcncrdli§gtion, but word meanings evolve.
o When a:ncw word has_bccn.Icarnedﬂby the child,
“its déchépmcnt‘is barcly"starting; fhc word
~at first is a gencralization of the most pri-
RN 4ﬁifivc type; h§ the child's intcllect.dcvciops, .
it 'is replaced by gcneralizationé of a higher
and highcr type--a process that Iends in Lﬂ04
cndlpo the formatiah of true concap;§” (p. 53).

Vvgotsky holds that there can be.words without thought and, con-

versely, thought without words. llowever, language can cvoke

oy



R

N,

thought and, conversely, thought can cvoke language. Con-
sequently, word meanings can change with the varioud¥ways in

whlch thought functlons, and the functlons of thought can

" change the mcanlngs of words as the child develops. Vygotsky 5

leading 1dea can be rcduced to this formula Tonoot
The relation of thought to word is- not a.thlng
but a proccss, a cont1nual movement back and forth
from thought to word and from word to thought. InJ
that proccss the rclatlon of thought to word undcr-
poes changes wlucjh thenselves may be regarded a.lc,.
development ia the functional sense.L Thought is-
not merely expressed in WOrdsz it comes into -
existence through them., Every thought tcnds to
connect somcth1ng w1th something cldo, to
estebl}sh a rcrationship between things.. Cvery
thought moves, grows, and develops, fulfills a
function, solves a problem (p. 125).
Vygotoky;vieusﬁthe-dcyelopment of‘thinking as a hierarchy

“w

of conceptual structures. lle characterizes oral language as

"represcntlng four qual1tat1vc1y different levels of relagion-

‘

ship_thinking. ”Relationship thinking refers to.linkages among

a group of perceived objects or events and vuricd in the degree

of abstraction at thc different lcvcls" (Collison, 1974, P ﬂ43).

Thc four levels.arc syncrctlc thlnklng, complex thinklng, prc-

‘conceptual thinking, and true conceptual thinking. Because this

o

15
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of thinking is the result of a complex activity in which all

inycstiﬁﬁtibn is limited to the lénguagc'and\tnpught'in bi-

lingual,chiidfén entering school, ages five through seven, only
the first two 1cvcl§,d§c discusscd.hcrcf llowever, ‘cach level
the basic intellectual functions take pladé.nghey are the

means by which the child directs his mental operations, controls

.thc1r c0urse, and channcls them toward the solution of the

problem confronting him.

- : 1

Syncretic. thinking, according ‘to Vyvotsky, develops as. the-

'$"young child takes ‘the first step toward concept formation when

(K . T e

he puts togcther a number of ochcts in an unorganizcd con- *

gcries, or "heap " in order to solve a problem or answer a

question At that stagc of development and thought, word

meaning dcnotcs nothing more to the child thanta vague syncrctic

~conglomcration of individual objects that havc somchow or other

coalesced into an image in his mind. . "

e con51dcrs this image to be highly unstable because of
its syncrctic»origin. This is the lowest level of thinking.
Based. on the Weikart, Rogers, Adcock and McClelland (1971)
cognitively oriéntéd curriculum contcnt areas, the two lower
levels of conceptualizing in thishinvestigation are referred to
;u.5ujgjjijsﬂ£igﬂ,'tunsisting of rclntionni'(ngsocintion),
deseriptive (i.e., color, sizc, shape), and gcnéric (conceptual
class; di.c., animals); and seriation, consisting of ordering

of sizes, quantities, and qualjties.



"

i P

Vygotsky defines complex thinking as comprising many variations .
in which individual objccts farc united in the child's mind not

only by his subjective impressions but also by bonds actually

cxistih&gbetwcen thesc objects. le views this new achievement,

o

as an ascent to 4 much higher level. Thus, when the child
moves Lp to tha;hlcvcl, he has partly outﬁrown his egocentrism;

“lic no longer mistakes connections between his own impressions
' o ‘_ ' ’ 7, . -
for connections between things--a 3éci§ive step away from
i ' , :

'syncfctiém‘toward ;bjective thinkingﬂ (p.xéi). Complex thought
;ishddhercnt audvobjectivg thinking, ﬁlthough it does no;‘reflcét
obchtivp rél&tibqéhips'iﬁ ihe'same way as conécptual thinking.
It Eegiﬁs the unification‘bf scattered . impressions; by
. :7” opganizing discrete clements of'éxpcrience %pto groups, it i
- : / : : . .

creates a basis for later generalization.

|

To form Such a concept, Vygotsky holds, it is also necessary

tblabstract, to single out clements, and to view the abstracted

#lcmcnté apart from the totality of the concrete experience in

! e
i

/which'thex_arc cmbedded. Consequently, the advancéd'COncept of
infcrpncé or generalization presupposes moreithgn unification,
becausc in genuine concept formation, it is equally importagt
to unite and to scpnfatc:.j"Synthcsis must be combined with
analysis. Complcx thinkipg cannot do both;. Its vc;y cssence

“ is overabundance, overproduction of connections, and weakness

in abstraction" (p. 76). This second requirement is the function

17
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of the processesgthat ripen only during the third phase in the
development of” concept formation, though their beginnings

reach back into much carlier periods. As treated in this in-
. o - : . .

vestigation, bascd on the Weikart et.al. cognitively oriented

curriculum content areas, the two higher levels of qpnceptuﬁ-

!
!
!
/
t
"; LS
.Ip g .
! lizing thinking are referred to as spatial relations, con--

'

_sisting of an awarcness of body, position, location, direction,
"distance; and temporal rclations, consisting~gf beginning and

"
.t

ending of time intérvals, ordering of cvents, and different
lengths of time within time periods. The highest level in-

\
cluded is cause and cffect rclationships to determine the
AR :
, which reauirc him

child's ability to deal with these cohéepté

12

to unite and to séparatc——to synthesize and analyze.
_ The child's ability to respond to verbal cues depends on

i

what alrcady is in his conceptual system and the mental
b4 Py :

-t
LY

operations requisite to call thatvsystcm into play. llis
1aﬁguugc dCVclophcnt is not an i;oratcd aspect of his iﬁtcl-
lectunf‘dcvclopmcnt but an essential part of the sbcializatiéﬁ
process Qpcbh, Lhmbcrt, & Tuckcr: 1573). Hisvability té
translutc'whnt he alrcadylugtm ?nto lan;uagc dcpcnd§ oﬁ the way
he pcr;pivcd, rccnilcd, or imagined the cvont or object. llc may
recall a cumplﬁx cvent in a different order from tﬁut in which”

it was oripinally perceived. The progressive socialization of
i

’ !
thinking is the very essence of the child's language develop-
ment. llis lnnguﬁgc development plays a construétch'bart in the

18 ' :
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socialization process, and thereby affects his development of
thought. They are not in conflict of antagonistic, mutually ex-

clusive forms of deve10pment. The child moves from egocentrlc

thought to soc1ocentr1c thought “when he passes from primitive

wordless perception to perception of objects guided.by and

expressed in words--percecption in' terms of meanlng" (Vygotsky,

1962, p. 91) The soc1allzat1on of thought marks .an ascent to

&L

a much h1gher level of thxnklng ' Therefore, the child's ability”

to 1dent1fy, label, and list obJeeté and'eventshin his physieil

and social environment 1s not only an expression of hlS verbal
4
I
skills, but also an index to the covert mental operatlons he

uses to acquirc his conceptual system.

It is an accebted truth that we deVelop"all'concepts through

the senses. Thercfore, the notion that the senses arc also-

capable of abstract thought scems plausible.. According to =

[

Arnheim (Patersen, 1972, p. 58), when the child perceives an

"

object, he graéps the essential qualities of that'objeet, or he
. ‘ M o
docs not sce it at all. If he sces a round thing he is sceing

roundness at the same time. The concept and .the perzept are

1

united. Also when -he looks at the world his eyes explore,

selecuv, simplify, analyze, synthesize, complete, correct, compare,

-~ +

. combine,. separate nnd.put into context the objects that he seces.
A \ A . - - .

Thesce higher mental operations have their roots in“the origin of

N

thought. In order for the child to handle them, at the most -

primaryTlevel or ataa h;ghef level, he must go back to the object,

19 °



o ' evcnt, or 51tuat10n--the way it looks, feels, tastes, sounds,
_smclls, and perceive its orglanlzdtlonal structurc, its functions,

) ' its oua11t1es—~the way it is.
. 19 R . . \
: - . It is no surprise that Brown (1973, pp 74-78) observes

'that the f1rst nouns that a child masters refer to concrete,

tangible obJects, and that the first verbs‘}efer to’ observable
.

phy51ca1'actlons. It is also 11tt1e wondcr that the young

child’strips language of a11 but the .mere essentlals--lnfor-

-
-

matlon loaded. words and phrasesa

noE T In referonce to young bilingual ch11dren in thlS age grOup

‘Tr01ke (1969, p. 98) concludes that a child's responses seem
to give uncqulovocal evidence that he has an adequatc receptive

- }nowledgc of the st1mu1us d1a1ect, and that he perforns--

1nstantanoous translation from that d1a1ect 1nto his native .
/ T
dialect, Such cvidence should further.give uslpause~athattempts

o to Judgc a ch11ds' linguistic conipetence solcly or cven largely
)

on the ba51s of his productlon, as we are prone to do and as

our tests are now largcly dc51gned to do.

~

/-
Tr01kc s conclusion is supportcd by‘Jakobov1ts (1969

’p° 105) who argucs that the effcctlve 1nformation that is belng
.o N ,/ : y
',trnnsmlttcd in communlcntxon via scntcnccs——thnt which the

.- 4

spcaker intends the listcncr to understandg-Ls thc purtlculnr

meaning not the hcncrnL‘ This ‘iS#What represents the con-
ceptual cvent .(idea) that he attempts to communicate to the

v

20




ulistcner.' To rccover the particular meaning of a word or s4 tence
intended by the spcnkcr he must engagpe in both an 1nf§r\nt 21 and
tef¢rential process. This allows him to make usc of hisfknowlcdge .

of the overall tituation to which the sentcnce as a wholé refers.

v

©2.3 Summaty Statémcnt'

w In summary, if we allow that claséification, seriation,

B

spatlo tcmporal rclation and causallty involve covert mcntal

[l

‘0perat10ns that can be evoked by 1nformatlon e11c1t1ng questlons,
'\\ . structurcd in verbal rcsponses that reveal concepts and language

skills, then the inscparability of language and,thought'is'-

i

e Rapwiohs.. Taba'(1967,.pp 16-26), u51ng e11c1t1ng questlons to

1‘.

evdkb\tovert mental‘opcratlons and verbal skllls, identified
threc tategorlcs of thought proccsses or cognitive tasks (1)
concept formatlon, (2) 1nterprctat10n of data, and (3) appll-
cation of pr1nc1plcs; She analyzed these three cogn1t1ve tasks
o from twd'perspgctivcs: the opcratlons or elements involved, and
| 'the §equentia1'stcps aeccssary for matcrlng them. Her e11c1t1ng
questions, which explain thF sequehtial_stcps, appear to be a
_bractical,_gcncric model‘that both thc investigator anq"the
teacher may usc to éevclop qucétioning tethniﬁues'far children.
-We agrec with Vyédtsky (pp- 55—56) that in.tbis invésfigation
we arc fade,lthén, with the following state of affairs: To
‘ask the bilingual child a scrics of parallel information- S
cliqiting qucstions in English and in Spanish; arrange’ them in

ascending order; determine if he is able to grasp cach question,

21




‘and to visualize tae goal it sets, and structurc an approprlate vcrbal

rcsponbc at thlS stage of his devclopment.

recognlze that tasks of understanding and communication are
. N

At the same time, we
esscnt1a11y s1m11ar for thc child and the adult.

Although the

r

chrld devclops funct1ona1 equ1va1ents of concepts at an extremely
tasks differ profoundly from the adult's in their composition,

(8

early age, the forms_.of thought-that he uses ‘in dea11ng w1th these

structure, and'mode of operation.

y
We also recognize that all \
the higher méntal operations are mediated processes, and signs are

the basic means used. to .master and direct them.

: \]
That is, the
pensablc, indeed the central

. : N
mediating sign is incorporated in their structure as an indis-

part of the total pfbces;.
relates to concept formatlon, the sign is the word (the Chlld'

As it
verbal skill), which at first plays the rolc of the means of forming
a concept and later becomes its symbol--the word becomes

\

"' ..
synonomous with the object or event it represents.

5

Finally, we rccognize that no level of information-eliciting

considered the cause of the process.

N,

question that demands the formation of concepts can in itself be

However, if in the
child's-environment no such Guestions are asked him--that
clicit new.or diffcrent information from him,

and that stimulate
his 1ntcllcct by providing a scquence of ‘new goals--h1s thinking
fails to rcach the highest stagcs

or rcachcs thcm with grcat
dclay, and thcrcby affects his language devclopment.

Thercforc,

o
we aimed to better understand the 1ntr1ns1c bonds bctwcqn the

29

22 -



external tasks and thc'dynamicé of conept formation.  We view

concept formation as a function of the child's total social a.d

A
-

cultu:allgrowth, which affects not only the content but also
the method of his thinking. The analysis of this vicw'is beyond

the scope of this investigation.

.

30

23



P

£

\

e .

| 3. METHOD -

. The undcrlylmg ObJCCtIVC of this investigation was to
attempt to “fulfill the scven nceds expressed by early chlldhood
b111ngua1 tcachcrs cnrollcd in a graduate course on language
devclopment dur1ng carly chlldhood at the University of Texas at
San Antonlo durlng the 'spring semeeter of 475. In thc proceee,
evcry effort was madc to prov1dc them with. a ref1ned technlque

of qucst10n1ng young ch11dren for purposcs of assessing “their

ab111ty to handlc fzvc bas1c concepts as these relatc to language

and thought. 1In thls manuer, it was assumed that the rcsultq

) 1

.of collection and ahalysis.of.data would provide them with use—_‘

-

ful informatisn relative to the degree of match or mismatch’

¥ between the modes of lanéthgc and thought processcs'requircd for
c.academic success with school related tasks and :those which

“hilfqgual children cntering school have already acquired.

K3

3.1 Subjects

Because our major concern was th§}dcveldpmcnt and testing

-

-

of an 1nformat10n eliciting gu:stion instrument that was glcx1b1e

//

cnough to be effcctlvcly used to yleld a suff1c1ent amount of

/,/

/

obscrvablc and quant1f1ab1e data for purposcs of mak1ng a

dCSCTlpthC analy51s and dlscusszan this. 1nvest1gat10n was - -
////
limited to six subjg;ts who were used as their own controls.

-
e

lhty were Slethd based on fxvc criteria: (1) Spnnish sur-

¢
//

mameﬂ, (2) secx, (3) cnterlﬁg school for the flrst time as a



v

" kindergartner orvas a first grader, (4) presently cnrolled in a
. ‘ . - . . ' h l' . : N .
bilingual program with a disposition to 'spcak both English and :

Spanish, and (S) childrcn of low sociocconomic status parcnts.

L
;o [hc suchcts were sclcctcd by their respective classroom

cachcrs, as. rcqucsted by thc investigative tcam bascd on the

°

- A abovc mcntloncd crltorla. Thcy_r051dcd in thc San Anton1o T

- -

i CE
' “arca, but were cnrollcd in three clcmcntary schools %n’three
- [ # -

d1ffcrcnt 1nd0pcndcnt publlc school dlstrlcts, two/df which a1c

N

located in the .urban settlng, and the other wouLd bevmore

v

‘approprldtcly dcscrlbod as a rural or small town settlng “ ;; v
) o : For the purposc of anonym1ty; the subJects werc blvcn code
wnumbcrs from 1 to 6. . Thc odd numbers were ass1gned to the
.boys and  the cven numbcrs teprescnt«thg.glrls; Sl; and S3 :
e ."J/,.h_werc first;grodors, and S4, S5 and S6 kindergartners. Their
| ages were listed in tctms ot ydars and months for the kinder-
gartners as~follohs: “both Sd and sé”= 6"3 and- S5 = 6,2:,for‘
the first graders, Sl and S2 = 6 9 and SS =7.5. ABased:oh thoir_  T
teachcrs' .cvaluations, two of the first grddcts (Sl and S2),.
due to th01r academ1c progress, were a551gned to thc above- ,_'”
averaée group3innthoir class,_aqd onc (S3) was asslgned.to_a,
group coﬁpfising the lower third of the class. ‘Two‘of the
.kindcrgurtnors (So ano S6) were ussigncd to.ubove-uvcrugo gﬁuubs

5' ' in thcxr classes and onc {SS) to the ”dvcragc” group.

3

s

Thc ldnguagc -arts programs in cach of the 1ndcpcndcnt publlc

SChool districts diffcrcd. Suchcts Ss.and.so were receiving

PEY
7
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“instruction in the lastructional Concepts Program developed by

/
thc Southwcst chlonal Labo: .iories and\pubiigbcd-by Ginn and

Company- “This program is dc51gncd to hclp klndergartcn chlldrcn
; 15 - . - l
learn to 1abc1>c0nccpts which are important in schooI in both-

’

‘Engllsh and Spanlsh S4 was rcce1v1ng 1nstruct10n in the

Blllngual Llndcrgarten program dcveloped by the Southwest EJu-

-catlonal Development Laboratory and publlshcd by the ﬁatlonal

'ﬂEducatlon-Laboratorwaublxshers.' The basic- goals of this pro- |

gram are to develop self-awareness, self-esteem and cultural

pride, perceptual motor and cognitive'skiilo, language de- "

.

.;velopmcnt.in thc first language, aﬁd thinkingband'roaéoning v,

skills. In addltlon, this suchct was receiving oralrlanguage

_instruction in English using the chlon-- One Currlculum K1t.

S1 and S2 were recelving instruction in”oral language and
feading in-the well known.DISTAR Reading and Language program

- - LI ’ . - v .
devecloped by Siegfried Engelmann and Elaine Cc. Bruncr. S3 was

A

',rccelv1ng 1nstruct10n 1n rcadlng 1n English 1n the BOLAR Pro-

k3 -~ ‘
gram developcd by the Southwest Educational Development

P

Laboratory and publlshcd by thc National Lducatlonal Laboratory

Publishers. The BOLAR Program secks to 1mplement thrce b351c g

\

approachcéf ;(1) langUage experience, (2) sight,word_throogh,the

’

usc of pocket chart stratcglts, and (3) the phonxc. This‘subjcct

¢

wils a]so TUCCDVIHV instruction in oral ‘Spanish for approx1—

Tmately twentx‘mibutes”cach_se551on on alternate schoo} days.

Although the sobjcots were cxposed to different languageParts

t

RRCE]
et o



.‘ _J;)
Sl
)

.-

-

programs, it 1s to be notcd that cach of thesg. programs
Y

strcsscd “the dcvcloPmcnt of ba51c conccpts and oral 1anguagc .

A t
cxpre551on prcrequlsltes for academlc success-in the school

7]

3.2 Instrumcntation L : 7oﬂ~ : : o d

| - g
The information-cliciting question instrument was developed

byvthc principal inucstigator. 1t was pilot—tcstcd.in English
on one hundred and forty ch11dren bctween the ages of 3 8 in-
cluding,a cross-section of Anglo,uBlacku and Mex1can Amerlcan
children of parents of all:socioeconomic levels;'nIt was ad-

m1nlstered by forty graduatc students enrolled in a course
0‘.

h on languagc dcvclopmcnt dur1ng carly childhood. at the bcglnnlng

of thc fall and spring scmester, respectlvely diring the
1974 75 academic school calendar ycar. Thé orlglnal 1nstrument

consisted of twcnty 1nformat10n c11c1t1ng qucstlon forms e

arrangcd An an ascendlng ordcr of dlfflculty, the predlcted

covcrt mcntal operatlons, conccpts, and skills, and grammat1cal

LR

structures of responscs. Each»adm*nlstrator fortu1tously

v constructed his own questlons and selected hlS own SubJects. -

The overall rcSults5of'each administration 1nd1cated that the

'instrument‘was effective in‘evoking the tovert mental operations,

conccpts and oral language skllls e11c1tcd as manlfcsted in

the structures ol Lhc 1cspousos of Lhc suchcts. lhuuc

r05ults'allowcd us to glean the typcs of qucstlons “that were’

. likely to clicit the grcatost amOuntfof verbal responses.

Aftfer oach of the two administrutions-of:thc_instrumcnt,

’



- i T

i

the graduate sty%gnts wcrcvaskcd';oycqmmcnt or make: .
suggcstions rclﬁ£ivc to.its.improycmcnti' Thcsc.wcrc\colleétcd

nd com)1lcd as "follows: (1) Use écVe;glvquestion“typcﬁ of
'Athc samc‘guestlon form. (2) Catcgorize the congépts clicited
'in;an agtenfing~ordct (i.e.,';lassification,Aseriatibn,fqutiﬁl

rclations, teﬁporal rclations, and causc.and effect relations);

v
’

those that are considered to be requisite for academic success
T “in the first grade. (3) Describe the verbal responécs_in‘tcrmd'
. 3 “of.their phrase structures in lieu of a subsequent analysis of-

.. -immediate constitucnts, whiéh is time éohsumingw_and which
. 4 "- .
- offcrs little useful 1nformat10n to the k1ndergar$ or first-

)

— grade tcacher whosc pr1mary concern W1th language 1nstruct10n

is to hclp the child to dcvelop rccept1ve-express1vc languagc

" skills.
The above suggestions were considered and included in the

revised instrument as presented in the analysis of data. It

now.consists of fifty-six«qucstioné‘in'English with parallel

-fifty-sik‘qucstions in Spanish. In" this manner, it can be used
_ecither unilinguqlly'or~bi1ingua11y, The dv¢r311 dé?glopmcﬁt 6f
the instrument whs baseé primariiy on Taba's (1967) rationdle
for teachlnb stratcgles for cognitive growth, and sccondarily
", on Blpum's (1956 :Lhcmatlc Jrranycmcnt of humdn dhlllLlC".

dnd rélaécd outcomes of lcarning the ¥elkart ct al (1971)

cxpan510ﬂ of, the thrcc 51dcd plannlng framcwork of levels of

~ conceptual dcvclopmcnt: Bellugi's (1965) study of thc de-

“ ' velopmeut of 1ntcrrogat1ve §tructu;cs in ch11drcn:sgspeech,:'
| ’ . //‘/. , oo A N
. L L ) . \
e’ ) : B i L
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. Brown's (1968);rcscdrch.on the development of qucstions in
™ . - . . .. .

ichild'spcéch, Erwin—Tripp's (1976) inve$tigation on how children

<

answer qucstlons and W11k1nson (1071) cognitive uses of

Iauguagc. The parfllel questions, in both languagés, were

'urtangcu‘in an_asdcnding order ,of difficutly for purposcs of
anulysis.v For the cconomy of space, only Engllsh examples are .

S 'ivch here. Thcy rangcd from s1mp1c qucstlons rcqucstlng
C;fbrmatlon bascd upon perceptua] d1scr1m1nat10n such as "What
is in your-housc?" and "Who is your mother?-" to those”rer

+ questing grcatcr accuracy’ about 1nformat10n supplled such as
. .l-‘
"What s1ze are your shoes” and ”How much do you we1gh?-" to

' thosc requiring memory and recall of spatao-tcmporal relations
: g . ) o t

such as "What do You do when you get home from school?;" to.

-

" those requiring analogies such’ 4s. "How long do you stay in

i school?" and "tlow often-do you come to schoel?;" to those,

rcqu1r1ng cxplanatlons of awavcness of rclatlonshlps based on

’

. facts such as “Why do you go to school’" and’ "Why do you slcep7"
The development of the 1nstrumcnt was a fortultous attempt

‘to design an effectiye techniogue for cliciting‘infOrmation

.from the subjccts thht wa’s within'the:limits Ofvthdirtpe;_

. o | . . - . :
ceptions and within their life spaces. We assumed that in-
© fromation would be more easily clicited frow this ape-group by
Y .

qucstlons cont11n1np frcqucntly uscd words, w1th a hlyhcr

- TN syt
proportlon of concrcte referpnts and a lower proport1on of

abstract reférents. In thc process, cvery attempt was made

lg 1

N

’
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@
to dppcal to their scnsory mOdallLlCQ--CHIHVS they probobly

‘had pcrcc1vcd in their physical and SOClal cnv1ronmcnt--and
to gradually assess the;p-ablllpy to verbally structurc their

cxpericnces from the concrete to thc:abstract and from the

-

simple to the complex. The questions werc structed based on

the. Ianguage typically_uséd in the subjects' social milicus
(Appendix) '

R

"It may appear that a qhild's ability to answer these .
qucstioné depends'mainly on prior knowledgc. But, in sbite

of the fact that a concept is knowledge alrcady schcmatlzcd

thlS factor is mlnlmlzcd by structurlng que§t10ns that evoke

a lev2l of c¢xperience that v1rtually,all klndergartcn and first-
: . ; . . .
grade children, regardless of‘thcir-sociocconomic'status_and

ethnic, identity, arc assumed to possess, at leaéf at the lower

levels. The cffects of the questioning procedurcs were viewed
. - . & . _
as a direct derivative of the extent to which the questions -

induced sthe retrieval and processing-of a particular sct of -

referential associations (Johnson, 1975, p. 431). - Thus, the

child's quéntiai'taSk was to pay c105c attention and'undcr-
P

- 'stand thc qucstlon, thcn to verbally respond to it bascd on

his_qxpcrientc. The wordlng of the qucstlons bcplns at a
E PU[iLchly”]UW‘lCVCX of difficulty und as Lhc qucﬁtinning pro-
yrcsscs, the level of required mcntal opcratlons hccomc morc

_ complcx and thc conccpts and skllls more compllcatcd and

T

abstruce. In udgitlon,‘for ‘fhe most part, the questions werc




. questions refer/to significant others and familiar experiences.

LIS

open-cnded; only g tew requived more specific answers :such as

"Who. is your tcachecr?," “'Whosc house do you live: in?,'" and '"How

does water feel?"; It it to be ncted that these types of

A3

" We also considered thc‘possibility that a child may ve

able to handlc:a particular concept as far as onc particular

C&e

’

question of classification, seriation, spatial® relations,

temporal,rclations, or causality is concerned,. but may or may

s

not bc ablc to handlc the same conccpt with rcgazd to a higher=—-

-order question. For cxamplc, a child may be able to handlcm-'

v

'serial ordering of*siz§s, qUantitics, and qualitlcs'bgfqre it

becomes the object of conscious elucidation or of reflection

~

(Pidgct '1971, p. 1971) ét thc'tcmpbral rclations 1evcl

(ordcrlng of ﬂ\cnts, bcg1nn1ng and cndlng of t1mc, and length

of time within t1mc pcrlods). Consequcntly the 1nstrumcnt 15!“ N

1

dc515ncd to rcvcal whlch forms of elic: tlng questlons 1n both

_languages cvoke wthh vcrbal structures that manlfest what

conccpts and oral languagc skills that trlggcr Wthh mental

_Pcrat10n5\1n bilingual ch11grcn enterlng school

v

.§3¢3 Data Collection : AP . _ -

Throh of the 1nvcst1gators adm1nlstcrcd the 1nforamt10n-

]1Cb€1HL QUCStIOH instrument- to thc six sub)ccts.; 1hcy wcrc.

natxvo MLXLLJH American fcmalcs, cxch born dnd rcarcd Ln the
: -
San AntOnio.arca. Each was a Spanlsh-Engllsh speaking blllngual

31
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early childhood tcacher and a grdduatc,sﬁudcnt in carly childhdod

cducation,ﬁfﬁthe University of Texas.at San Antonio during the

spring semester. * The instrument was administered during the

last weck of March, 1975.

The instrument was administercd at the-respéctive schools

o
r

n which the subjects werc cnrolled, byfﬂin.an empty classroom;
. - 5 . : _ L
50 as to minimize distrubances and any other interference .’

-

3

during each questioning session.. Instructions wexre given in )

both languages: "___ ,I;m'goiﬁg to.gsk_you some‘ngsgiéﬁs.:
. . R “og ] Lo .
in English and in Spanish. Listen édrefully and -pay close ¥ < .
“ attcntion“to\caéh quéstion. Be surc.th#t you undéfégﬁnd each
. question before youlan%Wer me. -If you do nbt undcrséqnd.a__
qugstioﬁ, ask me to rcpcht it;'wa yOu'd§ not know the-auswer 
to a qucétidn, just tell me that you do not know. - Alright;

¢ . " ready? Let's begin!" "Ahora voy a dccirte cxactamente en

'espaﬁbi lo que acabo decirte cn ingléé. Voy a preguntarte

U . / SO . s
unas preguntas cn}1ng16§ y Xn espaiiol.” Escucha bicen y fijate

bicn en cada pregunta. Asegyratc bien de que entiendas cada
C )] ik ,

pregunta .antes de contesta me. Si no.entiendes una pregunta,
. . . Y _

dime y ‘la repito. Si fio sabes contestar una pregunta, no hay
Lo e s/ R N e ) ‘l- ’ ! .
qiie_hacer mds que decirme que no lo sabes. Bucno; listo?
jVamos ‘a cimpezar! .

After the dircctions ‘had been given, the record button wils

dcprcsécd and the reccorder checked. The record level for the

{

child's responscs, and the playback volume.were verified and.

o
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readjusted, if nccessary. The microphone was tied around the

b ‘

éhild's neck, and the investigator hcid £ﬁé'recotdcr so_thﬁf
sﬁc:could bﬁ ffﬁc to move if ncccsSary.; Every attcempt was
made to allay_anyvdoubts.br fears the child may ha&ghpﬁd %“
bconcérning.thc qucstioning situation. Only the invcs;igatér
'anq the child~wcrciprcsent in the fobm:during c&ch qucsfioning

session. - = T : .

a . A

<. 'Sl and S2 weré¢ administercd the instrument in both langufiges

"

_.on the. same day, which took about fiftecn minutes each.

 Subjccts S4-S6 were ducstioncd in English on onc day and. in
Spanish of aneother day, which took about thirty to forty

) - ' : o Y.
minutcs cach for English and Spanish. Since no time limit -

Al

vas sct, if a child appcarcd to become fatigued, the questioning

3

!

|
/

| The responscs wcrc'immpdiatcly transcribed by the ad- {

s

was stopped so that-he could rest before resuming:

ministrator for thec .two subjects she questioned whilq raggll "

was fresh. They contained.only the child's responses,.aéfghé;?h{
) ' . | L o e
questions werc standardized. Each transcription was numbercd’

to correspond to the question asked.  All four investigators
T ; - o
studicd both the tape recordings and the transcriptions.

Three of them analyzed, judged, and described the data..




4. ANALYSIS OF DATA

-

‘%; The analysis of ‘the data coilected first required a

Ki

T N rativnale for describing the responses in terms.of their phrase

structures. Sc:xond, we analyzed the data in terms of the

rclations of thesec phrase structurcs to the covert mental

operations and concepts and oral language skills manifested.

-
. -

Third, we exa%&%ﬁdothé data ;o‘ﬂcécrmine,flﬁEncy, mixing, and
.swifching in responses to cc;tain questions. #ourth, we de-
termined the cifcnt to which{the results of the analyzed data
fulf;llcd'thc'scyen nceds chrcsscd by.the bilingual tcache#é
wﬁo precipitated this iqvcst}gation. _Then, fifth, we brocched
to assign a bilingual rating\to cach subject. In addition, -we
conductedvan ﬁﬂ hoc analysis in the Discussion Scction to de-
termine which questions either failed to evoke hny information

or cvoked dissonant information.

" 4.1 Rationale for Phrasc Structurc Description

Nescribing the responses in terms ‘of their phrase struc-
turcs without a subscquent, analysis of immediate constituents
provides us with something of the cndless crca;ivc power of the
bilingual speaker of Engiish and-Spanish.' This appreach ‘
provides the languape rescarcher with the lexical units or in-
formation-loaded phrases over which the speaker has control.

It also scrves as an cffective technique for detcrmining how

the bilinguai spcaker uses his languages for mediating the

. -
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.rclaficnships‘bctwcén objcects, cvents, and situations in his
'physical‘and"social cnvironment. It further provides a re-
’lativély clear basis for claésifying theyﬁovcrt.mcntal '
2 : opcrations,vconcebts and skills, and thé lexical units or
| structurcs%tha;'behavc similariiy. In addition, fhe-rescarchcr
is able to usc the phrasc gﬁrUcturcs to discover how the
bilinguai_speakcr Qscs his languages to structure his thqughtsl
vcrbalizpkhis concepts, -reveal ﬁhci; usés, expréss his wili
and communicatc these to others. Finally, it provides a basis
: for predicting the speaker‘s ability to generatc similar .
o .structures with casc or effect in specificd_socioliﬁguistic
situations with other bhilingual in;crlécﬁtors. ‘

A 90ung child entering school wﬁose native language is 6thér
than English, although having been in a bilingudl classroom for
scven months, is most likely to answer opcn—pndcd, information-
cLiciting questions using phrase structures in either of his
langua;cs'in licu of completc sentcences. To keep the two
languagcs;scparatc whilc becoming bilingual, a child usds
most%y lcxical.unitg in rcpsonsé to such questions. e usually
striﬁﬁ‘both languages of all except the csscntial'ianrmation-

¢ FRTEEN . e

loaded Words and phirases., ’

. 5 ' _
4.2 Reluations ol Phrase Structare:s in Responses to Govert Mental

Qngpuﬁians, Conccﬁts and Skills

dthe phraSc structurcs in the verbal responses to the in-

. .

formation-cliciting questions revealed five interrelated, de-

fp—y

g
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b

. . \
velopmental paradigms, which wcre\enalyzcd and tabulated.
These revelations werce based on thﬁ premisc that the develop-
ment of covert mental operations an? concepts and oral language -

i .
skills arc thc functions of recgulating joint activity and joint

+attention. These functions are the results of physical and-

social actions and intecractions and the .damands the questions
placed on the child's nced tortommunicate clearly and cffec-
tively. Indced, the very SEfucturcs'of their responses re-
flected these functions. Becaﬁge they were information- -
cliciting quc;tidns, the young child, for thg mcst part,
stripped his responses of all but the bare essentials--in- )

formation-loaded words and phrases. Although noﬁeffort was

made to get the child to respond in complete sentences, in a

few instances, a child did respond in complete sentences. Our

primary objective was not to find out how much of cach language

‘a child had alrcady acquircd,'but rather to determinc how he

uscd his languages to express the concepts he alrcady had.

The five interrclated, developmental paradigms are con-

:ccptunlizcd in the following modes: (1) classification, (2)

§criution[ (3) spatial rclations, (4) temporal relations, and
(5) causc\Qnd cffect rclations. The order in which they are
prescented indicates that they supplement but do not repliace
cach other; they arc integrative and cumulativc.

4.2.1 The First Modc

The first mede, as presented in Table 1, revealed the

.
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BILINGUAL, INFORMATION-ELICITING QUESTION INSTRUNENT, DEVELOPED BY JOH i, HOLLOMON, PH.D.

N TABLE 1: CLASSIFICATION PARADIGH S - \

- B ) , ,
ELICITING-QUESTION  NO, COVERT MENTAL . ' NO. OF PHRASE STRUCTURES IN RESﬁgﬁSES OF SUBJECTS
FORM .. ASKED  OPERATION . CONCEPT/SKILL 51 52 83 54 § 56 '

i \“\ ' ; k )

1. What + b I~Qiscrinination”  Generic classification of 9 NP L0NP 2P 2NL NP2 NP
-, ' Differentiation objects and people: Iden- ‘ : -
¢Qué + hay 2 Memory/Recall tify/labet/list . 8 NP 5N 2 NP' 25 LN 2 NP

2, What + do + ADVP. 3 Differentiation m‘\Gengyic classification of 10 VP 13VP 3VP 3VP 2VP 2P
d0u¢ + hacer + 4DV Memory/Recall action: label/list : | 3 ‘ |
p i S . W TWR3VPo3s 1S 1S

3, What + do + V 3 Perception ' Generic clas§ifiu&£33h\ofk BNP B NP 6 NP 4 NP 4N 2 NP

' Discrimination  objects and people: iden~ . . S
tQué 4 V 3 tify/label/list g NP~.9NP  LNP 3N 3NP NP
| y ' - R IV
4, Who + be 3 Recognition Generic classification of 3 NP/1S S NP GNP S NP 4 NP S NP
‘ - Recall people: identify/label/ - e ,
{Quien + ser 3 list SNP/1S  4NP/1S 3 NP ' 16 WP 2 NP/IS 5 NP

S Who +Sers Rel +V 1 Recognition  Relational classification 4 P TN NP I NP 2 NPT

, Recall of ‘people: identify/label/ S~

(Quien 4 ko + Rel list L Pron P3N LNP 25 2NP O 2NP ~
oV 1 ' ,. . .
6. Who ¢ do + 3 + with 2 Recopnition elationl classification 9 K0 2NJISTNP LN LNP O 3NP
, Recall of people: identify/label/
_ &Con quien + V 2 list/locate NP GNP 2NP 3NP . ANP O BNP
’ ‘ " 1 ADVP :
7. Nhose £ 7 Recognition Associational classifica- f .-
‘ Recall tion of people and places: 2 NP 2NP 2 AP, LADJP LN L Pron?P
: , L . identify/label/locate/ | e
4 Du quicn L o nassession 2 NP 2 NP, 1 ADVP 1 ADVP 3 Pron P 2 Pron P
. , r |.‘ R ﬂ X ls

KEY: NP = noun phrase; VP = verb phrase; S = sentonce ~ NP + VP; PronﬁP.=~pruﬁbun phrase; Rel = relatbf; ADJP = adjective
phrase; ADVP = adverb phrase | o v
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i BILINGUAL INFORMATION ELICITING QUESTION IVSTRUMENT DEVELOPED BY JOHN W, HOLLOMON PH.D.

CTABLE 1 (CONT.) s
GLICITING-QUESTION N0, - COVERT NENTAL O, OF PHRASE STRUCTURES IN RESPONSES ]
. FORM L ASKED OPERATION _CONGEPL/SKILL CsL S 83 o84 85 .86
Witk 7 Discrisination  Descriptive classification GIW 2 2N 4w 2N 2N
o : B ‘Association ' gvents -and situations: 1dent1- . o =
, ' . Camparison " fy/label/list g‘ : , R v
ue clase ¢ 2 Selection T - : R TN - COTNP 2N 2N
9. What color » Differentiation - - Descriptive classification 4 ADJP 4 ADJP 4 ADJP2ADIP 3 ALIP .3 ADJP!
eDe qué coler 2 Recognition . - of color: identity/label - 4 ADJP 4 ADIP 4 ADJP 35 3 ANP 3 ADIE:
o - | o | AR :
M : ' . . . ‘ , ,,,--/ ‘ 'S »

10, What + can + tell 1. Recognition _J_.-~”U”cr1pt1ve classification 3§ 4§, 1S 1ADP LN »
about ' Extrapolation . of attrlbutes label/list ‘ 'ﬁ; o
éQue’ ¢ decir #de 1 T N 1.8, 38 .- 1 ADP ;-‘ 18

11 What shape . 2 Differentiation  Descriptive classification . 2 ADJP 2 ADJP 2 NP 2ADIP LN
o, Comparison " of shape and structure: ' , . ‘ S

. ¢ Qué forma 2 , identify/label/list -~ 2 NP 2 NP L ADJP 2 ADJP 1P 1§

' ” < < ' T s l ' O . ""

12. How + be l Perception Descr1pt1ve ‘¢lassification 1 ADVP 1 ADVP 1 ADVP S LR LR

B o of manner, condition or . IR ‘ o g
d Como + estar 1 : characterist1c Label 1 ADVP 1 ADYP 1 ADVP 1ADJE -- . L.ADJR

13, How ¢ PAST) ¢ 1 Infornation retrieval Descriptive classification - 1 ADVE L ADVP - 1 ADVP LADVP 17§
cone - g , g of method: lubel/explapation o . B -
¢Cdno + 1legar (PAST) 1 e - ! L ADVP 1ADVP --  CLADVP 1S 28~

| / o , ~ : ‘ ' g

14, How+ do + feel ] Infornation retrieval Descriptive classification,of - 3 ADJP 4 ADJP 1 ADJP 1 ADJP 1 ADJP 1 ADJP

. | characteristic, nanner, touch: ! C i
iCno + sentirse 1 | 1abel/list - JAMP 4 ADP .- 1 ADIP 1 ADP 1.ADJP

KEY (CONT.): --'= no information evoked.




)
o8

extefit' to which the subjects had“achifcd the phradigm for
*vcrbalizing relational, descriptive and generic classificqtiow

of objective data and social reality. The questions clicited
.simplclinformutionﬂrelntch to the existence of .events, objects,
' . - . . - ) ] ..

‘ana people, which were labeled or classified based on thdiru”';w

structures, functions, and attributes. Thc<rcspoﬁscs required

S
4
3

ihc jﬁint ?ctiyity‘of'orul/Xénguhgc exﬁfcssioh and perceptual
attchtibh such ashdigérimipatibn, dif%crcntiation, rcgdgnition;
memory, recall. “it is -to be noted fhat,descriptivé clas;ifi-
. cation has.no indcpcndénfléxistenc¢; aithough the child maflﬁ,
gpcak Qf saIicnéjfcatures as if they did exiSt‘ipdcpehdcnkly

by abstracting, for axample, from objects, their attributes

or properties.

4.2;2.'Thc Second Mode

The sccond mode, as presented in Table 2, revealed the extent

3

‘to which the subjects had acquired the paradigm for verbalizing
the concept of serial ordering of:sizes, qualities and
quantities as these exist within the contexts of situations in

‘ | : ) \
their environment. The questions elicited and evoked greater -

4

o . - .
accuracy-about information supplied. The responses required
such mental operations as differentiation, comparison, prouping,
recognition, selection, recall, cvaluation.

4.2.3 The Third Mode

The third mode, as presented in Table 3, revealed whether

or not they had acquired the paradigm for verbalizing the

43
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TABLE 2:

SERIAL ORDERING PARADIGH s

;EbeITINGAQUESTION N0, COVERT MENTAL ’ ‘CONCEPT/SKILL 5 NO, OF PHRASE STRUCTURES Iy RESPONSES oF SUBJ;CTM
FORM ASKED ~ OPERATIONS | 51 Y T 5 .86 .
1§Q”Hhag size_ ”'2" Differgntiation .. Serial ordering of §ize: 2 Pron P 2 Pron P.1 ADJP'1 Pron P 1 Pron P 1 Pron P
. qbue Famandl 2 . Comparison label/list 2 Pron P 2 Pron? -- 2 ADJP 1 Pron P 1 PronP .
16, Which + be . 1 ‘Differentiatioﬁ_ - Serial ordering‘of rela- " 1 NP P 1N |

dcull t ser I (Comparison tive size: label 1 NP NP 1 NP

17, Which + 1ike . 1 Differentiation ‘Serial'ordering of qialis I NP . LNP _ INP LN LNP . INP

o, Comparison ties: label/list - ' . N
- &Cual + gustarse 1 Selectien ; 1 NP LV - 2N LNP 1 NP
18, How many,+.5e 1 Recognition/Recall ~ Serial ordering of quanfi- C T NP 4 N | 2NP 1 NP e 2N
- dCudntos hay« R  Grouping ties: label/list | NP 4NP TN LN TR TN

. ....-.. . ) ) ) . . ‘ ‘ B s i ! “I

19, How many +do+ V1 - Crouping Serial ordering of quanti- 2N 1§ 1§ 16N LW 2N

éCudntos + V ‘ ‘ ‘ - ties: labkl/ list 2 NP ;L-S. Lpron! Prop P 18 1§
20, How much + do + V 3 Differentiation Serial ordering of quanti- 2 ADJP 2 ADJP 1 Fron? Z:PronP 2ANP 2 ADJP
e tana ey 3 CTOUIMS ties: label 2ADIP 2 AP 1 PronPlS 2 ANP 1ADP
: ‘ 3 . 1 PronP -
21, How much + can 1 hecognition Serial ordering of quanti- S :
+ V Differentiation/ ties: label/list. 1 ADJP .1 ADJP 1 PronP 1 FronP 1 ADJP
¢ + PO~ Groupin| ‘ - . -
| dS:e«tsnta p 1 e ! L ADP L ADJP 1 PronP 1 PronP’l ADJP L AP

1% How much ¢ welgq 2 Comparison Serial-ordering of weight: 2 PronP Z‘PronP 1 PronP 2 Pron? --

- eQué tanto Fpe- Evalyation labe] - o

ig: T b . -2 PronP 2 NP 2 Pronf -- -

23, How big + be 2 - Differentiation Serial ordering'of sizes; 2 ADJP 2 ADIP -~ I S/1ADJP 2 ADVP 1 ADJP
Que’ t Comparison label/explanation o d '
ngzrtqn prande 2 p b p ' JADJP O2ADJE LS 2ADP I NP LNP

‘ oy 1 ADVP 1 ADJP

*BILINGUAL,

‘

INFORMATION-ELICITING QUESTION INSTRUMENT, DEVELOPED BY JOKN H. HOLLONON, PH.D.
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ELICITING-QUESTION | MO,

t

TABLE 3: SPATIAL RELATIONS PARADICH *

* COVERT MENTAL

NO. OF PHRASE STRUCTURES IN RESPONSES OF SUBJECTS '

NCEPT/SKL 5 ¢ . 85 %6 7
o, CASKED  OPERATION CowCersKL s 8 3 o
24. Where +. be 2 Differentiation Spatiél relations be-  2ADP 1 ADVE 2 ADVP 2 ADVP 2 ADVP 2 ADVR-
;o - Recognition tween people and places: 1§ 2N S
Donde + estar 2 Recall label/explanation 2ADVP. 1 ADVP 2 ADVP 2 ADVP 2 ADVP 1 ADVP
. . . 1 S ‘ . i L «
5. Where + do e V2 Differentiation  Spitial relations b~ JADP 2ADP 2 ADP 2 AP 2 ADVP 7 ADVP
, Recognition tueen people, actions, S .
¢0onde + V. 2 Recall places: label/list 2ADVP 2 ADVP 2 ADVP_ 2 ADVP 2 ADVP 2 ADVP
26, How far ¢+ Vs , . : , s C
from 2. Abstracting Spatial relations--dis-- 2 NP 2 NP .- 2 ADVP 1 NP1 ADVP
¢Que tan lejos Problen-solving tance between places: R | R o
¢ de ~ label/direction C2NP 2 NP - 1§ " w2 ADVe 2 ADVP
‘ “ o L ADVP X
¢
: v
IYJ ‘* l-

PBILINGUAL, INFORMATION-ELICITING QUESTION INSTRUMENT, DEVELOPED BY JOHN . HOLLOMON, PH.D,



I'INGUAL INFORMATION- EL'CIT NG QUESTION INSTRUMEVT DEVELOPED BY JORN- W, HULLOMON PH.D, ' R !

TABLE 4 TEMPORAL RELATIONS PARADIGN . ' "
ELICITING-QUESTION NO. COVERT.MENTAL CONCEP{/SKILL NO OF PHRASE STRUCTURES IN RESPONSES OF SUBJECTS
FORM ~ ASKED _ OPERATION = 1. $1 sy oS4 S 86
27, Which + come 1 ' Differentiation  Temporal ordering of events: 1 ADVP? 1 ADVP - I
v, ~ Comparison  label/list - ‘ o | s
¢Cual + venir | Selection | : LADVP 1 ADVP - 1 ADVP. " -- - ”_i3
28, Khen + do + go 1 Differentiation  Temporal orderlng of events: | ADVP 1 ADVP  -: TAWP  wn e
S " * Recognition label/list -- - _ '
~ tCuahdo ¢ ir I Recall | “ v1 ADVP "1 ADVP - 1 ADVP 18§ .-
‘ oo M,
.29, 'Khat + do + when _ . ‘ ; * ‘
v 1" Recognition  Spatio-temporal relations 2V -3VP 2VP : 13 1§ - -
tQue + hacer Memory/Recall between actions, people, S o
+ cuando + V L placeS' label/list . . 2VP 3VP o1V QWP 1S 18
30, How often’ + do ¢V 2 Generalization Temporal ordering of events 2 ADVP 2 ADVP 1 ADVP 2-ADVP 1 ADVP 2 ADVP
¢Que’ tan sequido Inferring and time frequency: label/ - S
+ C2 o list A 2ADYP 2 ADVP NP . 2 ADVP 1 ADVP 1 ADVP-
“31, How long + V # . o B o B .
AW 2. Abstraction Tenporal relations between 2 ADVP 2 ADVP LADVP 2§ .- --
' . Problen-solving beginning and ‘ending of time ‘ 1 Pronp
¢Que tanto tiempo f intervals--linear measure of . |
+ ADVE l tine: label/explanation 2ADVP 2 ADVP -+ ¢ 2 PronP 1§ o .-

KABLE §: CAUSE 'AND EFFECT RELATIONS PARADIGM

| leferentlatlon 1 Cause and effect relation- 5 Compt § Comp 2 Comp 2 NP 15 1 NP

'

~

32, Khy + do + go

“Reasoning . ships: identity/label/list/
. Analyzing |- explanation | ‘ | ‘ o
o Information/re- 1 . . \ | a
¢Por que ¢+ ir 2 trieval y o SComp §Comp 2Comp 2NF  1Comp 33
33 Why ¢ do ¢V 2 Differentiation . Cause and effect relation- 4 Comp 4 Comp 1 Np LN 153 28
X Comparison ships: identify/ label/ list/ . ' 1 ADVP 1 Comp 1 NP
' ©« Abstraction, ‘explanation of related points . '
Reasoning : ' |
o Infornation/re- T .
SPor que ¢V 2 trieval | . © 3 Comp 2 Comp lComp 2NP  IComp 235
- : 1 NP

LA

“*Comp = compliment, a wominalized verb phrase

i " : . 54 ‘
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) -
concept ; .atial relations as ‘these exist between people,
actions and pluces. The eliciting questions evoked responses
that required the mental operations of differentiation, re-
cognicion, recall,

abstraction, problem-solving

4.2.4 The Fourth Mode o

The fourth mode, as pféécntcd in Table 4, indicated
whether or not they had acquired the paradigm for verbally

expressing temporal relatjons as thesc cxist between

people, actions, events, and places. .‘The questions were

structured to elicit and cvoke réspbnses requiring. greater .

analogies-of information given. These required the mental
p01at10ns of rccopnltlon, rceall, differentiation, com-

i

parison, sclect1on gcncrallzatlon, 1nfcrr1ng, dbstragslon and

2

problen solving.

.
L3



4,2.5 Tne Fifth Mode

The fifth mode, as presented in Table 5, indicafed the

Gl

>

C Y cipla'ning causc .and effect relationships. The ecliciting

questions ovoked phrase structures requiring explanations of

\,

. awarencss- of rclationships based on facts, which requirc a

//

\//ccrtain high degreec of high level activity to structuie the
. « Tesponsce that describes or cxplains the assoffasions alrcady
}' acquired. These required the mental operations of rcasoning,

,diffcrchtiating; analyzing, information-retricval, combarisbq,
. . p

¥ S -and :zhe like. All of thesc operations depend upon factual

'knowlcdgclwhich is a-prereqﬁiéigc to ménfs highest intelicctual_

- ' ) actiVitics (Tr#vcrs;-1970; p- 119), !

<y

-
s
’

4.2.6 Explanation of Developmental Paradigms

Again, the order in which these five modes are presented

should'ﬁot be intcrprctcd as & Jevelopmental sequence.  How-
- ecver, they can -be intcrprctgd in terms of dcvclopmcnta} -
paradigms. Manyiaspccts of all five occur simultancously. For
/ o cxamplé3 wﬁcn'dfchild sces an og&ngc, he perceives its
/ _structure; his nynréncss of i£s usesrcomes fﬁto play, as well

as its propertics; he is sceing it somewhere during,a period of /
‘v . r /
time; and it may bring into awarcness some rcason for liking o;/

.
i

npf liking it. All of these aspects may be brought to bear

i ’ 3 3 . - 3 .
" on the causc of its cxistence in space and time. e percelves, .

if he is,conscionsfy attending, all these at the same time.

¢ [
-

ERIC
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j
However, the conscious attending to all thesec aspects requires

operatons of bomplcx und gcnuinc acts of thohght that can be
accomp#lishcd only when the child's mcntaI.dcvclopmcn::has
e

rcached the rcquisitcAlcvcl. o f

Vhen thc:child has reached this lével‘=has
acquired all five paradigms--according to Arnhcih (Pctcrsén,
1972, b. 58), he perceives an oﬁjcct and'grasp;ithe essential
qualities of that object, its total existence. The concept aqd'
the percept are united. He then recognizes expression in human
or inanimafc objects or cvents bcéause each is organized to .

_ . ¥

convey a message about itsclf.

Conscquéntly, a child may be able to givc.appropriatc
information inlrcsponsc,té a-particular question in onc paradigm,
but he ﬁay not be able to respond Appropridtcly‘in cithcf of
"his two languages to a similar question requiring .a certain
high dcgrcé of high level mental opcruéfon in a gcighbbring
paradigm. Thc structuring of responses to information-

cliciting questions is not innate, but s;ructufcd little by

little, and this process of construction presupposes not =

~-

i dnly an alrcady existing conceptual system to assimilate and

‘transform the information elicited into language structures,
but also an ndapLuLion‘of the mind to reality, the proper

exercise of mental activity. With this view, Bolinger (1968,

p. 37) sces the plausibility of whatever it is that we call e

thought presents itsclf at the door of language with a complete

o7
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~  sct of specifications including the creation of new ideas, and
- ' o :
: gétting back from languagé, by some subtle form of conditioning,
- - preciscly the responses that correspond to each of the components

L

“of the thought.

4.3 Fluency, Mixing, and Code Switching

We analyzéd the data to determine the fluency of responscs, .

. .

the'mixing of the two languages'in responses, and the switching from

cde s

the language in which the question was asked to }éspohq;in fhe;?H\

-

~other. 'Thé épccific questions: which' evoked Fheséeand.the dafé‘
analyzed aré presented in Table 6.
' 4.3.1 Fluency
FlucncyAQas.dctcrmiﬁéd by méasuring.thc speed of responding
to questions in both English and Spaniéh. This.wus cdmputéd
by two measures: (1) given avthrcc;sccbnd lapsc of tiﬁerwc
tabulafcd the number of pauses or seconds gccu;ring‘aftér“a
qucsfion'was asked before the rcspdnse was begun, -
and'(Zj beforc a response ended we.
fubulatéd thc'numhcr of scéqnds'occurring'n;‘hin rcsponsc;,'
between words and phrases. Therq'wch‘ﬁo puascs recorded in
the responses of S1, S2, and S6. They are thercfore hot_in-

‘cluded in the data presented under fluency. The greatest:

number of pauses rcecorded was for $4, which occurred in her

-
~ .

responscs in Lnplish.  flowever, these pauses did not adversely
affect her overall speech productions. Less' pauses were re-
corded for S3 and S5. Pauses provide ecvidence that phrase

.‘ . - \
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ABLE 6: FLUENCY, MIXING, AND SWITCHLAG .

NFORMATION-ELICITING ' : v , : E i
UESTICN. NO. S : . FLUENCY . . MIXING ' SWITCHI\G "
- ‘ S§3 |. S4 85 83, . 85 S6( S4 S5 |, S6. | .
0} ity : S T R T \ R
.. What is in yéur house? v i | - S -3- - , _ i
[T : : . i R £ R i .
3:;d Que’hay en tu casa? . .| : . - 2E i
3. .What is in your classroom? a” A = B R g
L. ¢ Que’ hay en tu cuarto? - -1 o | 2| [
5. What do vou do at home? . - ‘ -9 : : , co N
3. d‘Que/haces én la escuela? v S ”_ - S aE ' ' f%
0. ¢ que’hacen 10s nifos en lal. I S T P , |
clase? , “ © | -6 ‘ : N
1. What do you'see in the S I : o ‘ .”w §€
classroon? =2- ~ v : ik ? 3{
2. d-Qﬁevvesxgn tu cuarto? o ‘“‘ﬁ - ' : T ‘klE #|
1. C Que ves en la varda? f. E b . ’ : ) fﬁ 1
5. What do the childfen see . | - ’ o : : B N B
in the. classroom? -6- . ' : o :
/ : : ' T
6. d Que ven los nifios en el ' . e ‘ : BE
cuarLo° g - - : : S 1 1B ;g
1. Vho ire \bur friends? -3-_ -2 lv 4 B o :;;/Sp

EY: - be fore & numeral 1ndlcates that the pauses occurred after tée question was asked and be-
~fore the response was 1n1t1ated -numeral - indicates that the pauses occurred W1Lh7\f

s

in the response. 5 L . / _ 4




 TABIE 6

(§ONT;)
i\

INFORIATION-ELICITING
QUESTION N0. '

- FLUENCY

MIXING

St ITCHING

-

183

34

S5

54

8

56

84

85

S6‘ E

22-.d Quenes son tus amigos?|

23. Who are the children
- vou plav with? ..

" 257 Who do vou play with
L ‘at school?

29. Whose hcuse do you
live in?

33 What kind of games dc '

vou 1ike?

R

34, C,Oue clase d0 juegos -
S te gp:tan” |

38

\
\

85, What ind of TV pro-
L grams do vou 11ke°

8

o |

P
30, 5 Que clase de progla—
mas de televisicn
 te sustan?

~ 37, V¥hat color is your
house?

OF

2k

. ‘,' v‘ N
38. C De que color es fu

COE |

- ¢asa?
- di '/./” o o
~ 40. CDe que,colores son
"~ os arboles?

9

41, What, car you tell me.
| ﬁbout this orange?

.10

g

42, d,Oue me. puedes dec1r
i de esta naran3a9

1E.

[:ﬁ\}: |

Aruitoxt provided by Eic:
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, 61, Ho'r many thgkgsare on
. ! ,

J

TABLE 6. (CONT.)

INFORYATION-ELICITING
QUESTION NO.

FLUENCY

MIXING

SWITCHING -

K

R EREER ‘i’::‘i:

83

54

§9

83

54

56

S S5

6 |

{
44, ¢ Que[forma tiene

(la neranja}?

=

46, 7, Que'ferma es una
- relota?

1B

1E

49. How did vou come to

school?

1

Lo L
52, C Como se siente el agua? -~

53. What size are vour shoes?

1E

[

5, d Que/tamﬁﬁo‘son-tuS‘zapatqs?

55, What size|of shoes does your

mother wear? =
- |
59. Of all the ganes we play in
school, which one do you

likelthe: est?

60. - De todes {los “juegos que
f juggas eh la escuela,
C cual te gusta mas?

vour street?

& |
3

63, How many brogﬁers and

10 |

llSp* -

sisters do vou have?
¢ '
64, C Cuantos hernanos y
.~ . "hermaras tisnes?

R

' /

« ¢ } )
66. { Que tanto dinéro traes?

" #Used the Spanish y eleven times.
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TABLE 6: (1) ]
(NFORUTION-CLICITING | | sy | '// NIXING | ":sxVITiCH'iﬁG-:,:g
- QUESTION NO.. S 53 | o4 SS /83 SQ SO | S6 | 84 |8 SSI
59, How much water can you dr1nk9 -4 5
‘70 <~Oue tanta azua puedes tomarte? | E;
71, Hos much do‘you weigh? -2 % | |
73. Wow'muc%'does a car weigh? '.sb
75 Hom big is the school9 Sp_ _
76, C-Que tan grande es la escuela° 1E | al "‘ | -;;
| ‘  83. Lpere.do vou sleep? ] .. =6 | _ ‘ | , | ' ;4;
1. oy far do. N 1ol |

87, How far do vou live from here? o

f éQl Howzfar'is the schéol from yoUrlhouée?ﬂﬂa / -1 | _ - | Sp" i
9], ﬁhich‘déys do“§5ﬁM66&é t6"§6h60;7/ | _ |  f | 1] Sp | §;
93, When do voﬁ 20 to school? '// u {_ e L " Sp '
5. Yhat do vou do when you get. h;me - f' o l, | '
fron serool? ! SO IR L 2N S U S S |
97. Koy oftex do vou come to é;hdol?- _ j<. | Sp
101. How long does it take yéﬁ to get nome? . { Sp =
105. ‘Why do vou go to school? | | | 8p
',fd7. ¥hy do vou g0 .to church? i . Sp
109. Why do vou eat? i - f | S Sp
111, Why do vou sleep? . | ; Sp B
| | | +
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strthurcg'function as units inléhild_spcdch. However, this
analysis.doés ot providq a qualitative answcf.to'thc_qucstion
rclative to whc@hcr'or not tﬁc spced of rcsponding to_infor-
mation-cliciting questions corrdsponds dircctly with measurcs
of oral language skills, but it-ddes appcar £o suﬁport the
prcmise.thut thinking is a ncces;ary condition.for languaging‘
the responscs. to guch'questions.

4.3.2 ﬂiﬁiﬁ&g

' M;xing, as‘us;d in tﬂis analxsié, rcférs to the intrusion
of lcxicql, syntactic and scmaﬁtic systems of o?e of the 9

child's languages onﬁthosé of his other. This analjsis re-

vealed that thc grcatest ﬁumber,of'mixbs were tabulated for

e

-

Spanish than the rcvcrsc.-_Bccauéb the‘qucstions were asked
in English first, a child's responsgS»in:Spanish may haye'

depéﬁdcd; in large'mcasure; on-his preceding résponse¢s given
in English. .Thc miking.may have:bccn tﬁugh; to ;hé_subjects
by their parents or tcacher of.pcers. The sophisticited ]

teaching methods.of thc,DISTAR program appcnrca to kave wippéd,

-«

out a5=much.ﬁixing és possibie in the rcsponseé of S1

- . ~ 1]
and S2. Nevertheless, Mchmara (1967, p. 69), warns us thot
instdnccs ot mixing arc very abundant in the language oE'YOung_
chi}Qrcn, and that such instuﬁccs arc mnfc than a mere slip

of the tonguc. Besides, mixing of *he two language systcms

docs not interferc with communication in bilingual situations

51
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with both English and Spanish interlocutors.

~

4.3.3 Codc-Switching
- Code-switching, as defined in this analysis, refers to a

[ A
. .

child résponding in one of his languages to”aAqueStion asked

in the other. Part of a bilingual's skill is his ability to .
i

. switch. from onc languagc to.another. No switching was recorded

féf Si, SZ,“and"SS. As with the pauses and the mixes, the

greatcst numbcr of switches wag tabulated for S4, who recsponded

to twcnty-EQo questions in denish thatvwcrc asked in English,

and %o-th in English asked in Spanish. S5 responsed to eight
’ N

questions in English which were asked in Spanish, and 56 -

responded to six in English asked in Spanish, and to one in

Spanish that was asked in Lnglish.

We Iccognizcd the possibility that the constant require-
ment to switch languages could have a disruptive cffect ea
production in both lanugages for this age group, and tould

thercby wipe out differences associated with the ability to, .

structurc responscs in one language independent of the other.

WQ also looked into the poésibility of the subjccts_;ranslating
from onc language to the other. bei§ was a frequent occur-
réncc becausc of the nature of the parallel questiors asked.
Basically, if a subject rc:‘:p.omlcd in l’.x.lg\lish to'n question
asked in tnplish, his task was to respond in Spunish to tﬂc~
same question asked in Spanish, which hqhhnd slrcady cncoded

in English.,‘nis ability to translatc, then, involved "the

(53]
1~



"languagcs” (McNamara, 1967 p. 77) Ihis dcscription of

[
. 3 . N . 3 l !
and phrasc structures in responses given to questions in

Cold Texas children that Cervenka (1967) tested.

ability to map IEnglish on Spanish in ‘such a way that‘the new

)
I

-string in Spanish had thc same or similar meanings as the
original response in English "Thc kcy to thc mapping is
meaning; and mcanin" is superordlnatc in the two languages,

although rclated tb them by the scmantic networks of the two

PR m— e e g,

’

translation, of coursc, docs not imply that cvery responsc in
English had an exact counterpart 1n every rcsponsc in Spanish
It mercly states that the qucstions c11c1tcd thc ‘same 1nfor- ' \

mation in both languages, and that the majority of the words

English were translated into corresponding -words and phrase

o \\
structurcs in Spanish as determined by reference to their :

meanings

Other cxplanakions for code-switching have been offered. - C
it could be that the child understood but. was only able to \
respond in onc of his languagcs Or it‘could be that hc may
have more adcquatc vocabulary for deqcribing certain in- | L
formation clicited in his sgcond (or first) language than for o
hisvfirst (or sccond) language. “his lack of code conscious-

ness was also found to be prevalent among six-and scven year-

o
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. %5. PISULTS K
. e : ’

. a ) -
. Vo .
The overall results of the data collecteduandganalyzed are

‘
1

L, S .
presented below, based on t*e extent to which this investigation

fulfilledithq seven needs eipressed by.the bilingual teachers who

preeipitated this* studv. C - : : .

IS YRR PP T TIPS PITETTIEEINES Sk S SN S O L L T e

5.1 HNeed U6 ' . S . o
The overwhelmlng majority of the verbal structures in the

responses in both languages to.the same parallel, 1nform?tion—

e11cit1ng guestlons——arranged in an aeceeding order of diffi-

culty——were the same or very similar for all gix bilingual chil-
. Wy
. \ ‘ll
dreh entering school. The structures of these responses revealed

LI
-

thav the same or similar covert mentaI operations, concepts and

" skills were evoked, whether the questlon e11c1ted the information

AT

in English or in Spanish, and tegardless gf,whethef the responsz

.

was in Ehglish or Spanish. Therefore, this need was fulfilled.

5.2 Need Two

fhiS'need was te determine the ‘extent to which the instru—
meet eould be used to determine whether young Spehish—English
speaking'childrcn che more prcficient in verbalizing concepts
and skills requisitc for academic success in Spagish, or in English,™
aqr ecqually proficient in hoth in their first ycnt of school, whcther

thg\kshool is bilingual or unilingual. The results revealed Lhat

'

one subject was more proficlent in Spanish; three were cqually “
"
54
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_proficient in both languages; and one was more proficient in English.
The use of the information-eliciting question instrument, there-

fore, proved.to be an effectiveltechnique for fulfilling this need.

..5.,3 Nced Three

B et e T TR I L LS LA - S T UG G S U e - Cm

-

" This need addressed the . prdblem of whether or npt the use of
the information-eliciting question instrument was an;effectlve
technique  for determining the ertent_to wbich young %panish—ﬁnglish
speaking children can handie the loﬁer andihigher orher concepts
evoked equally well in both languages or better in o%e. Based on

~ the data analyzed and presented in Tables 1 6 and Table 7 fld the
Discussion section),S1l, S2, and S6 could handle theilowcr and
hlgher order concepts evoked about equally well in both 1anguages;-
S3 could handle the lower order concepts evoked abouL equally well
in both 1angua?cs, but ‘showed a def1n1te pattern of being able to

' handic the hlbher order concepts elicited better Ln,anllsh. S4

could handle the lower order contepts evolced about equally-well in - v
both languages, but she handled,the higher order concepts evoked
better in Spanish witb increased: switching from Engiish to Spanish
in her response: to questions evoking the 1etter. SS seemed to be
able to handle tbe lower order corfcept somewhat better‘in English,
“but apocared to be able to handle the higher order:concepts some-
what bcttor in Spanish. It is fo be noted that S3, Sb, and S§f cx~

perienced some dlfficulty‘in handling hlgher order concept$ Ln both

‘languages. Consequently, the instrument can be effectively used

f

1




for the ﬁurpose of fulfilling this .need.

5.4 Need Four

This was an expressed need to develop att'chnfqué that could
: L L : VAR . '
.. be effectively used to discover _the match_ or /mismatch.between the . lice.

verbal language and cognitive abilities already acqu;redvby bi-

lingual childre# entering ééhool, and those required for academic

succeés in school réldgéd tasks. Rese7rch indicates 6hat.the.young_

/ child néedsuto have acquired the cogg{;ive uses of the covert men-
// 'tal operaﬁions,‘qonéepts and skills, and verbal language structures

K - elicited ahd evoked by the eliciting—quéstion_instrﬁment——atqicaét

/ ' the lower 1evels——iflhe is to experlence a measure ofvacadémic

e success in school related tasks (Thurstone, 1963; Weikart et. al;:

-
.

1971; Lillie, 1975). S1, S2, and S4 had acquired these basic ¢gon-
cepts: classification (relationdl, descriptive, and generic), .
.serral ordering (of sizes, quantities, and qualities), spatial re-

lations (awarcness of position, direction, and distance), temporal

- t . ) >
relations (beginning and ending of time intervals, ordering of
. . \

" events, and diffgregﬁ'lengt@s of time within time periodé), and
caube and effect relations. Although th: verbal structures in
some rcsponées did-not necgssarily correépond to gduit iégic, the?
were rudimentary and l_vp((‘ni of cliild thoupht rr}r thin ape proup.

Viewed Ln this manuner, they had olready acqulred the verbal Lin-
guage and copnltlve ablllitles nceded to mateh those requlred for
. A

- .

, ‘ . . .
academic’ success in school related tasks.

ERIC

Aruitoxt provided by Eic:



. .83, S5, and S6 had acquired the ability»to verbally struc-

ture and express.these mental operations, concenté and skills

but they experienced some difficulty in expre551ng them at hlgher

O

ERIC

Aruitoxt provided by Eic:

to the "average'

ST - —

-1evels, particularly with temporal re]atlons higher order spatial

relations, and to some extent, w1th serial ordering, of quantitles.

These results indicate, .at least, that these three children prob-

ably had not yet acquired the cognitive or mental abilities needed
to match those required for academic success in school related,

tasks. i
It is to be noted that thesec results corroborate somewlat
. . /
! .
the order of placement of the subjects by their reSpective/teachers,
” . !

[
based on their academic progiess. The two first graders {S1 and
52), who were assigned to the,aﬁove—averagc groun by their teacher 3

performed better in response to the instrument than did/SB, a’
/!

 first grader a9515ned to a group comprlslng the 1ower thlrd of

his class by his teacher. Two of the Klndergartners (84 and S6),
' /!
assigned to above-average groups in their classes bthhEII respec—

i

tive teachers, performed better than S5, a Klndergagtner assnyned
" group by his teacher. Based on tﬁese“resnltsA
and the analyses of the data presented in Tables i—?, this need
has been fulfilled, . | /‘

5.5 leed Five ‘ »
This nced was to know the extent to which the technique of

13

57

" elicited by the instrument; in large measure, at the lower levels; /'

he 3 L ittt gy
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using information-eliciting Questions would evoke’ﬁerbal responses
L

in the appropriaﬂe language, ang,the extent to whlch the subjects

- ! would mix their two languages and switch from one language to the

.

other. The results of the data analyzed in Table 6 revealed that

. Y

§1 and SZ responded 1n the aoproprlate "language ‘to- all questlons

asked ~and that the four other subjects did so with some exceptlons.

i . S3 d1d not sw1tch from one languageoto the other, but he did mix = T

A - 7 .
. ~ Pl
- .

‘Engllsh words, W1th four of his responses in Span1sh 84 mlxed

(1Eng11sh WOrds w1th seven of her responses in Spanlsh uged the

Spanlsh conjunctlon Y- eleven times 1n one of her respon‘:- in '

“
“

~- English, tw1ce answered questlons in Engllsh that were #shkeu .n.
Spanlsh and sw1tched to Spanleh elghteen times tolea'wer quiscions
asked in-English. "85 and 86 mixed Fﬁgllsh words thre= times «ach
in their responses in Spanish, g:: switched.eight anc sin vicos

respectively to English in their Yesponses to questici 1».xed in-

. Spanish, with thc latter switching to Spanish one time in response .
. ~

. ' - .

to a question asked in English. Therefore, t".s need is fulfilled

to the extent that the results revéaled that young bilingual chil-
. o \
, . . _
ven will mix and switch languages in thEir\responses to this in-

. ...+ . ... strum.ntal technique.

5.6 Meed 3ix . a '

- ! -

This nced was co determine the extept to which the use of the
instruncrntal technlques would reveal whether or not the subjects

, rEre more fluent in “ne of their larguages, or equally fluent in

’

»
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“~. - Dboth, as measq:ed-by:;he numbéf of pauses (seconds) occurring after

a question.was asked (aftér a three-second lapse of ‘time)- and be-

fore the response was 1n1tiated and the number of pauses occur-

ring withg%_responées.‘ The resulrs of the data analjzed in Table 0O

e - L

e werenanat

: r. "
- e s anpe L manis e av R A e W WA A, A A ST et Sl ol

5

.clearly indicated that S1, S2, and S6 were équally_flncnt in both
languages.. The greatest number of pauses recorded was for S4 in
" _her responseé to yuestions asked in English. Ther:i was . incof-

. B ficient number of pauses Trecorded for S5 to ‘make an adequafr judg—
) woos : : . )
- ment relative to fluency in either of the two languages. ler

“ . . -

pauses did not-appear to have adversely affected lier wverall pro-
_ . -y 4 ‘
. N . N I v

' duction in-éither language. 1f there is a relatio:;hip between /

fluency, as measured hexe, and language prof'cﬂzucy, these results _

do not ciearly estublish oae. .Therefore, thi‘ need was fulfllled
' /

as expressed.

- 5.7 Ne .d Seven
Tais need had reference to iearning how to listen to and in-

terpvet the verbal reéponses of young bilinguaz’ children in the
. . / —

teaching—lcarhing situation that calls lénguage forth, using in-

formaL101—ellc1t1nb questlons Lhat appeal to thexr senses, thlngs

they can perccive in cheir physicdl and social milieus. ‘To the
uxLonL the above six noodq have, been fu]fillod including the

varlous anzlyscs of the data prL,Lntco in ’ ablos 1-7, the ruview ‘
[ %

of the releted llLLraLULL and the lﬂtLbLaLlOﬂ of 1t throuphout the

report, plus the. subsequent diséussion, this.nced has been fulfilled.

.

. Prg b
s ' '
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'easi]y in'both of his 1anguages. There was a’ varlatlon in the

- 5. 8 Bllingual Ratlngs'

Based on :the data collected and analyzed ‘we used a modified -

verslon of the Spolsky, Murphy, Holm, .and Ferrel (1972) language

on a scale ranging from'two.;o four. The abi?ity of S4 to‘struc-'
ture her thought in her verbal responses to information—eliciting‘

questions in Engllsh var1ed /but she seemed to do so in Spanlsh '

" more easily. Subjects 1, 2, and 6 seemed to be able to structure,

their thought in their verbal. responses to such questlons equally

|

ability of éB and\SS to ‘struciuie thelr thought in the1r verbal
\

"responses to such quostidhs\&E\Spanlsh} but they secmed to bc dble

. \ . h
to do so uoce§551ly in Lngllshi\\\\\\\\\\\\\\

Sy
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~ success in school related tasks.

6. DISCUSSION Y,

This iﬁvestigation had a threefola.pQrPOSe: (1) ‘to design
an effective instrument fo? quésgioning bilingual.cﬁildren entefing‘
school.(Z).tb.usg thattinsfrument to de;ermine'whethetubr not the
Ianguagé séfgctgres in' their verbal responség\tb a given set of
information-eliciting question; wouid reveal the covert mental op-
érations, concepts énd.oral language skiii; élicited}in-English'
and in.Spdnish; and (ﬁjplo determine thé extcnt to which the in-

strument could be used to assess the bilingual child's ability to

initially meet the language and thought requirements for academic

-

The nature of the investigatién—-the cgllection and analyses
of data--was based.upon seveh needs expresSEa by early childhood -
bilingual teachers. The 6verdll-results indicate that these.needs
were met as they relate to the threefdld-purPQSe of“the-study.'

‘This.inves;igation is significant because it not only offers o
a diffe?ent apprqﬁch to the 5tudf30f bilingualism in ghildféh'én—
tering scjfool, but also because of its potential.co;tribuﬁion to
bilingual ?esearcﬁ, and to pianning ﬁo'meet the needs“of childreﬁ
from bilinguai homes with similar or different COmmunicagyye“com—
petencies. ln.additién, it serves as a catalytic inflﬁencetfor
stimulating additional research. It dispels the view that the
lnit[ul match o%_mlxmnych between what Lo required for suecesslul

performance on acndemle or ncliool related tasds by bLLIngundl chiil-

dren is primarily a language problem. Our data sugpest that it is

97D



a cambination of problems, including ‘(a) the capacity'ro conselously
attend to a conventlon' (b) the capacity to decode that'cbnventfon,

re—en;\és\lt and verbally respond to it; (c) the capac1ty for

\
1

both 1nferevce and reference, and (d) the capac1ty to engage in
the joint acrivity of conscious operational thlnklng, conceptual—

. \ . * “. *
izing (svmboliiging), and languaging. These capacities enable the

N\ ]
child to manifest his thought and experiences in either or both -

of his languages. For'example, an information-eliciting question
. . . . ¢
(a convention in this‘casé) evokes thought, which requires a set

~

of specified. compcnents ¢ mental operations, which get backqfrom

language- -by some very'Subt\g form of conceptualization--precisely
the structure cf the response EQFC corresponds to each of the com-

ponents of "the thought process.: In this manner, how the bilingual’

child uses his languages as instruments of his thought is revealed.

‘

6.1 Summary Conclusions

Based upon the results of this investigation, as these relate.
to the threefold purpose, the following conclusions have been
extrapolated.

1. The questions were sufficiently open-ended to strongly
evoke mental opaerations, concepts and oral language skill-:. They
olicited simple information, greater accuracy of Information sup-
plied, greater rationality, and greater awareness of relationships

(Wi lkinson, 1971; p. 108). 1In this manner, we were able to ob-

serve the conceptual manifestation of oral language skills and

, | o 13
- 62
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. { : .
idfer the inner dynamics of the thought grocess as revealed in

the verbal structures offthe responses,

2, We in6;étigated the already‘fo med conceptual systems of
} the subjects th;oﬁgh their-verbal struc;uring oﬁ the contenﬁ of
‘f%ve basic concazpts: ciassification, eriation,_s“q.ial-felaﬁiong,

~ . . . . -

temporal reléLions, and cause and effect relationships. The re-

. _ . .
. N _, : al .
4//,j' sults revealed the match or mismatch between the language and

- I .
thought processes they had already'acﬁui;ed and those required for

academic success on school related tasks. These results were based
‘ : . ‘ . T
. ‘ . i : .
; ] ‘ ' /
on an analysis of the verbal knowle%ge of ready-made'languag&
structures, which enablea us to Lnfér the covert mental ope»athns.

called-into play from within as reveaf!kﬂ!h the concepts mdnlfeéted
and the oral language skills struclured in the responses to the

questions asked. In this manner, Le were not only able to stndy

the child's uses of his two 1angua§es, brt to study his intel-

Jectual processes in the true senFe as these relate to language
: ]
, - !

and thodﬁjt. ) } : '
‘ 3. “The instrument, in its g '

_#resent form, accounts for-the

’ ~ 1 .
- following languapge and thought Eomponents: (a) specified mental
. operations that giva birth to specified‘concépts, b) the ex-
. - ' P . .
pression of these corcepts by gtructuring them in words based upon

the sensory material rhat the child had schematized in his physical
. - !' - o
and social epvironment, and (¢)isensory cxperi ences-which are es-

sential to thinking, concept formation, and receptive-expressive

|
i
i

1

() t
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'1angu£ge development, Witﬁ these components, we were able ta

study bilingualigm in“children entering school joiﬁtly Qith éhe
" study ‘of how théy use their two_ianguages to sp%ﬁcture their thoughts
‘and to conceptualize their knowledge. We, thefefofe, studied bi- "

lingualism from a pefspective other than the traditional whi.ch
- usUélly puts the process on the purely wverbal plane--a perspective

. uncharacteristic of child thinking.
4. We explored the relation of the concept to reality. In

this heuristic process, as.we analyzed the various phrase struc-

che T

tures in the responses, we were able to, shed some light on
“Vygotsky's (1962, p. 53) premise that the meaning of a given word

is approached through  another word. Therefore, what we discovered

through this operation was a record of the relationship in the
chilfi's mind between previously formed families of words and pﬁrasel

structures. From these, we gleaned his'underlying concepts. In

other words, we discovered something of the young *bilingual child's

ability to decode the information elicited and to fit it into and

4 <
o

interpret it according to his existing conceptual system in two
: (oo . .

. ! . . . . ' p

. languages. This required a type’ of mental operation which Qﬁ}l d

’

for the extension and reorganization of that cohceptua; system in

T

order to transform the elicited information into a ver ‘esponse

based upon already cxisting language structures. Uhige further re=-

qulred the ehild to conzelounly attend to n convent{on and re-

cognize it. This joint activity was based on SOmevgbmmon struc-
VAR

a

turcs: functions, and propertles of objects, evc?fs anQ sltuations
A . O \
. A - 1.1 . \

: 64 o "
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that had already béén conceptualized. The child made Y% series of

verbal ekpressions of these referents by abstracting -frbm tﬁgm
"traits with which,they were perceptually fused.

In our- analy51s»we—ﬂ1d notwdxsregard"the role'played"bymthe R ”fff““f“
symbol (word or phrase strqcture) in the concepcs~manifested; nor’
did we simpiify our analyses to the extent that there'wés not a
perceptuéi fusion of the information elicited, including sthe ‘men-
tai operations, concepts and 1anguage_sﬁills revealed in tﬁe'struc—
tures of the responses. This fusioﬁ was achieved by carefully
stfuctufing the qﬁestions and arranging them in an asceﬁdingqorder

A4

of difficulty, This accounted for the complex problem of studying
thé total process,‘which includes using bilingual subjects as their
own éontrols. The overall results raveéied'the relationship be-
tween how the bilingual child uses his two languages to abstract
from hié enviromment, éonceptualize ity structure it in language,
and ikter?ret it in terms of the mental ope atidns.the queétions
evoked. In thié manner, this approach enabiled us to study some of
the problcmsg\qi?f951c, personal concern to at least half of the
world's population. This was donL by anestlgatlng the functional
useslof the bilingual child's two 1angunges. These uses are-the’
products of the social demand; the child‘s culture has made on
him. These demands, we bé]icvo, nffcct not only thé éontcnt nl" *
& | ; | .
bis thoupht==his conceptuallzed experiencen—=but also his percep-

tions or mental operations, They also affect his ability to struc-

ture and verbally express the convent of the dynamics of his thoupht

O
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processes and his acquired -system of'ofgéniéing his concepts. T
5. We combined traditibnal methods of studying bilingualism .

in children entering school with a different approach} "In this.

mmanner,wwemstudiedmproblemémrela&ed«co«LanguagewiﬂGerferencemas«itmwﬁwwww4Nm¥

refers to mixing and switching from one language to the other, and

¢

fluency as measured by épeed 0% response (Table 6). This was pos-
siblelbecause the ;ubjects had both a single socioeéonomib étatus —
gnd a single level of cog;Ttive de;;iopment as determined by age:

and, ;n the case of three subjects, two different levels of language
development. -Conséqucntly, the results® of the aata collected. and

analyzed allowed us to assign bilingual ratings to each subject.

according to specified criteria,

i
- -

61//Tﬁe-pr6per structuring and sequencing of questions can

cvoié both thc,pnrticular'lcvels of mental operation and the_qon—
geptual'ievels elicited. F§r this age-group, information ié.more
casily.cvoked by qucétions containing frchently used words, with
a higher proportion of concrete referents——things_thac appedl to
their sensory modalities--and a lower proportion of abstract
refercnts. The effect of this questioning ﬁrocedure'iS'a'direct
derivative of the extent to which a question evoked the retricval
) D

and processing of a particular set of referential associations. :

7. A child was Judged to have developed a particular con-

.cc-pt (v ¢ given paradiegm to the extent that he decoded the task

v

structured by a certain question, reorganized it according to his

existing conceptual system, and-verbalized the information elicited. .

P - . -
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The verbalization of elicited information, however, does not guar-
dntee‘thaf a par;lcular.concept has been mastered at more comblex
levels. A.chi]d's mental operations triggered in a conceptual
entity may include all the qporations Fhat nonn;tivcly define the
concept. Yet, the paucity of‘meaningful cxpefiences associatgd

with the uses of the opérations, cr the quality of the exuperiences,

can make it difficult for the child to establish useful associa-

tional linkages. Ghether a concepf is meaningtul thus depends upon

the experiential background of rhe child, and also the sémantic
structure of the concept within the question asked. Informagion

is more easily rotrievéd, reorganized and fitted into the existing
canéeptual system, and verbalized when the cﬁild has a clear under-
standing of what is specifically asked for in a question. This
occurs when a question requires the child to relate the informa-

tion elicited to information he has already acquired.
. i . . : .

6.2 Interpretation: Ad Hoc Analysis .
I .

"

T.ike any report of a scientific investigation unde taken for
the first time, we thought'i; to be appropriate to conduct an ad
hoc analysis, in order “to sépply our readers with additional infor-
mation rélaLivg to those questions which ecither failed to elicit
nny‘knformnrion or ¢voked dissonant Ynformntibn—;mvunlnﬂ that fhu
rcspoﬁﬁc given was not exactly the one elicited. It hclps in the
interpretation of the datd and accounts further for findings that

on the surface may appear inconsistent.
o
B
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Fi;st, we.recorded the indepeﬁdept comments made by each'inv.
vescigagor relative Lo each spbjéct's responsés, covért mental op-
erations, concepts and sbills, We then organized them according
to cach of the two suljects enrglléd in the thfec indcpendént pub-
1ic‘school districts.. We made no attempt to'analyzé fog age and

sex differences; we based this analysis on the single factor rel-

ative to the children entering school for the first time during the

academic year 5. 1374-75., In the process, we reduced any idio-
syncratic froms of comments which carried the same message to only
one statement. It is to be noted also that while much.of thgfde-

tail in each investigator's comments is omitted, that detail is
\

not directly relevant to the question .being examined herej that

: ; a -
is, "vhich questions eirl:r failed to elicit any information or

evoked dissonant. information?" Consequently, this analysis gives

the reader a general idea of the data which served to make up the

-

tabulations. To include all comments would.involve a reproduction

of the raw data, a not so plausible alternative, albeit an inter-

!

esting one (Naﬁalicio & Williams, 1971, p. 34). |

)

It is to be noted that the positive comments relative to'the

‘questions and to the subjects who gave appropriate responses far

T xS

outnumbered those relative to information not elicited or evoked.

The former are implicit in the lattér. This analysls provides a

’

deseription of cach ch1ld's thoupht and Tanguage baselines, aspects

!

o¥ wnich might also serve as the focus of attention in a bilingual
. X . :

i o ) '
instructional program. Since the primary purpose of oral languape

| 3 4
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assessment would .seem to be that of serviifg as inpuf to instruc=

-~ S K

tional programs, this analysis is particularly useful for the in-
dividualization of.léﬁéuage instruction. -

It.ais; serves the investigatof who might decide to repliqate
this study or imérove the instrument, because if offers some insight
into its shortcomings in its pneséné form. 15 the process, it prb—
vides the ‘future investigators with additional data, which can be
used to analyze the naturz of the problem, pred;ct consequences,
hypothesizu and explain familiar phenomuens, determine causal links
leading to predictlons or.hypothéscs, explain and support predic-
tionsg, use factual knowledéé to deterﬁihe nccessary and sufficient

P 3 . . ;
conditioﬁs for u55ussmejt,_ahd Qeriiy pfedictions or hypotheseé:;
The data presented in Table 7 illustrates specifically the Qumher
of the corre#ponding questions (appendix ) that either failed Lo

e¢licit any information or evoked dissonant infovmation. Since we

could not analvze information not given, only the latter is.dis-

1

cussedhere.

-
o

In responge to question #33, (What kind of games do you like?),
s1 responded:. "Football and baseball," and 52 responded: "“Chi-

. D s
nese jump rope.'" In response to the parallel question #34 ( Que

. o/ : /.
clase de juegos te gustan?), S1 rusponded: "Futbol y Béisbol,"
and 2 vesponded:  "A  Jugar pelota.'  In response to question #735

(What kind of "1V programs do you 1ilke?), 8l rompondod:‘ "ot 's

[

Make a Deal," and $2 responded: 'Truth or Consequences.'" In re-

sponse to the parallel question #36,'Q§Qné'clase de programas de

Ho
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television te gustané) Sl responded "Chapulin,” and S2 responded:

"A ver siémpre Habra un Mdifana. Apparently both, subjeﬂts could

handle the concepts at one level, but could not at a higher level -

v
-

which required the chunking of descriptors,'nto a generalized con-

>

cept such as cops and robbfrs," "cowboys or westerns, cartoons,"

l
i
'
i

SR and the like. According to ygotsky (1962 . $0), in perception,
. & . ) +
in thinking, and in acting, the child tends to merge the most di-

[

verse elements inco:one:unarticulated image on ths strength of sbmeu
A.chance expressionf This is the résﬁlt df a,rendency tc cumpensate

f&r tbeipauéity of well-apprehended objecgtive relatisns by aﬁ over-

abundance of subjective connections, and to mistake cthese subjective

-~ bonds for real bbgds betweennthihgs.
. Apparently 82'undsrstood'questions #49 and #80, (How did you
csme'to school?;'anqricﬁﬁo liegasts é la escuela?), te mean W}th
, whom. . .? and &con quié%;‘i .7, because~her responses w:re "'With my . \

: . s o . ' . .
mother and grandma," and ''Con mi mama y con mi abuela" respectlvely. \

These rcsponses 1nd1cata ‘that the child was aware of who takes her

to school,  but may not have been able to handle the concept of
-mannsr or merhod as it refers to transpoqutlon. Hsr responses

to questions #101-and #102, (Uow 1qng do you stay in school?, and
'lQué tanto ticmpo te quedas en la escuela?), were "Five days," and

"Clnco’dfhﬁ"'rcupvc Lvely. These rCHponsus Indleate that the chlld
- had not yot mas terdd the LORCCPL of 1cnyths of time WLLhis time -

o8
periods such as six hours pe: day; blthounh she had’ the rudlmcnts

of the gencralized concept of temporal relations. .
| 90
. : 72 ‘
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A

Sl hqd conLLnLualized the conccpt or blgness when it rcferrei?l

\
to the school, as 1n_questlons #75 and {76, (How big is the school?,

and <Oue tan grande es la €scuela?), because he responded: "Wery

, | ) , N
big," and "Muy grande' respectively. llowever, when asked questions

477 and #78, (How big is your house?, and dQue/tan grandé es tu

- -

casa?), he responded: "Tcn feet tall” and "Diez pies pa arriba
respectively. S7 responded to these questions (#77 and #78) using
moré-precise measures of height: "About twelve feet tall,"‘and

"About -ten feet tall" respectively. She obviously realized that

she school is taller than her house. However, her response was

"Grande" to both questions #76 and #78. Vygotsky (1962, p. 60) B

argues that these‘synCretiCzrelatiohships, and the heaps of objects

¢

assembled under one word or phrase meaning, also reflect objective

-bonds—-in-so far as Lhe latter c01nc1de with the relatlons between

the child's perceptions or impressions. However, the chlld s ‘and
i

—

"the adult's meanings of a word or parase often "meet' as it were
b . . B b

-

in the same concrete object, and this suffices to ensure mutual
understanding. Therefore,'the height and size of an object may
be grouped or "heaped" together, because they are perceived to-

gelhe{. This further indicates that syncret;\J;hlnklng is. the
1owost level. of thought, based 51mply on perception w;Lhout a 1og1ca1
rc'ln.l”l.mn'uhlp botween Lhe structure nid nttribhuten of .nh.](-("lnl.

"The concept of an object such as a house 1s learned as.a set

of asqociatlonal and descriptlve fcaLu1cs, including its structure

(size and shdpc), Iunctlon (a place to live in, to <1eop, cat, ctc.),
{

N

and its properties (wood, brick, coler, etc.). These referean
\ | vl -
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"responses were "A car,’ and "Trees'

~

are scmantically related as thHey cxist in space and pimc. They are
abstracted and mediated by words and phrases. ‘However, if tha

young child has, cached the stage of thinking in complcxitics;

'such a variety of asjociates offer greater possibilities.of refer-—

; 3

L)

ential interfereunce.

Consequently, quastions eliciting information about objects

{
i

that hove the same features in common may evoke like responses

from the youngﬂchild. In addition, it is not atypical of child"

-

thought to cauate bigness with tallness or height in reference to

concrete obj)ects. It is equally impor ant to note that these con-
‘ .

cepts trigger very similar mental operations but different language

represenfacions. It is also important to note that a_child does

nwot master these concepts vntil he has reached the cognitive level

of, conservation, which normally develops-at a later age.
Based upon the responses given by S3 and S4 to question #1,

!

(What is in your house?), both understood in co mean at. Their

' respectively. Because en in

4Spanish translates at, in, or nn'in Euglish they could have super-

impored, the Spunish meaning of en or the Engiish in, and used it
to mean at. This was again observed in the response by 83 to the
I : /s : . )

parallel question in Spanish: " ¢Que hay en tu casa?" llowever,
nedther faulty trnnslnLJoﬁ nor mlsinterpretation occurred Iun thel¥
rosponses Louqucstiona #9 and #11, and {12, which included in and
on resbcctivbly. "In responsc to Questions #31 and #32, bothvsub—'
jectslindicntcd Ghntvthgrc wcrc-no stores near tielr héuses, after.
haveing, béeq asked if there were.

Y 2 | .
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then asked. question q29,\(whose housz do you live in?), both

S3 and éé responded: ."White ané.Yellow," and ”Brownﬁ Fespectivel&.
The samé responses were q;ven to questions #37 and #38, (What color
is your house?,,éndé.ﬂe 4uéﬁcolor es ;u casa?);' They apparéntly .
understog "hose. . .?”;éépmean "whé; color, . .7" Sé'appafently

-

understood the Fhere in jquestion #81, (Where are your brothers
aud sisters?), to mean Vho, because her respounse ir Spanish was

"Lamo y.Jénie." S3 and;SA apparently understood '"How cften. L
in question #9§ to meaﬁ “ﬁ&w fagti . 2" and }Wherg. . .é" Their
responses were "Slow1y$ and "The table" ;espectively. To #I%i

A (*hy do you sleep?), h;; response in Spanish was "Eu la cama."
This indicates Ihat‘sge apparently understood ﬁwﬁy. . 2" as

"there. W .?7" The re$ponse'of S3, "Un plato," to question #100

i

« ) N
" dqud tan sequido coémes?) indicates that he probably understood
I . .
it to ask "eCudnto puedes comer?"

i i

Young children ﬂo not, as they see it, fail to understgﬁd
_ : ; own ' C
such questions. Thg§ assign their A interprétations to the

structures prescnteﬁ to them (Chomsky, 1969). 1In order to decode,
encode, and recdde khe particular information elicitgd by a ques-

tion, the child must engage in both inferential and referential

>

piocesses which make nse of his knowledge of the general meaning

of words as well as lils knowledge of the overall sitvation to

which a question as a whole refers (Jakobovits, 1969).

"

$6 gave an appropri:ate rezponse 'In the louse,” to-question

- ] ’ Vg
#81, but when adked the parallel question #82 G&Déhdp estan tus

¢
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hermanos y hermanas?)., sbu rcspondyd: J)'No tengo herﬁanaé.wk llow—~
ever, her response to qﬁestion #63, (Hdw many brothers and{siéters
-do ;ou have?); wés "One brother‘aﬁd one sister,' but ﬁer responsé
to the parallei.question 64 (éCu#ﬁtos hermanos y hermanas tienes?),
was "No tengo." The fact is she did not have ahy brothers and .
sisters. Thereforé her responses in Enélish were éyncﬁetic, béség/
. on h;r pefdept;on of the meaning of~the'questions.
Questions #33 and #34 .elicited similar respdhses from 55 as
did from Si discussed above. He, too, coﬁld not chﬁnkbaescripﬁbrs
into a geﬁeralﬁzed concept. S6 did not respondAto #69 but respond;
§
ed_siﬁiiarly, "Crande," to #70 as did S4 discussgd above.

It appears that S4 translated thégig;in question #47, (How

r mother?), to mecan the same as the gs in Spanish when used

that syntactic context,®because in her response she gave a
‘permanent characteristic or condition: "She's big." However,
) e o t{ e )
when asked the parallel question #47, (¢Como est tu -mama?), her
n ) R 4 S . <

response was ''Grande, y mi papa esta mas grande que mi mama.
Pesides the fact that her responses were based simply.on percep-
tion, she apparently was not yet able to distinguish between the

uses of ser and cstar in Spaaish, her first language, which could

i
_have caused the misconception of the English in that syntactic

context. ller respousc to questlon #49, tow dld you come Lo
school?), was "More and more’and more.'" This indicates that she

may have understood the question to ask "How often, . .?" She

save an appropriate response-in Spanish to the parallel question #50.

76
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In her response tc «.ustion #63, (How many brothers and sis-
ters do'you have?), S4 listed sixteen proper names. She obﬁiously

understoodvthe'qugstion, but had not yet mastered the procéss-of

4
groupiﬁg in termé of number. This viewlwés further-suppoftéd by
herlrésponse to the paralléi question #78, which. was "Muchos."
The fesponées and lack of responéei by;SB to questions #9§;
#100 indicatgd that he héd neither mastered tﬁe toncepé of "How \
often. . .?" in Eﬁglish nor that of."éQuJ tan seguido. ; .?" in
Spanish, However, hé could handle the concept in Spanish, when

. Vi - ‘ 1
"{Que tantas veces. . .%' was used as an alternate to questiqn

#98; his response was 'Como tres.'" To question #89, (How often

7]

do you eat?), S4 responded: "The table."
Typical ~F child thought for this age group were the responses
given by S6 to questions #111 and #112 (Why do you sleep?, and

¢ Por qué duermes?): 'Because it's night," and "Porque es noche"

N

respectively. These indicate that the child was not yet able £9

relate sleepiness with the nead to sleep, but rather associated

i o A oy e . . -
the need—-to sleep with night. This also indicates that she grouped
3 - = . ) | . . v
\' .-the meaning of the question at the syﬁﬁrcuic\level, and spontan—

A\l

eously used because and porque correctly. ‘“However, this does not
\ . - .

TN : v .

“indicate that she knew how to use them deliberately, because sha

was unable to recallze that the question did not refer to the sep-

arate facts of. sleep and night, but to a connection between sleep

and sleepiness. Aégording to Piaget (1969, p. 171) f@htific

causality is not Innate, but structured ilttle by little, and this
’ N - /

"
b
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process of consﬁruc:ion presupposes not only &za adaptation of the
. R < .
mind to reality kut also a correction of the initial egocentrism

of thought. Thislinitial egocentric thought undergoes a structural-
transformativn with ape and experience and waturés.into the 1ogica1
Loy . E‘L e ‘

concept of cause and eilect relationships.

k) . ‘. :..“‘“‘.:.: 5‘

- LY
. s
3

.

6.3 Theorv ‘%

~

Betause this investigation is a different approach to the
study of bilingualism in;childfen entering school, and because it

' ’

includes a number of related findings, we thought it appropriateh

- .
to integrate these findings and formulate a relevant theory, which
emerged from an already existingAtheory; Our objective was to make

the findings part of a comprehensive body of theory. A creative

thcory has the content of experience and the logic of experimen-

tation to support it (Hawkins, 1965). DBased on tﬁis premise,

the rheory that we abstracted from the findings c¢f this investi-
T —
L

gation is "the verbal response to an information-eliciting ques-

~ ~

tion tEEbi{if That is, the structure in the verbal response to
;n infoxmation—eiicitingvquestioﬁ is a function of consciously |
Attending ﬁo and tﬁb,?erception of a éonventfbn, ihcluding both
the capacity.for'ihfegén;c'énd for reference, which triggers fhé

activation of Fovert mental operatlons, concepts nna ornl-=Tanpuage

.

skills alreadvy acquired by thé\{cspondent. This theory s uqually
. \\ :

applicable to the creative process, slnce the creatlon of a‘new

' ’ idea usually cmerges from relating and reorganizing old points

\\
hY
. - \
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o in such a way that..thev five birth to a new or different one.
. . . . . . . . ‘ .

In short, it.accounts for which forms of eliciting questions
. ' ’ :

evoke which verbal structures that manifest what concepts and oral

4 . .
-

. Jlanguage Skiils that trigger which mental operations in the résﬁgﬁéeéft;m

. ,,r" i ¢ -
. \\ of the child. ! . o

N\ . - . * . 0. -

v« .+ As conceptuali7ed in this study,“these three cognitive tasks R

"\\overt mental operation, Pondegt and skill revclation, and thc : : \.'
: verba \@tructuring of ,responses) have several things in common.
o o " ‘ ' -

First, the“mastery of vperation elicited by the'question is re- A

v

~quired to reveal thte overt concepts and skills as structured by \?

+ the. rcbponqes. lhis_entails a sequence of steps. TFor example,
) . . . < . T

- in order to conceptualize and structure responses to questions

arranged in a hierarchy difficulty, the operations need to be

- » 1

mastered in a”ccrtnin~scquehtinj order: generic cluﬂsificatioﬁ
Lo ] - : . - : _
combined with differentiation, which involves detemmiuing thej -
. . , . »
ﬁasisifor classifyingbdn@ labeling, which involves creating s&%
. ; perordinate classes: Sy . ) L . . |
Indirectlv this conception of the hierarchy of difficultv . .

-

in levelk of menta] oerations also involves the prinC1ple of
-

rotdation of nﬁsimilat}on and acqommédation (Taba, 196%), "This

principle imp?¢ .. that the information elicited by the question

Ps at flyst 5T oY sto and Interpreted aceording to the exiating
‘conCuptuhl system, This is Followed by a tybc of mental operation,
/ . . 4 . . .

- which calls for the extension and reorganization of that concep-

tual.system in order to transform the elicited information into

Aruitoxt provided by Eic:
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b4

a verbal response based uhon the.eiistingvlanguage structuxe.' In

\‘ v

'determining cause and effect relationships, for example fela ng. ,L
> . VL .’~~...°~
points to each other requires a certaln degree of high level ‘men-
9. T s . ) 4 . o .

y 7 tal'activicy to structure the response that explains the associa-
SN o . : . .

tions already acauired.

-

, et .
This means that the nature of the mental operations, concepts

3 . ' N i i . ) . / -
-~ and skills, and ﬁhe structures of the responses depend upon \the N
. M s * . . a < .
nature of °the eliciting questions. Each conceptual focus (i.e.
. . ’ . N . T .

classification, seriation, spatiol~temporal relations, and causal
., ! S Y -
S : .
relations) requires ajspecial set of questions and a specialhse-

.

~-  quencing of them. Each question is designed to elicit a spec1a1

kind of overt activity (manifested in the structures of the responses),
.o . oy,

-

which in.turn fosters or requires the covert mental ophration, such

. : . . ’ :
‘as differentiation in the case of listing and seeing causal rela-
) y .

e - . N
. R NN -~ . .

tions in the case of explaifing associations. '"These covert mental .

~ . : 'f:‘"’ A M 9 | ) )
. "operations are the bases which determined the-sequence of the Cl
‘eliciting questipns; For example, in the task of generic clas-
t “

. sifv1rg, the first question takes the form of "What is in your - SN

house?" This calls for listing of items already conceptualized “a

‘ , s Ty /
. From there the chigynuwt decide what belongs together. This . F AR
X N .
- , . , /
overt activity calls for identifying items commonlymfound 1n the //.
/
. home. These items become the_basis‘for classifying. FJnnlly, it/
R € neccssary to label tke classificationS‘or U§§structure them' in
verbal language. o . ; : : f
In these opcrations'each step is a,?rerequisite for<thclhext one.
'~ . aa . : B
. . : : ‘ /
! . / . . // .
80 . - | . . e l:.__t.../l.i. O
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Oné cannot label until some prior Llassifying ‘has taken plnce and

3
one cannot classify:until the items have been differentiated,

. For the cognltfve tan of seeing causal relatlons, the overu

activities are i tifying points.and explainlng thnse 1dent1f19d
.o {/(‘ifi?s. These id'turnirequire the  covert mental operatipné\bf dif-
» N N . )

-féfentiating and comparing: An eliciging question iSZSWhy do ‘you

L4
~

formation, and use aQailable.ihformatfon in order to Structure his
o T * ' - . ' o
. responses in order to explain the causal relations. T s
i . . . s ) . '
. [ S ‘ o G
W*7 | *6.4 DPedagogical Applications L
I D < . . :
I : .

Since the primary purposé of assessing bilingualism in chil-

L

< ) dren entering school . would seem to be that of serving as an inﬁut
L .. L2
to blllngual educatlon programs, the results of this investlga-

-
1

instruttion. An effective technique'ofﬂqﬁéstibning'chilqu% is

.

offered, whether the school is bilingual or uniiiﬁgugl; s

. -

_Altivough the eliciting-question instrumen’ is by no ways com-

B . ’

. pléte,’as suggested by ‘Taba (i967), the queétion forms in this in-

3 strument can also serve specific. pédagogical functibn. They can

focus the child. They.set the stage for both- tke kind of mental -

ki

=

is to be.pcrgormcd; In other words, the questions tell the chjld

what he is to talk whout (such as people, material things or ob-

<

jects, events and’ situations that encompass his interactions in

ERIC '
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tion are. partlcularly useful for the 1nd1v1duallzat10n of billngual

o
[N

Y

-

,oqorntion to be performed nnd tho content on which this. operation
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[ . . ) ‘,
» . A v : R
his world--2rc o, reighbq;hood and school), They also tell him’
! .
e - what he is te do with the conteut (whether he s to classify,
. » :
. ' seriate, point ou% spatial relations or temperal relations, and -

1
i

r ——_—— e

. causa.i links). ' - o 4
Another padagopical function is that of extending on the same

level. Vor example, affer a child has respongded to a certain
2N . : *

quéstion, it i{s important to encourage him to go beyond what has
- been given by asking questions such as !"What else is there?"

"What do vou dO.bbfbfﬁ you eat dinngr?" "What -dé you do after

att

veu eat dinner? "Which days don't you go 'to school?" '"Why;don't

~ you go to school on Saturdays?" 1In crder tofencourage others 'to
I A . ‘ »
add their ideas in azroup situations, the teacher can seek additional
1 . .

\ o i

information on . already escéb1i§hed levels of thought in order to®

-

elaborate and xcategorize information already provided. ' "
- ' N ‘\p R N 3 .
‘Finally'tﬁére is a pedagegical function of making a transition
from one level of thought tb another, such as from generic classi- '

fication to determining causal relations~~both spatial and temporal~-

.
\

by analyzipg, comparing, and explaining certain items in.identi-

<
o

fied‘infofmation. According to Taba,fihis is a method of changing .

the fodus or lifting of thought to another level.

. . Ps \ .

E] ‘ .

This instrument can be administered to bilingual or unilingual
children entering school carly 1o, the academic calendar yénf. This
Cwould allow the tcacher to determinc -the match or mismatch hetween

‘) -

the language and thought processes required to experience a measure

of success with school related tasks gnd'those alrendy acquirced by,

-
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" the children at the time they enter school,. This would‘alﬁ in the

proper planning and sequencing of learning and teaching experieﬂ?es,

including the establish{ng of criterioﬂnreferenced'opjeCtives and

the arrangement of a learning-teaching situatioun that calls lan-

guage forth and evokes reasoning processes., The instrument as a

whole or its subparts can again le administered intermittently

« .

during the school year to determine developmental progress, and

"again at the end of the year to determine overall conceptual and

language development as .related to instructien and lenrnihg.

.

) ) 21 : . . .
6.5 Sucgestions for Ixtensions . : . y

‘the lanpuage and thought processcs rcquired for academic success -

" We suggest that an impfovément over the, information-eliciting
queéfion insfrumcng would be to include sambles egs%hiidren's
qﬁes;ions of ‘the same age grohﬁ3as the subjects,.fgom'similar.sd-.
cioeéonomic backgrounds. This would,aliow the researcher fo éom— -

. . . o } . .
papé the covert mental operatioﬁ§, concepts. and oral language skills
of éhildren when they are aéked to respond to an'édult conventioun

S . S )

or standard ﬁith those given to a child convention. We also.sug=

gest that thévplanncrs‘df programs concerned with:the education

. [

'.of‘young bilingual.childrén replicate this study with a represen-

tative sample of the population to be served, in order to match
ori school related tasks with those that the children have alrcady
:1(‘.qujrvd; The vesulvsof auch a study would provide fresh evidence

and insights for implementing such programs. If this investiga-
- te . e . . .

v . -
P [ ) f (9

&
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; _ o N
tion oﬁly serves as a cagalycig_influqné;‘for stiﬁﬁ}%;iod other
- reiétive research, our mission would havelbeeniaccompiEShgd.' .
, The experience and insgght§ gainad from.cohdéctfhg‘F;;s\in- )
'vestigation‘sqggest the desiraéility.and'the pléusibility oﬁ_éan: .

AN

tinuing the development rand refinement of "the instrument. UHow- \

tion be applied in the utilization of the

ever, we ;Hv;se that cau

Ed

results of this investigation, In any assessment procedure, chil-

.

dren may have abilities for which there is no octasion, &nd lack
. L3 » .

E abilities for occasions intn which they are faced. In addition,

o B 3 -

caution shouldsbe used in generalizing these results across the .
: “ . By . . T

' 1
i+

' larger population., K 1In spite of the premise that linguistic repre-
sentacions mav be quite constant across individuals in a _given i
.culture, the meaning imbedded in a child's Tesponse' to a con- 1»

' ) vention will reficct the idiosyncrasies of his individual experience.

v
3

&
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- INFORMATION-ELICLTING

Classification

1. ..What .is

N
2. _aQue hay

What is

. CQU(-::/ ‘hay.

3

4

5. What do
o

in your house?'
d . . '

‘en tu casa?-

A"" .

L
1€ 7
D

in your classroom?
€: tu cuarto? .

you do ‘at home?

. '/ - . S ., .
¢Que haces en:la casa?

7. . What do

yQU-dd?gt school?

. '/ v . ' .
8.> dQuq haces en la escuela?

‘9. What' do

-

: Cy, .
10. ¢Que haced los nihos en
: b . C '

&

11.  What do
12. {qué ves

. \
13. What do

) ;.
4.~£Que ves:

15. What do

".16. dOué ved

_chil@fgn ddwin the clasérbbm? ; ' )

la clase?

QUESTIONS .|

you see in the classroom? % 1

)
“«

en el cuarto?.

you seein the yard?

en.ldﬁyarda?

. N : , v '
children see in the classroom?

¢ Y - . N ; - \ )
los ninos.en el cuarto?. -,

‘e

17}" Who is your teacher°'ﬁr

18. dQu1en es tu maestra°

19. VWho is your mother?

'20. dQulen es. tu mama°.

21. 'Who :l.l"("

22, d Qu 2 now

23: Who are the ghlldrenwydu play

24 dQulcnes son los nlnos con que

your Lrlpnds? ‘
o

SOn lus .1m1;*os" ’-1

\

|
7

< 10'33\_

/-

Y
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= 26.,JCon_qulenestuegaswen'ln?escuela?3

- ‘Who/go ybu{li&é with?: R o N . -
\ 28. dCon- qd'ié};' vives? |
[N 29. -Whose ‘house. d6 you live in? * |
v 30.;&)& gé&én'es la casa donde vi&cs?;_. 3:>\ jwmf
.F31;.aié there a stpre ne#r'your h9ﬁs$?%: “N -
i _Whose Store is it?, .. - 4- .
) 32 6Hay una tlénda cerca de. tu casa? ' :
' PJQF dpe’ qulen es la tlenda°'“5;
| 4353. What kind “of games do ybu llke? : d .
34. éQue clasc db Juegos te gustan? . ';  ‘-f'1y
: T35@; What klnd of TV prdgrdms do you llke? |
v o

s n_i,gé;'dQuqvc;ase de-programas de telev1s1on te gustan?-

s . ’ . L
pE " . ; - . R RS f . .

37._mWhat color is your house? . _ e
C ‘:‘ P :.”. ‘u .‘ . “ . N ) .
38 . dDe que tolor es tu casa?
o v-39. What, color are\the trées?'

i 40~_ch un colores goris.1os arboles7 o n.\\ S

v 41. Whnt can you tcll me about thls granpe7 Tt e v
. 5; dQue me puedes de01r de esta naranja? )
. 43 ,Whut,sha L 1s 1t (the orange)/ ‘
T4, dQué;fofma tlene;(la naranJg)?
. . . ) - ) A N ; T
45. What shape is a ball?
<7 46. "¢Que forma cf una p-elot.u?-'.v A 1" 
'47.-'Hnw'ia.yuur mdLhor?v' . P Lo
. h ‘ ‘ . . % -
, 48.: {Como- estd tu mama? L
- . ¢
¥ : . N .
! ° el. U 5 -
o ,
& ’ N ) . . 1‘& ) l’
. s 87 i - »
’ %- - - i‘ . B 5
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AN 49. llow :did you come to scvnOIZ' <. g S g
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