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INTRODUCTION

Each year the numbers of Fispanic children enrolle. in the
nation's schools increase. In “he State of Texas approximately one-
third of the school children are from Spanish language backgrounds,
with 50 percent of the current kindergarten population Hispanic, Thig
pattern of growth is repeated in all the US-Mexico border states and,
to a“lesser extent, throughout the country,

Implications for the social, economical and political future of
the United States are clear, I[f these children fail to learn and
achieve in schoo!, the nation loses a vast resource, and risks, in the
next generation, disaffection and economic and social alienation,

Generally, children from Spanish language backgrounds, for many
reasons, encounter difficulty in our nation's schools., It is well-
documented that these children do more poorly than the general school
p?p:lation on standardized achievement tests and their dropout rate is
higher,

However, the Hispani¢ Population is far -from homogeneous,
Differences within the group include degree of bilingualtsm, length of
family residence in the United States (immigrant versus long-term
settle~wnt), country or region of origin, socioeconomic conditions,
mobility, ways in which English and Spanish are used in the various
d:mui:s ?f 11fe and thought, and experience with print both in and out
of school, .

The overwhelming majority of those who ‘Expertence difficulty in
learning to read and write tn school are members of Tow income
families and 1ive in environments where Spanish is widely used both in
the home and in the community,

Given these ctircumstances and the startling lack of solid
evidence about which approaches or combinations of approaches are most
effective in teaching Hispanic children, the National Institute of
Education contracted with the Southwest Educational Oevelopment
Laboratory (SEDL) to conduct a comprehensive, six-year longitudinal
investigation of the development of language and, reading skills during
the primary grades for a representative sample of Spanish-speaking

children from low income families in Texas.

The godl of "the reseaich’y begun 1n 1978, was to gather informa-
tion to assist policy makers, curriculum decigners and classroom
teachers in planning and delivering language and reading instruction
that will promote success in school of chiidren from complex language
backgrounds,

Among the questions were t:o'follohin§. -

== What constitutes a favorable learning environment for children
from Spanish-language backgrounds?



== What instructional sequences and events promote successful and
efficient learning of oral language and reading? Spanisn
reading instruction first and for how long? Oral language
concentration for how long? How 1ong the transition to all.
English instruction?

== Do current school practices help Hispanic children gain
language and Titeracy success?

The arguments of 1978 contfnue today. Disagreement abounds about
how to effectively teach children from Spanish-1anguage backgrounds to
read in English and move 1n confidence through an English-speaking
society. On an tnstructtonal level, these issues include the
following,

-- How to derive a valid assessment of a child's language of the
home (Spantsh) and the language of the school (English),

== How to determine the optimal balance of formal tnstruction in
English and Spantsh.

== How to effectively transfer the skills of one language to the
other, '

== How to provide bilingual support within the classroom
environment,

To find out what fs actually gotng on in bilingual classrooms and
if the tnstructional goals are being met, the SEOL tnvestigators
trackes. more than 250 children, taught by more than 200 teachers, in
20 schools in five school districts from kindergarten through second
or third grade (fourth grade in some cases) -- a critical period for
the development of 1iteracy.

The researchers studied and described vartation tn both English
and Spanish language abilities of students 11ving in bilingual commu-
. nities; they documented prevatling practices in reading instruction
for bilingual students; and they investigated the relations between
the instructional program and student achievement for students with
differing language skills when entering school. The findings and
their implications are reported in the following pages.

THE CHILDREN

Texas law requires that all children in the state from non-
English language backgrounds take an oral language proficiency test
(selected at the local school district level) when entering school,
If a child's oral English proficiency level, as determined by the
test, falls at or below a predetermined cutoff score, the child is
placed in 3 btlingual education program,
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A "bilingual program" implies some instruction in the home
language (e,g., Spanish) for a given period of time, The children in

For the study, sites -- and children -- were selected to include
a variety of socioeconomic status (but predominantly low), a range of
Spanish-English language usage in the community, and both rural and
urban areas, The following geographical regions were selected,

Central Texas -- a region both urban and rural, with a number of
bilingual programs,

Texas Border Area -- a ryral regton, with low socioeconomtc
conditions and with substantial numbers of Spanish-dominant students,

North Central Texas -- a largely monolingual English region,
including both large urban centers and middle-sized cities, with both
low and middle class socioeconomic conditions,

From these regions, five school districts were selected that were
broadly representative of the vartables important to the study --

size, socioeconomic status of the community, vartety of schools, pro-
grams, and teachers within the district, and willingness to be a part

of the study.,

Schools within the districts were selected to include different
kinds of reading programs and different patterns of school organiza-
tion (e.g., multiple grading, team teaching, open classroom configura-
tions, and individually-guided education programs),

Initially, 14 schools were selected.” As students moved through
the grades, sometimes entering other schools, six additional schools
were added. The {investigators had no control of student placement,

At first, 26 homeroom classes were tnvolved in the study. Team
teaching and other organizational approaches added 11 additional
teachers to the initial teacher/classroom sample, for 2 total of 37,

A1l the children tn the sample were eligible for state-mandated
bilingual instruction. But just what did these children know at the
beginning of the study? What kind of pre-reading skills did they
have? ‘ ' '

Assessment of their skills at entry revealed the following
tnformation,

-= The children were not academically disadvantaged. They came
to school with sufficient skills to begin learning to read.

== Approximately half of the students in the sample came to
school knowing the letter names of the English alphabet, an
accepted predictor of early English 1iteracy,

3
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== The children had negligible knowledge of the Spanish
alphadet, This was expected, given the alphabet's different
treatment in the language and culture.

=~ Few children could recognize words in either language;
- gone¥e;. sight-word recognition was higher 1n English than in
panish,

- T::]?eginning pupils had highly developed visual matching
s s.

-= Most of the students readtly acquired auditory-phonetic
segmentation skills, that is, they ‘could tdentify and delete
beginning phonemes (sounds) from words they could recognize
and pronounce when cued by pictures. They demonstrated
greater skill with English than Spanish words, Transfer to
unfamilfar words was difficult for some.

== The children had good vocabularies, with slightly greater
strengths in Engl{sh.

-= Many students when they started to school could not
successfully retell stories read to them.

== The children demonstrated ability to transfer skills in visual
matching tasks and auditory-phonetic segmentation between the
two languages. The childreii’s vbcabulary and ‘comprehension
were independent across (but not within) the two languages,
?nd alphabet recognition tended to be related across the two
anguages.

INSTRUCTION

Ralph Waldo Emerson defined a teacher as a person “who can make
hard things easy." The successful bilingual teacher does just that --
takes words and symbols foreign to the young child, imbues them with
meaning, and systematically gives them to the child. The child then
accepts them as his very own, to become his tools for communicating,
learning and 1{ving,

The 37 teachers were tnitially selected to participate fn the
SEDL study an the basis of number of years of experience, their
specialized tratining in reading and btlingual education, number of
years at the present school, and use of teacher afdes.

The sample teachers fit the following profile.

== All held Texas Education Agency (TEA) certification with
bilingual endorsement. '

== They reflected wide varfation in number of years of teaching
experifence and experience in teaching in bilingual classrooms
== from first year teachers to veterans,

1,0



== [n the self-contained bilingual classrooms, most of the
teachers were Hispanic, flyent speakers of English, and with
varying degrees of skills in Spanish - although all helq
bilingual endorsement credentials,

-- In team-teaching situations, the teacher who delivered the
Spanish instruction component had similar Credentials, The
teacher who delivered the English component of the curriculum
sometimes did ang sometimes did not have biltngual skills, byt

had had preservice or tnservice tratning for teaching English
as a second language.

As students moved through the grades, other teachers were added
with the total over 200, As the Students were transferred to an ajl.
English curriculum, some encountered monol1ingual English-speaking
teachers, but in largely Hispanic communities (3 of the 5 sites),
Most of the teachers, howaver, at al) grade levels, were Spanish/
English bilinguals, . ' .

Project staff conducted monthly observations of the reading
instruction in each classroom and quarterly interviews with teachers
about their instructional plans,

The observation instrument, the Readin and Mathematics
Observation System (Calfee § Calfee, 1373, ocumen staffing
patterns, grouping and qrganization, time atlocattons, the language of
tnstructton; thecharacter of instruction, the materfals and
procedures used, and the response of the students,

The interview instrument, the Reading Teacher Checkl{st (SEDL,
1978), focused on the teachers' general Tnstructional objectives for

reading, as well as the,ob&gg;dxgsnfomhjndixddull'targot students,

The classroom observations and teacher interviews provided rich
and extensive data on the instructional program each target child.
recefved throughoyt the study, , . . . : .

How the Children Were.Taught

One-third of the 250 bilingual students in the sample began
reading fnstruction in Spanish, Some received Spanish reading
instruction for only one year before being transferred to English
reading, Others remained in Spanish reading for two, three, or four
years, By the end of third grade, most had been transferred to
English reading,

The teachers generally followed their instructfonal plans. The
investigators, comparing the classroon-obsorvation*rnports with
teacher interviews, generally found the teachers did what they said
they were going to do within a given period. Also, the teachers used
similar instruction methods tn Spanish and English,



In

general, the instruction the child Feceived may be described

as follows,

Size of the instructiona) reading groups ranged from about 13
in the early grades to about 15 in the later grades,

The teacher, not an aide or other {instructional person, worked
with the students about two-thirds of the time.

The role of the teacher, in the aggregate, tended to be one of
faci11€ator. rather than direct tnstructor,

The language of instruction tended to be English during the
Engl1Tsh reading classes and Spanish durtng the Spanish reading
cla:s:s. Some English was used during the Spantish reading
periods.. . . S S

About half of the reading instruction time during the fiﬁst

and second grades was focuscduon.docoding;'this-foll to about
30% by fourth grade.

This instruction tended to involve non-expiicit letter-sound
pairings at each grade level (e.9., children were shown a word
on a flash card and were asked,. “What does this word say?* or
were asked, “What 1s the name of ‘this letter?®); little
explicit letter-sound work was observed (1.e., direct instruc-
tion in or practice on tasks that required the child to
overtly focus on a specific isolated linguistic element and
relate it to its graphic representation),

Little time was spent on developing word meaning,

About 30% of the tnstructional time in the first three years
was on fnstruction in the meaning of sentences and texts
(congrohonsion). with a slight increase in the fourth year,

The quality of this instruction was fairly stable across
years, and most often focused on 1iteral facts, rather than on
making inferences or synthesizing meanings.

-- Independent work accounted for about half of the instructional
time éuring the first two years, dropping to about 35% in the

following years,

The level of formal language demand (1.e., the extent to which
the activity or tas requir nteraction with connected
tnstructional text, either oral or written, as observed in
both independent and group work, was low, It started at a
relatively low level in the first year, and increased to mid-
level by the last two years,

The primary matertals used tn instruction tended to be basal
readers accompanied by workbooks, worksheets, and chalkboard/
paper/pencil activities.
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o= The number of nonengaged Students was low; productivity was

rated medfum each 'y'ur"-Fl'T. while nolse tended Eo be Tow,

One of the most important findings revealed in these data is the
degree to which instruction was specific in qgs detatl, For decoding,
SuCh explicitness 18 the degree to which the correspondences bdetween
letter(s) and sound(s) are 1solated for the student. For comprehen-
sion, explicitness represents the degree to which text structure is
fsolated. For both decoding and comprehension fnstruction, such
explicitness was, in the dggregate, low. Thus, the task of

determining the underlying relationships was left to the student, with
relatively little instructor assistance.

SUOMRY OF FINDINES -- STUDENTS' PROGRESS

How well did they do -- these children who entered sch- nl with
“Iimited English proficiency® and who received in the follo- .ng years
varying amounts of instruction in their home language and in the
school language? _

The SEDL investigators developed a growth track mode) to describe
the progress children were expected to make in a certain period of
time, For a year's instruction, the student was expected to make a

yeor of progress.

With this model, the investigators ware able to fdentify where
the students started (not all “f¥irted at the same place) and to chart
the amount ofrrmn each child made each year in oral language skill
and in the various components. of reading (1.e., vocabulary, decoding,
comprehension), - A

Based on the Interactive Reading Assessment System (IRAS) (Calfee
& Calfee, 1979, 198T; oe, e, . » & performance
based test of component reading skills, the graph on the following
page 11lustrates how one student's progress in Vocabulary Decoding was
tracked according to the growth track mode!).




IRAS = Enqlish
voa Decoding ! Student A

TRAS ilevel

H ) ? ' ¢
- . (prade ’Q“t‘ e m - 2 LN TeacK
¢ Atdvate T Best -Fit T

A Student's Progress

The student's IRAS levels are shown along the left
axis, and grade in school on the bottom margin,

The growth track is the “x* 1ine moving from the
lower left to the upper right corner of the graph,
The track begins at a level of 0.0 for entry to first
?radc. then moves in a strajght 1ine direction, two
RAS levels for each year of schooling, td"a value
of 8.0 on exit from fourth grade., .. =

This student did not pass the first Teve)l of the
measure at the end of first grade, but note that he
also started behind expectation., The observed

score of .17 means that the student managed to read
aloud one of the six words in the 1ist of Towest
difficulty. By the end of second grade, the student
had made considerable progress; with a score of 3,72
on the test, the student was at the expected level,
Progress continued during the next two years and was
more than a grade level above expectation at exit from
fourth grade.

Oral Ski1ls Development

Three types of ora) language measures were used in evaluating
student progress: an ora) language proficiency test, teacher ratings,
and audiotaped interactions (Yanguage samples). Analyses of the data
on progress in oral skills development reveal the following
tnformation,
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== The students in the sample, on entry into school, varied
greatly in their degree of bilingualism,

== The students, generally, made considerable progress in
a:??:ring sktll 1n English, less progress in acquiring Spanish
s .

-~ Site differences were apparent tn the students' entry factlity
:n Spanish and English and in their subsequent growth in each
anguage,

-= Site differences were also observed in the patterns of
language choice, both at entry and over time,

-= The students’' qral language profictency varied, in both lan-
guages, depending on the type of measure used (oral language
proficiency test versus teacher ratings) as well as by the
type of task within a given measure (story retelling versus
discrete items that required short-answer responses).

== When compared to teacher ratings, the oral language profi-
ciency test used appeared to underestimate the students’
ability in both languages at-antry, and; at higher grades, to
overestimate their English abilities and underestimate their
skills in spanish, = ,

== The students made considerable progress not only in learning
English grammar but also in acquiring English proficiency in
“school-related” language. (as reflected in teacher ratings and
ratings of audfotaped language samples).

Reading Achfeverent

To measure the children's reading achievement, the tnvestigators
used both IRAS (English and. Spanish versions) and standardized reading
achievement measures, Longitudinal findings from these follow,

IRAS - English

== Overall, students entered first grade with English oral
language skills exceeding expectations of the growth track
model, but grew at the rate of the model predictions, English
oral language skills, therefore, were above grade-level expec-
tations throughout the primary grades.

== Students' decoding skills (of isolated words) were minimal at
first-grade entry; they grew at above-level expectations
throughout the primary grades. Progress in spelling, however,
was slow, .

== Fluency in reading connected text was slow. By second-grade
exit, the average student read at a rate of fewer than two
syllables per second,




[RAS

Reading comprehension was about half grade level below
expectation at entry, Although growth was slightly above the
expected rate. comprehension remained slightly below grade
level expectations throughout the primary grades. At fourtnh
grade exfit, the overall sample was projected to be within a
half grade of that expected by the growth track model,

Students who came to school with relatively 1ower Enqlish
skills showed greater growth in English oral language
capacities, By late fourth grade they had caught up tn ora)
language skills with those Students who entered with higher
English skills. However, the high English entry students'
fnitial advantage tn decoding continued to expand,

A stgnificant relation was found between entry level English
skills and narrative reading comprehension in English, The
high English entry group entered first grade with reading
comprehension skills at the expected level, while the low
English entry group was about two levels below expectation,
Growth rates did not differ, Each proceeded-at the rate of
about a year of growth for a year of instruction. At fourth
grade exit, the high English entry graup wag projected to be
about a half grade level above the growth track model expecta-
ti?ns.'and the low English group was about one grade level
below, ‘

Students with relatively higher Spanish aral language skills
at entry -1nto kindergarten had growth rates in English reading
comprehension that exceeded those of students with relatively
lower entry Spanish oral skills, This suggests that although
the development of English 1istening comprehension did not
differ for these groups, relatively higher skills in Spanish
at school entry promote the growth of English reading
comprehension,

= Spanish

Overall, the students entered first grade with Spanish oral
1anguage skills exceeding the expectations of the growth track
model, but grew at half the expected rate. Although Spanish
oral language skills were above grade level at entry, they
were projected to fall below grade-level expectations during
the primary grades.

Decoding skills of the students were minimal at first-grade
entry. These skills, as in English, grew slightly above
grade-level expectations, Decoding (of isolated words) was
above expectations throughout the primary grades. Progress in
spelling, however, was siow.

As in the English, fluency tn reading connected text in
Spanish was slow.

0 16



-= Reading compreliension was a grade level below expectation at
entry and gro#th was only half the expected rate, Reading
comprehension in Spanish was substantially below grade-level
expectation throughout the primary grades,

== Entry level skills in Spanish were related to reading perfor-
mance in Spanish, The low Spanish entry students started
first grade with less skill than the high Spanish group in the
areas of formal language and decoding, but subsequent growth
did not differ, For reading comprehension, however, the two
groups began with the same low-level skills, but, given the
greater formal language and decoding skills of the hign
Spanish entry group, thetr growth {n reading comprehension
proceeded at a greater rate, This .rate, however, was substan-
tially below that expected from the growth tract model, and
the data suggest that the major difficulty for these students
was not decoding skitt, put difficulty in-dealing with the
formal- 1angyage aspects of text. -

Relations within and between IRAS. Measures gEnglish and Sganish)

"

== The highest relations were generally between the component
scales within the three major skill areas. assessed (formal
language, decoding, and reading). The correlations between
these skill areas were strongest for.decoding.and reading,
somewhat weaker between forwmal lan ge and reading, and
wedkest between. decoding.and forma ..language. Thus, the
general correlational patterns suggest that decoding and
formal language skills are relatively independent, with both
needed for growth in reading comprehension,

== Ski1l in decoding, and to & lesser de ree, tn reading, was
related across the two languages, while formal language skills
(as expected) were generally unrelated. There was, however, a
eneral trend for stronger relationships between a given
gnglish task.jcross the set of Spanish tasks when compared to
those relationships for the same given Spanish task across the
set of English tasks. This suggests that literacy development
in English may be.more readily transferable to Spanish than
from Spanish to English,

Standardized Reading Achievement Tesbs 't " < i

Generally, beginning in first grade, standardized achievement
tests were administered to all stucants in the Texas sites in the
Spring of each year. Three standardized tests were used in the .
study's sites: the California Achievement Test, the Comprehensive
Test of Basic Skills, and the lowa Test of Basic Ski17s, Standardized
achievement tests in Spanish wera not adminis systematically, or
to any great extent, by any of the schools in_the study. Student per-
formance on the standardized reading achievement tests in English may
be summarized as follows.



== Performance in English indicated that the students in the
Overall sample entered first grade Just slightly below grade-
level expectations and showed growth which was also slightly
below expectation, By fourth grade exit, the sample was
projected to be a grade level behind,

A significant relation was found between entry-level English
skills and reading performance in English, as measured b
standardized reading achievement tests in english., The low
English group began first grade just below grade level expec-
tation, with subsequent growth that gave about three-quarters

The high English group began first grade slightly above grade-
level expectations and grew at a rate that was slightly below
expectations, Thus, at fourth-grade exit, the high English
entry group was projected to be about a half grade leve)
behind, while the low English entry group was projected to be
slightly more than one grade level below grade norms,

Integration of Data Sources

The investigators assessed the degree to which vartous entry
skills and instructional program indices could account for above or
below average skill in each instructional year with respect to the set
of component reading skills that were of primary interest (decoding,
listentng comprehension, and reading comprehension).

The predictor variable used included: (a) entry language skill
(based on teacher ratings), (b) task-specific entry skill (based on
the previous year performance for the task), (c) nominal tnstructional
program (1.e., the number of years of Spanish reading befor2 the child
entered exclusive English reading fnstruction), (d) indices of the
quality and quantity of instruct‘on received (based on factors derived
from the classroom observation and teacher interview data), and (e)
student attendance, In general, these variables were successful as
predictors of skill, accounting for 75% to 95% of the vartance in each
of the nine reading measures in each of the four instructional years,

Based on the correlation and regression results, the predictor

variables of kindergarten entr language skill, ggrformance during the
revious year, a e quan Oof reading 1nstruction
were most strongly r.lagia to readTng achievement w¥ia1n each of the
tnstructional years,

Summary of the English Rolationshigs

== English kindergarten entry language skill was associated with
above average performance in each of the IRAS component
1iteracy skills assessed throughout the early grades.

== Knowledge of the English alphabet at kindergarten entry was
strongly related to decoding-based literacy skills at first
grade exit, tndependently of oral language entry,
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-~ For a gtven literacy skill, entry skill was related to exit
skill, and increasingly so over grade levels, thus suggesting
that students tend to become academically "locked in place"
with increased schooling,

-~ Enroliment in Spanish reading programs was generally nega-
tively associated with acquired English literacy skill (but
much of this relationship is traced to entry level differ.
ences). There was some indication of relatively supertor
English 1iteracy skills at fourth grade exit for those stu-
dents with longer (1ongitudinal) enroliments in such Spanish
reading programs (though the fourth-grade sample is limited),

== Relationships for both observed and planned tnstructional
dimensions suggested that (a) Viteracy skills were advanced by
instruction thag made strong formal language demands on sty
dents, by instruction that enployed primary materfals, and by
instruction that engaged students tn work with text materials;
and (b) comprehension skills and vocabulary skills were
advanced by increased amounts of instructional time devoted to
such skill development, Decoding skills showed the opposite
relationship, perhaps because of the relatively low quality of
such instruction found in this data set, -

== Literacy skills tended to show greater improvement with
tncreased exposure to tnstruction -« the more opportunity for
learning, the greater the skiil acquired. This relationship
was {n many instances not generic in the present data set,
Instead, more time on a particular component was correlated
with growth in that component.

.- Finally._somo site contrasts were evident even after site
differences due to entry skill has been removed, but these
were relatively tsolated,

Summary of Spanish Rolationshigs

== As was true in the English data, Spanish language 1evel on
entry to kindergarten was associated with above average
performance in each of the IRAS component |{iteracy skills
assessed during-all the early grades.

== Knowledge of the names of the letters in the Spanish alphabet
was weakly (though positively) related to first grade exit
performance, and, unlike the situation with the English
alphabet, did not serve as a general tndex-of-preschool 11iter.
acy skill, However, tn all subsequent instructional years,
previous performance on. a given IRAS scale was related to exit
performance on that scale, -increasingly so over grade levels.
As in English, the relative standing of individual students'
11teracy in Spanish became more rigid with increased school-
ing,
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-= Enroliment in Spanish reading programs was positively related
to Spanish literacy acquisition in the early grades., Thig
assocfation, however, became negligible in the 1at~r grades,
Given the practice of transferring the most successful
students (i1n Spanish 1iteracy ski11) to English classes, it is
understandable that length in the program is not substantially
related to acquired skill in these later grades,

-- Relationships for both observed and planned instructional
dimensions suggest that (a) 1iteracy skills in general were
advanced by instruction that engaged students with text mate-
rials and by 1imiting interruptions and (b) decoding skills
were advanced by increasing the quantity and quality of
decoding instruction and decreasing the number of students in
an instructional group.

== Attendance tended to be positively related to acquired
Titeracy skill, but these relationships were weaker than those
found in the English data,

-= Site contrasts, even after entry skill differences had been
removed, showed that Spanish Titeracy skill was more advanced
at those border sites that provided the greatest non-school
support for Spanish,

IMPLICATIONS OF FINDINGS AND ISSUES RAISED

The bilingual reading classroom ts a place of discovery and
student {insight, of patnstaking dril) and poring over strange symbols,
of expertence and the telling of it. The reading classroom, rarely
the scene of miracles, is the center from which important relation-
ships emanate between students and teachers, students and students,
teachers and parents, students and books,

Sometimes because of lack of information, “"static® in communica-
tions, organization of the school or the classroom, selection of mate-
rials, or others of many possible dissonances, optimal learning fatls
to take place. It is the educator's duty to create a climate that
will enhance children's learning and to suggest and implement improve-
ments in the tools and mechanisms that cause learning to occur,

As the SEDL investigators gathered and analyzed information over
the six-year pertiod, a number of critically important instructional
issues surrounding language and literacy growth were tdentified. In
the following pages, some of these issues and their implications are
discussed,

Valid Language Assessment

ISSUE: The research staff, aware of both the limitatiors of
available measures and the hazards inherent in oral language assess-
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ment (give the state of present knowledge aboyt what constitutes oral
language profictency and how to assess 1t), used multiple measures
attempting to obtain a reasonably accurate index of each student's
oral language abilities and patterns of language chofce over time,

Analgsos of the oral langua?e data strongls suggest that none of the
existing measures themselves provides ade uate information on which
to base educational decisions, ﬁse of a vargef of types of measures
and procedures can however, provide a reasonaE‘ accurate index of

i

es., S process is time consuming
and requires ski1T and expertise that often s not readily available
to most school districts,

IMLICATIONS: Given that results of oral language assessment
figure prominently in a number of educational decisfons and schooling
practices for language minority children (e.g., fdentification, pro-
gram g}lcnnz::é :or:i:lti:n of spoc;al ::rvicos). further research is
urgently ne <0 determine not only effective but practical means
for assessing the ora) language proficTency of yung ¢ ren,

Language and Instructiona) Program

ISSUE: When examining language 88 ¥ precursor skill for reading
achievement, additional instructional fssues emerge. First, to what
extent does the child's At the time of entry into schoo

) ’ slative ma

> , te, &I chiTdr
g anguage backgrounds, who, at ‘entry into
school, score at or below a predetermined cutoff score in English are
placed in a bilingual education program. This implies some use of the
home language (e.g., Spanish) for instruction for some given period of

time. Thus the 1ssue here is not one of access to the program but
rather the accuracy and laogulc¥ of the Tnformation on which placement
ecisions are made,

InPLICATIONS: Schoo) districts should be strongly encouraged to
use multiple kinds of dats from various sources to arrive at dectsions
about the placement and’ fnstructional treatment of language minority
children. A forma) language measure cam provide one kind of informa-
tion; school personnel's professional Judgment about the student's
language characteristics fn both formak-and' tnforma) school settings
can provide another; the student's academic performance can reveal
still further information: and home language surveys and educational
histories contribute additiona) data. Hente, oral language profi-
clency test scores should not be the only (or even the primary) source
of information on which decisions are made,

Secondly,

to_what extent does the'child's lanquage at the time of
the actual instructiona
@ teacher's perc ons 0 s language aof es an
instructional needs determine, to 8 large extent, the instructional
treatment delivered to the student, Therefore, in bilingual class-
rooms, use of the home language for instruction for a given child or
group of children will vary, both as a medium of tnstruction and for
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support within the classroom environment, An underlying belief in
transitional bflfngual education programs is that reading is a single
process and that having learned to read in one language, reading in
another known language is a matter of transferrir~ and extending one's
knowledge and skills., It also is generally beli. .d that bt 11ngual
children learn to read more easily and efficiently when their inftia)
reading instruction is {n their stronger language, Therefore, transi-
tional bilingual programs mdy provide initial reading tnstruction tn
Spanish for children who clearly are Spanish dominant and, at the time
formal reading instruction begins, 1imited in their English skills,
Formal reading {nstruction usually begins in first grade,

In the present study approximately one-third of the children
received inftial reading {nstruction in Spanish, While all of the
students in the sample were diagnosed a3 Limited EngTTSh Proficient

——

when t

Length of Stay in Bilingual Program

ISSUE: Length of stay in the program 1s also determined to a
large extent by gio teacher's porcopfgons of a student's readiness to
perform in an all-English classroom, as well as by prior {nstructional
treatment and the student's progress in acquiring English. In this
study, some students were transferred to a mainstream program at the
end of their kindergarten year, presumably because they had either
progressed rapidly in acquiring English and were no longer considered
Limited English Proficient or at entry their English skills had been
underestimated. Other students in the sample scored low 1n both
languages (or were percetved by their teachers to have attained inade-
quate oral language development in either language), and it was
presumed they would do as well in English reading instruction as in
Spanish, Sti11 other students who rematned in bilingual classrooms in
first grade and received initial reading instruction in English may
have had sufficient skills {n English to be in mainstream reading
Classes but the diagnosticians believed they needed support in the
home language in other curriculum areas,

Thus, contrary to popular belief, not all children enrolled in
bilingual classrooms received reading instruction in thetr non-English
Yome language. Of the students in this study who did receive Spanish
roading instruction, most remained in the Spanish program for at least
two years.

IMLICATIONS: Given that teachers' perceptions determine to a
large extent the instructional treatment children receive, teachers
should be knowledgeable about and have stgnificant input into the oral
lan?uage assessment process, particularly as related to entry/exit
decisions,
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Teacher training for assessing oral language assessment needs
strengthening, This tratning shouid give teachers the skills to be
astute observers. They need training in how to observe language
behavior as well as in what to observe (eTg., social, personal, and
cognitive aspects of oral Tanguage proficiency as well as the
Tinguistic dimensions),

Research is needed that

«es foCuses on how to tratn teachers to be better observers of

language performance, including the content of what is to be
observed,

ees examines criterfa teachers use in making placement
(grouping) decisions for reading instruction within a class
and for instructional treatment decisions for each of the

tnstructional groups,

ces @xamines, on the state level, how teachers make decisions
about bilingual and Englishezs-a-SQcond Language students
and the extent to which thosé decisions are congruent with
state and local policy; research is also needed that
fdentifies ways in which rules, regulations, and teachers'
decisions may converge to arrive at consensus among

practitioners and regulatory agencies,

Language Develop-ent and Reading Acquisition N

ISSUE: To what extent does the child's lan uage development at
the time of entry Tnto school afTec subsequent reading achievement’
e erature includes numerous studies showing a erate-to-strong

relationship between oral lanbuago”dovilopnont'and'rtading achieve-
ment. Knowledge of the language being read is at the heart of the
process. Reading is a derived skill building upon oral language and
requiring the translation from writing to a form of language from
which the reader already s able to der{ve meaning, “To learn to read,
children must bring their knowledge of the spoken language to the
written language. K well-developed system of oral language assumes a
functional vocabulary and the abtlfty to discover the structure and
meaning of spoken uttéFinces, It alsg assumés a rudimentary ability
to reflect upon language aliowing children to discover the properties
of spoken language central to the correspondence between its written
and spoken forms (e.g., dwareness of relationships among words in
text, as well as among higher-order structural units such as clauses
and sentences). Children who do not have a well-developed understand-
ing of the communicative process at school entry often experience
difficulties in learning to read and therefore fall below the school's

expectations in their academic progress. In the present stud

teachers rated the oral language skills of a roxgaafo1 44 ’
y r teac unable to participate

with facility tn English 1n any but very familiar, routine conversa-
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tions, and they were characterized as demonstrating less than nattve
or near-native facility in Spanish for students of their age,

IMPLICATIONS: School-based preschool programs and parent
involvement components of school programs have gained support as means
of enhancing the language development of young children, With
adequate attention to staff development, instructional focus, monitor-
ing, and funding, such programs could significantly advance the lan=
guage development of “high risk" youngsters and shoyld therefore be
made more widely availabie to low=income language minority students,

Research {s needed that examines the effects of preschool

programs on the language development of language minority children and
related effects on subsequent reading achievement,

Pre-reading Ski11s Development and Reading Achievement

ISSUE: To what extent does the child's re-reading skills
ent reading achievemen

g entry into 001 has an impact on
their reading achievement both in the early stages of 1iteracy acqui-

sition and in 1ater reading achievement, An important question for
educators is, "Can tnstruction change the relative level of attainment
in 11teracy that s predicted by individual differences between chil-
dren 1n thetir knowledge about 11teracy on entry into school?" A
number of studies have shown that differential progress in the acqui-
sition of 1iteracy ts related to the quality of tnstruction children
receive, The problem, however, remains, Children who are well
repared at entry to take advantage of wha as to offer

the ool , ermore, these children ovcten become
1ocE5§ Tnto an Tnstructional tract in which the instruction is the
same as for other students, only at a slower pace. The students'
expectations for themselves deCline, as do the expectations of
others., The range of tnstruction delivered fs such that these sty-
dents have limited opportunities to 1earn more than a narrow range of

the skills and content needed to become fluent readers,

INPLICATIONS: A challenge for the schools 1s to find means to
help prepare the less academically advantaged children to benefit from
instruction and to accelerate their growth {n the early years so they
can keep up with their age group in the general school population,
Well-designed preschool programs could expand the knowledge and
experience base needed for subsequent academic learning, Further, the
whole concept of ability grouping for fnstruction and instructional
“tracking” needs to be closely scrutinized. Such organizational
Procedures may not be in the best interest of 1ow achieving students,
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Rate/Pattern of Language and Reading Growth

ISSUE: To what extent does rowth and development of oral
language following school entr 'cgi%risuie to re33$% achievement?
tﬁT?E?gi'?FEEFTF'Egﬁ:Ei§1155 Tanguage background who enter school with
1imited English-speaking skills face mastering the grammar of a new
language. But the problem goes far beyond that. The children must
learn to communicate in a unique setting for them -- the classroom,

As yet little is known about the nature of the 1inguistic demands
faced by children during the critical years of their schooling and
about how bilingual chiidren acquire language-use competence for both
academic and social purposes. Most children by the age of five have
control of the basic structure of their native language and of most of
the complexities of conversational interaction, However, when they
enter school, children confront a new Speech environment with differ.
ent 1inguistic requirements to accomplish thetir informational and
social goals, They must, therefore, acquire dimensions of language
which many children at school entry have not developed in their native
language. The following two examples demonstrate this and define some
?f the features of what is called “formal® or "school-related"
anguage,

e w - -

One example invalves the interactional rules (or interactional
requirements) of the classroom, A Ough apparently there is no
significant 'transitjoﬁ"involving gramar, phonology, or even vocabue-
lary in a given langiage between that required for communicating in
the home and the school, differences do occur in the nature of the
interactions that take place in the two environments,

e i

Firstly, the relative frequency of types of interaction differ,
For example, the three-part structure of the question-answer sequence
(teachor-pupil-toacher) occurs with far greater frequency in the
classroom, as do pseudo-question where the asker dlready knows the
answer (e.g., Teacher: This fs a triangle, Billy, what is this?),

Secondly, the role or status of the participants differs in the
two settings. In interpersonal communication, typical of the home,
the child shares the responsibility for tnitiating topics. A two-way
flow of new infofmation develops, and meaning s often supported by
shared knowledge of the event, as well as by contextual cues from the
situation in which the exchange takes place. The reverse is true in
the classroom, Most often the teacher inttiates the topic and assumes
the authority role. The student is the recipient. The flow of new
information is a one-way event (knowledge of the svent may not be
shared by the child), Contextual cues are groatly reduced,

Thirdly, the conversational structure of classroom talk differs,
partly because of the pedagogic motivation that underlies much of the
talk at school but also because of the special requirement to maintain
order in conversation involving large numbers of partictpants, Thus,
children must 1earn a set of discourse rules for that particular
setting (e.g., how to successfully engage the teacher and others to
acquire the necessary input for learning; when and under what condi-
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tions a turn can be successful ly negotiated; how to deal successfully
with a specified topic). At entry into school, student competence
varies in these special aspects of communication in classroom activi-
ties. Success in school depends on adequate knowledge of the rules of
classroom discourse, and for many young children this is a major
learning task.

A second characteristic of "school-related" language deals with
the use and interpretation of language in different contexts, In
recent years it has become increasingly clear that users of language
acquire skill in both the natural and formal domains of speech and
thought. Children, having been reared in the informal and intimate
language of tre home, come to school with 1inguistic skills character-
istic of natural language, but the school uses formal language in oral
discourse {n the classroom and in the textbooks. To make academic
progress, students have to acquire formal language.

A number of scholars studying the relationship between language
and thought describe differences tn the use and interpretation of lan-
guage in face-to-face communication and language used autonomously,

In the former, the language 1s supported by contextual and paraline
guistic cues and, therefore, s less dependent on the specific
linguistic forms used for 1ts interpretation than on e expectation
and perception of the speaker's intentions. and the salient features of
the context, 1In contrast, language and thought that moves beyond the
bounds of interpersonal context (1.e., formal language) makes differ-
ent demands on the individual and gg;uiros the user to focus on the
linguistic forms themselves for mean ng, since meaning is au onomous 1y
represented and contextual support 1s greatly reduced, The linguistic
message must, therefore, be elaborated precisely and explicitly,
whether in the oral or written form,

To a considerable extent, formal education teachers the child to
process and produce those varieties of spoken and written language in
which meaning {s autonomously represented. Language growth equips the
child to use language symbolically to represent remote, imaginary, or
even hypothetical events and expertiences. In acquiring 1iteracy and
the spoken form of formal language, children learn to assign meaning
to the linguistic forms per se and become conscious of the process by
which language can be con rolled and manipulated to gatn knowledge and
to apply that knowledge in a variety of academic and soctal contexts.
Learning to deal with language in this manner 1s necessary for reading
success, VYet it 1s a difficult process for many children, since it
requires learning to view and to use language in a new and expanded
way,

In the section reporting the findings of the study, it was noted
that the children in the sample developed oral English skills (as
assessed through 1istening comprehension) at a rate exceeding the
expectitions of the growth track model. The students made consider-
able progress not on y in learning English grammar but also in
acquiring the dimensions of English profictiency referred to above as
“school-related” language (as reflected in teacher ratings and ratings
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of audiotiped language samples; also Klee, 1984), Thneir oral Spanisn
ski11s, 1n contrast, proceeded at only half the expected rate and were
projected to fall delow grade-leve! expectations during the primary
grades. The lesser growth in ora) Spanish skills can be explained in
part by the fact that only about one third of the sample received
varying amounts of 1iteracy instruction in Spanish in the early
grades, consequently a disproportionate @mount of the instruction for
the entire group wes 1n English over the course of the study, None-
theless, mastery of a second Tanguage beyond that required for inter.
persondl communication takes time, Even with consideradle emphasis on
English reading instruction 1n the classrooms 1n the study, the oral
English skills of the Low English entry group, while showing greater
growth rates than that of the High English group, did not match those
of the!r relatively more English proficient peers until late fourth
grade, This findings lends support to other resedrch that suggests
that 1% takes ve ) al_vears, on the avarage, to

A

L - ‘eNRmY PP ) A, av

Certainly, entry ora) Wbrop ski11s had a pervasive effect on
various 8 of resding ech o These skills were associated
with entry Yeve) skills 1n ing 1n both English and Spanish,
Students whe entered with y Mgher orel sktils tended to have
relatively greater skil) 1 decoding then did students with relatively
Tower oral skitly 1n & given Tanguage. Mowever, students in the

sample, on the average, learned to decode words 1n 1s0lation 1n both
lam 8t rates exceeding grade leve) expectation and were above

or 1 expectation in decoding throwghout: the primary grades,
Such performance :gia"y is cbserved 1n reading 1n a second lan-
guige, However, rate st which chitdren are sble to decode and
process linguistic units ( ing fluency) affects reading comprehen-
sion. The students’ reading rate wes sTow in both Tanguages (viz.,
1688 then two sylladles per second by the end of second grade).
Possidle factors emnmn' to & slow reddtng rate include lack of
sutomaticity of decoding skills, 1nadequate word analysis skills, less
than devetopment of ora) proficiency, limited knowledge of
text structure, and insufficient use of ensd ing text processing stra-
tegies (e.9,, vsing context cues, min‘-mrﬂdm themes, adjusting
redding rate to the purpose of the task .

In the aggregate, 118h resding ¢ sion, as assessed by
the performance-based re ’ slightly above the
expected rate. Mowever, the students’ entry level reading comprehen-
sion skills were such-thet, progressing at the rate of a year of
gromth for & year of instruction, their reading comprehension rematned
s11ghtly below grade level expectations throughout the primary grades, -

Oral language entry skills were showm to be subetsntislly related
to performance 18 reading comprehension. Students WhO entered with
relatively high English ong). skills 2130 -entered with detter developed
reading comprehension skills, and, while growth rates did not differ
for the twe growps, the advantage of the high English group at entry
resulted 1n this group’s consistently higher level of achievement in
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reading comprehension. On the other hand, children who entered witn
relatively higher Spanish oral skills had growth rates in English
reading comprehension exceeding that of students who entered with less
wel] developed skills in Spanish, These findings suggest that
hildren who come to School with well developed oral janquaqge skills
anguages have an advantage 1n Tearnin to read
connected text, as NI? er oral English entry s S were associated
with higher entry English reading comprehension skills, and higher
oral Spanish skills were associated with greater growth in Engligh
;oad:?g comprehension (but not with entry reading comprehension
evel),

Finally, for standardized tests of English reading, higher entry
oral English skills were associated with both higher English reading
comprehension entry skills and higher growth rates. Spanish oral
skills had no influence on efther entry level comprehension skill or
growth rate on standardized Eng}ish reading achievement tests. For
high English entry students, who for the most fart received their
tnitial reading instruction im Engligh, growth in English reading
approached the expected rate, a year of improvement for a year of
instruction., For low EngHish entry students, rate of growth in
English reading was about three-quarters of & grade-levels:improvement
for a year of instruction., This cin be exptained, ‘fn part, by the
fact that a portion of this group received reading instruction in
Spanish for one or more semesters (usually two or more years) before
being transferred to English instruction .

.....

InPLICATIONS: For the students in the study, present schooling
practices result in reading achievement on performance-based tests
projected to be within: a grade level of expectation at the end of
fourth grade, with students who entered with--relatively higher English
skills projected to be slightly above grade level expectations, On
standardized reading achievement tests the picture is somewhat differ-
ent. The overall sample is projected to be about a grade level below
expected norms, with the high English entry group approaching grade
level norms by-.the. end of fourth--grade. .

’

Several studies (Doedbler § Mardis, 1980-81; Gonzalez, 1977;
Leyba, 1978; Roster & Farella, 1976; San Diego City School, 1982;
Trotke, 1981; Willig, 1985) suggest that the full benefits of tnitial
reading instructiom:in the home language often are not apparent until
students who have received sucl instruction are in the later elemen-
tary grades. A follow-up study of students in this study could pro-
vide g;utor ins’'ghts into the long<term effects of bf1ingual
education, ~

Further, some students in the study were deemed by their teachers
to have had relatively low oral language skills in both their home
lan?uago and English on entry into schoo¥. - Stnce entry oral language
skills were found to be associated with reading performance in
important ways, research that can assist schools in working
effectively with such students appears to be warranted,
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Similarly, effective means for increasing the reading rate
(decoding fluency) of children from non-English langyage backgrounds
need to be identified and communicated to teachers, as less than
adequate reading rates may be impeding the growth of some of these
children in reading connected text,

Transfer of Skills Across Languages

ISSUE: To what extent do knowledge and skills gained in one
1anguage transfer to similar tasks 1n another known ian uage? An
g premise of. trans ngua ucation is that reading

ying pr tional 9
skills gatned tn tnitial fnstruction in the home language can be
transferred to reading in English and that children, having learned to
read successfully in thetr home - 1angua v-5an- be taught relatively
easily to read at the same level in English, once oral English skills
have reached an acceptable proficiency level, This assumes that
transfer of learning will occur "after certain conditions are met -~
the new knowledge of skill s generalized to the new situation and the
child understands the applicability or utility of the knowledge or
skill tn the new situation, '

In the SEDL study, the correlational pattern between the English
and Spanish reading meaSures suggest that a child’s knowledge and
skills assoctated with deCoding are related across the two languages,
as are those associated with overall reading ability, but to a lesser
degree. This finding supports the premise that reading 1s a single
process and that reading knowledge ‘and skills gained in one language
can be transferred, if the necessary conditions are met, to reading in
another known Tanguage.’ o ! o

IrPLICATIONS: The practice of teaching children to read
inttially in their stronger language appears to be educationally
sound, However, in commenting on the transfer of learning within a
bilingual setting, researchers (e.g., Mo11, Dfaz, Estrada, & Lopes,
1978) content that 1earning is primarily situation specific;
generalizing to other situations depends“apan’ organtzing the environ-
ment to facilitate application to a différent setting, Therefore,
1esson environments have to be constructed S0 children will perceive
that what they have learned in Spanish reading class 1s also applica-
ble tn English class and vice versa, This suggests that the instruc-
tion in the two languages shouTd“BE ¢losuly coordinated. It also
suggests that planning and teaching for transfer of learning should be
included in the trainfing of teachers who work with bil1ingual children,

Precursor Skills and Reading Achievement
ISSUE: Entry oral language and pre-reading skills are associated
with reading achievement.  When compared with children with less well

developed skills at entry, children with relatively better developed
oral language and pre-reading skills at entry were better able to take
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advantage of the instruction offered and to maintain their relatively
supertor level of attainment in reading throughout the primary grades,

INPLICATIONS: Entry English language skills have pervasive and
lasting effects on English reading achievement throughout the early
eleméntary grades. While the oral English growth rate of the overall
sample proceeded at a rate above the expectations of the growth track
model, the Low English entry students' growth rate was greater than
that of the High English entry group. However, the two groups did not
converge until late fourth grade. This suggests that acquiring
“school-related” skills in a second language takes time., An important

question for educators ts, "What are effective intervention strategies
for ensuring academic progress during the years while these children
are 1n the process of gaining the fecessary proficiency in Englis

An additional important challenge fdf educators s to find means
to ensure, and perhaps accelerate, language and reading growth o

Q@ cCnti
get o 04& siow 1 001, gain somewhat less than a year of
growth for a year of instruction, and fall further behind their more
academically-prepared peers as they progress through the early
elementary grades,

Nowinal Instructiona) Programand Reading Achievement

ISSUE: The investigators examined the degree to which the number
of years students were enrolled in a Spanish reading program could
account for reading achievement within each of the {nstructional
years. For Spanish 1iteracy, enroliment in Spanish reading programs
is positively related to reading achievement during the early grades,
but this relationship becomes negligible in the later grades. Chil-
dren who are placed in these programs are generally those deemed by
the schools ta.be 1imited in their English skills and to have stronger
skills tn Spanish than in English when formal reading instruction is
begun, usually in first grade. These children remain in Spantish read-
ing programs until they reach.a predetermined level .of oral profi-
clency 1n English and attain a specified 1evel of reading in Spanish
and/or perform at or above a specified percentile score on a standard-
12ed test of reading achievement in English (usually the 40th percen-
tile). In this study, some students received Spanish reading instruc-
tion for one year before beting transferred to English reading; others
remained in Spanish reading for two, three, or four years, with most
being transferred to English reading by the end of third grade, After
transfer to English, no further reading instruction in Spanish was
provided, except during a brief “transition" period tn some schools.
With such criteria for transfer, the few students who remained in
Spanish reading programs beyond the third grade 1ikely were children
who were having trouble learning to read, since the oral English
skills of most of the students by third grade exit tended to meet or
exceed the oral English criterion for transfer,
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IMPLICATIONS: While acquired English Titeracy skills were found
to be generally negatively associated with numbers of years of enroll.-
ment 1n Spanish reading programs, there is some indication of rela-
tively superior English literacy skills at fourth grade exit for those
students with longer (longitudinal) enrolliments 1n Spanish reading
programs. Although the sample was 1imited for this instructional
year, this trend 1n the data raises some 1nterost1ng questions, For
children who begin inttial reading {nstruction in Spantsh 1s there a

benefits of such instruction to affect positively growth 1n English
literacy? If so, does it correspond to the level of 1iteracy that
monolingual children normally achieve by the end of third grade? Are
children in transitiona) bilingual education programs, where criteria

mance, being kept in Spanish ceading programs long enough to attain
the requisite 1iterary skills in Spanish? Does the time frame of this
study, kindergarten through grade four, capture the long-term effects
of initial reading tnstruction in the non-English home language?

These and related questions merit attention as they are central to the
current controversy surrounding transitiona) bilingyal education.

Quantity and Quality of Instruction
ISSUE: Jo what extent does the quantit and quality of the

instruction ) nqual_caildren artect reading achieve-
ment e many Tactors afrecting sty progress in reading,
Tnstruction 1s.the one for which the schools have primary responsibil-

ity and over which they have the most control. Identifying fnstruc-
tional patterns associated with.success and failure, both in the early
stages of reading-iastruction and in subsequent years, is a critical
fssue surrounding improvement of practices for all children,

Educational research over the last 10 to 15 years, conducted
primarily with students from the general school population, has
produced a solid knowledge base allowing educators. to point with
confidence to characteristics and actions that differentiate between
instructional settings in which students_successful ly master the
learning goals set for them and those in which students are less
successful, It identifies and describes what effective teachers do
and how effective instruction is accomplished in effective schools,
Similarly, somec of the most eminent reading experts claim that the
best teachers in the best schools know how to turn students into
proficient readers (Anderson, Hiebert, Scott, & Wilkinson, 1985).

Research in bilingual education and rafated topics has also
accumulated a substantial knowledge base in the last 10 years, The
focus on academic achievement in the late 1970s and early 1980s led to
more and more investigations into. the interaction between differences
in the languages of instruction and the student. This in turn
uncovered a variety of variables that prompted research into school
and classroom climate, teacher and student varfables, and pedagogical,
socfocultural, and legal fssues, Thus, a considerable body of
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research exists that speaks directly to issues related to language
minority education.

when examining the findings from the instructional data from the
present Study in relation to the knowledge base of other literature,
one “Inds instructional patterns and teacher behaviors associated with
student academic gains in monolingual classrooms, successful practices
in bilingual classrooms, and less reading gains in monolingual class-
rooms.

Practices Associatad with Student Academic Gains

- - -

Factors present in the data associatad with student academic
gains and successful practices tn both nonolingual and bilingual
classrooms fnclude the following, .

..

-= Strong focus on academic work;. tina spant working with textual
materials (as contrasted to time spant with non-taxtual
materials). .

-= Time allocated to reading and academi¢ verbal interaction;
1iteracy skills tend to show greater improvement with
increased exposure to instruction.-- the more opportunity for
learning the greater the skill acquired, -

== Use of activa'taaching“practicas; relatively larga,anount of
instruction from and interaction with tha taachar. st
== High “achievement axpacgrgioas- use of tasks of appropriate
difficulty level that challenge the student, yet allow consis-
tent -success; -

- Efficient classroom management; allocated instructional time
devoted to instruction; classrooms that are relatively free of
major behavioral disordars.- . :

Additional factors assoctated with successful bilingual
classrooms include the following, ey
-= use of the home language with Limited English Proficient

students suna of the time,

-= Use of English primarily during English-medium instructional
periods and Spanish primarily during Spanish-medium {nstruc-
tional periods.

Practices Associated with Less Student Gains

Factors associated in the present study with less student gains
in reading as well as those identified in research on monolingual
students may be summarized as follows.
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== Amount and quality of decoding instruction (inappropriate
amounts or timing of such instruction; non-explicit
instruction on letter-sound pairing),

== Limited attention to explicit instruction in developing
vocabulary (word meaning) and higher-order comprehension
strategies (beyond those of comprehension of 1iteral facts),

== Abtiity grouping of students, which may not be n the best
interest of low achieving students., Children assigned to the
lower groups are locked into an instructional track in which
the range of instruction 1s such that they have limited oppor-
tunity to learn more than.a narrow range of the skills and
content they need to become fluent readers,

-= Extensive use of seatwork assignments for 1ow reading group
students. . Recent research suggests .that seatwork 1s qualita-
tively a different experience for 1ower achievers than for
high achievers. The two groups differ in fluency of their
answers and the appropriateness of strategies they use. This
may ‘exptatn why schievement differences widen over time. Low
achievers are spending less of their seatwork time in
beneficial ways,

IMOLICATIONS: The ctassronus;1w-thisustudy exhibited several of
the characteristics of effective instruction. For_the students (tn
the aggregate) such tnstruction produced approximately a year of
growth for a year of instruction in English reading comprehension, as
m:::ured by performance based.tests. Instruction does make a
difference, — - -

While the classrooms were similar in many ways, varfation was
noted on the quality of the dimensions of tnstruction assessed. This
suggests that to ensure effective instruction of all students, certain
tnstructional dimensions need strengthening, Staff development should
aim toward trajping,teachers to.(a). monitor thetr own use of language
in the classroomand to provide instructional. activities making strong
formal language demands on students; (b) make optimal use of textual
matertals, favoring these over non-textual materials in both direct
instruction and independent work; (c) fncrease instruction in word
meaning and the higher-order comprehension skills and to strengthen
such skills through explicit instruction; and (d) evaluate the
decoding needs of thefr students- and-tatlor their instruction on
decoding to the identified needs, making such instruction explicit and
limited to appropriate amounts. In addition, the practice of grouping
students for instruction needs carefyl consideration, not only in
terms of optimal size, but also in terms of student membership,
permanency of the group once formed, and fnstructional treatment
provided, .

-y LICN
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Site Characteristics and Reading Achievement

The sites in this study were selected to achieve variation in
several areas (e.g.,Size, socfoeconomic status, degree of urbanicity,
concentration of Hispanic students, characteristics of the readin
program). Given differing contextual environments, site differences
in language and 1iteracy development could be expected. For English,
site contrasts in such development were relatively tsolated,-suggest-
ing that schools were adjusting schooling practices and tnstruction to
meet the needs of the local school population. Spantsh literacy, on
the other hand, was more advanced at certain of the border sites where
substantial non-school support for Spanish was avatlable.

language is used in the community and the wider environment, as well
as the role of the home language in the affairs of the home and of the
community; attitude of the student . and others toward the maintenance
of Spanish; and the extent to which written matertals and formal usage
are avatlable to the students in the home language.

Without strong support from the home and the community, students
tn transitional bilingual education programs are unlikely to achieve
high levels of 1iteracy in Spanish. Indications are that these pro-
grams can, and are, promoting English 1iteracy for all students, and
in the case of the present study, slightly more than half of the
students were reading in English at. grade level expectations by the
end of second grade.

RESEARCH DESIGN

Some elements of the research design have been presented briefly
in preceding sections. A more comprehensive summary is provided in
the following pages.

To achieve the objectives of the study, considerable attention
was given to the selection of schools, teachers, and students; the
instruments for assessing language and reading achievement; the
methods for assessing class-oom instruction; and the data analysis
Plan. Each of these topics are discussed briefly below,

Sample Description

Having determined the goals of the study and that 1ow-tncome
Hispanic children enrolled in bilingual programs in the State of Texas
would be the primary focus of the study, a purposive rather than a
probability sampling procedure was selected, e plan included
sampling at five units of analysis: region, school district, school,
teacher/classroom, and student.
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The general approach was to start at the highest level of the
chain with the selections of regions, then proceed to sampling at
lower levels, using data available at each point to establigh fixed
categories from which samples were to be taken, Data compiled by the
Texas Education Agency and previous work at SEDL suggested that two or
three general types of bt1ingual education programs could be
identified with two or three reading approaches nested within, or
across, the bilingual programs.

Site Selection

The initial selection of sites was based on dividing the state
into geographical regions that took into consideration a combination
of regional, political, socioeconomic statys, language, and
degree-of-urbanicity variables, The following three geographtcal
regions were then selected, ‘ .

Central Texas -- a region that is both urban and rural and
contains a number of btlingual programs. _ -

Texas Border Arca -- rural, low socioeconomic status, substantial
numbers of Spantsh dominant students, .

North Central Texas -- large urban area, largely monolingual
English, middle-sized cities, poor and middie class.

Selection of School Districts .

Within each region, four to eight school districts were
fdentified for potential tnclusion 1n the study, Ultimately, five
districts were selected that broadly represented the varfables of
interest -- stze, soctoeconomic status of local community, degree of
urbanicity, nature of the bilingual program, degree of variability of
schools and teachers within the district, and willingness to cooperate
tn the study.

Selection of Schools”

Schools were selected within each of the districts on the basis
of such variables as, but not 1imited to, the nature of the bilingual
Program, nature of the reading program, and character of the schoo)
organization (e.g., muitiple grading, team teaching, open classroom
configurations, and individually-guided education programs). Fourteen
schools were selected from which the student sample was inftially
drawn, As the students moved through the grades, six additional
schools were involyed,

Selection of Teachers/Classrooms
\ . - .
Data available at the district and school level were used in the

selection of teachers. Variables considered in teacher selection, as
students entered the study initially, included number of years of
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experience, specialized training in reading and bilingyal education,
number of years at the present school, and qualifications and role
functions of the teacher aides.

-As students moved to the next grade, they were often dispersed
throughout all appropriate classes available in their school at thag
grade level, as the study had no control of student placement beyond
the students' initial year in the study. At first, the student sample
was assigned to 26 homeroom classes. However, because of team-
teaching and other organizational approaches, 37 teachers constituted
the initial teacher/classroam sample,

Selection of Students

The students' language and reading skills were assessed with a
variety of instruments, and their tnstryctional programs and classroom
tnstruction were observed and documented. For some purposes, all of
the students in a class were tested with certain instruments; Tor
other purposes, the instructional program of the entire class was
observed. In aidition, a target subs 1¢ of 10 students was selected
in each class for a more datar ‘ongitudinal “case study*
examination,

The primary factors for the selection of target students within a
classroom tncluded sex, langgfgc sffﬁuf.‘a?alan Tndex of cognitive

style,

In sum, the five Texas sifes selected represented a cross-section
of school districts typically found in the state and reflect variation
in size, socioeconomic status, urbanicity, locale, and makeup of the
student body (from medium to high concentration of bilingual stu-
dents). They also reflected a high degree of diversity in terms of
curriculum used, organization for instruction, criterta and practices
for transition from Spanish to English reading, and fnstructiona)
emphasis, Thus, the naturally occurring vartations necessary to the
design of the study were found in the sites tncluded in the study,

Cohort Plan for Longitudinal Investigation

To achieve the purpose of the study, 1t was desfrable to track
the target students from entry into kindergarten through the end of
fourth grade. The growth and development that are the focus of the
study nommally takes place over this time period, and a
cross-sectional design would have been altogether tnappropriate,

For practicality, what was Planned and implemented was the
selection of cohorts (groups) of relatively modest sample size that
were tracked for varying periods of time in successive waves, Four
student cohorts of differing stizes entered the study during the course
of a three year period. Each cohort of students was tracked from
their antry into the study through the last data collection year
(1982-1983) or until they exited fourth grade. The selection
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procedure yielded a subsample of 380 students distributed among the
cohorts as follows:

Cohort 1: Year 1. Site 0 - 2 schools, 4 classrooms, 40 target

‘students 120 K; 20 F)eo

- Cohort 2: Year 2. Site 0 - 2 additional classrooms, 20 students
; Site T < 1 school, 2 classrooms, 20 students (1g

K; 10F); Site 2 - 1 school, 4 classrooms, 40 students
(20 x; 20 ¥V,

Conort 3: Year 3. Site 3 - 1 school, 3 team teaching units, 8o
. 5T TTngual students, 10 monolingual English (all K
students); Site 5 - 7 schools, 11 classrooms, 80
bilingual students, 30 monolingual English (a1l K
Stud.nt!). v

Cohort 4: Year 3. Sited - 2 schools, 4 classrooms,

monolinguaT Spanish - students (&¥F first graders).

Since the students entered in successive waves, with most of the
students entering during their kindergarten year but with sSome
entering at first grade, certain of the students were tracked for five
years (K-4); others for four years (K-3 or 1.4); yet others -- the
majority -- were tracked for three years (K-2),

Instrumctation and Data Collection

Data were collected in accordance with & data collection schedule
that was prepared esch summer and distributed to data collectors prior
to the beginning of the school year, Two major sets of instruments
were administered each year, one assessing student characteristics and
academic performance, and a second providing information on teacher
characteristics and classroom instruction, A brief discussion of
these data sources is given below,. .

L= 0% AR

Student Characteristics and Academic Performance

For studonts.."tho study‘s-primary interest focused on language
and literacy growth, The instruments enployed 1n the assessments of
these skill areas are described below.

Language Assessment

Several types of data were collected for edch student concerning .
their oral language proficiency in both English and Spanish, At th(
beginning of each year, teachers provided a general charactertization
of their students’ language in terms of English-Spanish dominance,
c.ploying the Student rational Language Assessment Scale (Duncan &
OeAvila, 1976). In Tate FalT [after becom ng more TamiTiar with their
students) and again in late Spring, teachers provided a more detailed
rating of their students' language skills employing the Oral Language
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Proficiency Rating Scale (Mace-Matluck, Tunmer, & Domfhguez, 1979).

andardized orai language proficiency tests, selected by the district
from those allowed by state policy, were administered in the early
Fall of each year, the test almost exclusively selected being the
Language Assessment Scales (DeAvila & Duncan, 1977), Finally, for a
subsample 0 e target students, audiotaped speech samples were
obtained monthly on a rotating schedule in three settings: the
classroom, the playground, and the home,

Reading Assessment

Several instruments were used to measure reading achievement,
First, detailed information was obtained from two individually
administered “"performance based® tests assessing both English and
Spanish literacy skills, T . '

In the Fall of kindergarten, the Stanford Foundation Skills. Test
(Calfee & Associates, 1978, 1980: Calfes -Pefla, 1978, T980) was
administered to assess pre-reading skills, providing independent
measures of-visual dfscrimination, phonetic segmentation, alphabet
knowledge, vocabulary knowledge, and narrative comprehension, From
the end of first grade on, the Interactive Reading. Assessment S stem
(Calfee & Calfee, 1979, 1981; Ca ee, Calvee, a, was
administered during the Spring of each school year to assess reading
skills ggg se. This {nstrument provided independent measures of
ski1ls Tn decoding, speliing, word meaning, fluency in oral reading,
and 1istening and reading comprehension,

210l

As supplemental. information, tnformal reading inventories were
administered throughout the school year after the reading of connected
text began. Finally, standardized achievement test scores from Spring
district-wide administrations were colTected yearily in both English
a?d Sganish (though the latter were rarely admintstered in the study's
S tQS . o v e . ¢ Tu

—— -—

CRTINTS "1 ARt e e e

Classroom Observation and Teacher Interviews
- e e s

Project staff conducted monthly observations of the reading
instruction in each classroom and interviewed the teachers quarterly
abrut their fnstructional plans.. The observation instrument, the
Reading and Mathenatics Observation System (Calfee & Calfee, 1976,
T8 » dOCumen stariing patterns, grouping and organfzation, time
allocations, the language of instruction, the character of instruc-
tion, the materials and procedures used, and the response of the
students., The interview instrument, the Reading Teacher Checklist
(SEDL, 1978), focused on the teachers' general insfrucfiona! objec-
tives for reading, as well as the objectives for individual target
students. Finally, through the Bilin ual. Classroom Questionnaire
(SEDL, 1979) and its revision as the invonfor of Uiggn ual Instruce
tion (SEDL, 1981), overall program inTormation was collected through
Tnterviews with teachers about their datly schedule (as opposed to
only their reading instruction periods), Together, these instruments

provided a rich characterization of the tnstructional program for the
target students.
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Other Data Collected

Other data were collected and entered into the data system, For
students, “hese included yearly administered cognitive Style instry-
ments -- :amely, the Matching Familiar Fi ures Test (Kagan, Rosman,
Day, Albert, & Phillips, I§3§) and the Cﬁi1aron's Embedded Figures
Test_ (Witkin, Oltman, Raskin, & Karp, 1 == and a PiagetTan cogni-

ve development instrument, the Cartoon Conservation Scales (DeAvila,
1976). For teachers, these tncly a corresponding set of yearly
administered cognitive style instruments -- namely, the adult version
of the Matching Familiar Ft ures Test and the Group Embedded Figures
Test (Consulting ﬂsycﬁo1ogisfs Press, 1971) -="and an nstrument
esigned to ascertain the teachers' background characteristics ang
language skills, the Survey of Teacher Background and Language Skills
(SEDL, 1980). These data have en fu ome Decause

, 311y analy S
they appeared not to yio]duprq¢ucttvq.1nforuigion for"iho purposes of

the study under initial analyses, others because of their lower
priority in the face of 1imited resources.

Data Collectors

Al dt rect teacher input data were collected by full-time members
of the STIL research team. This requited systematic and frequent .
visits L. the research-sites,

A data collection team from each of the sites conducted formal
classroom observation and collected student data. In most cases, a
team comprised two people who were not;othgrwiso_ggplpypdi‘_All met
the following criteria: resident of the local community, experienced
teacher, Hispanic and fluent speaker of English and Spanish, and
acceptable to the school district, In all cases, the school district
administration provided a 1ist of acceptable and avatlable persons who

were then screened by the SEDL staff, -

Training for the data collectors..was extensive and ‘ongoing, with
all tra:ning conducted by the SEDL research staff, usually at the
local site.

[R

. Data. Management dnd Reduction

Standard” proéidures” weire used in the entry and cleaning of the
data, and standard statistical packages (generally SPSS) were then
used to obtain descriptive Summades, although a fair number of
specialepurpose programs had to be weitten to conduct some analyses
(most notadly, those concerned with the instructional data).

The goal of the data management procedure was two-fold., First,
the creaifcn of raw measure data sets that respected the yearly cohort
structu-~; o7 the study (mainly for the purposes of establishing
measuraras” reliability given tnstrument modifications over the years

of data zo.)r-2ion). Second, the creation of an {integrated data base
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across cohorts that respected distinctions in grade level (more
accurately, instructional year), such that for each individual student
a series of measures existed that was in a1l ways congruent with the
series for every other student in the study.

The goal of the data reduction process was to obtain a reliable
total score for each subscale of the instruments used in the study,
and then, guided by the Study's theoretical concepts, to reduce the
data structure to a manageable set of relatively independent indices.
As such, the analyses to date have treated only the gross features of

the data base. Much more detailed analyses treating the data's fine
grain have been left for future work,

Data Analysis

In this section, the approaches taken to the analyses of the data
base are summarized. First, an overview of the procedure used in the
measurement of growth is presented, followed by a description of the
techniques employed in the assessment of instruction, Finally, the
approach taken to assess the effects of entry skill and fnstruction on
subsequent literacy performance is discussed.

The Measurement of Growth
\

Given the selection of instruments in oral language and reading
and the summary indices of performance associated with each for each
instructional year, the problem of assessing growth for indfvidual
students over the semesters in which they may have been tested with a
given instrument was next addressed. The solution was dertved from
the account of growth in the set of component reading skills assessed
in the Interactive Readin Assessment System (IRAS), and was then
applied to student performance on other Tnstruments as appropriate,
As an aid to the explanation of this approach, & brief discussion of
the IRAS follows,

IRAS incorporates the developmental dimensions of basal readers
for each of the major components of the separable-process model of
reading on which it s based: decoding, vocabulary, and comprehen-
sfon. As an example, in assessir, real-word decoding, the IRAS mate-
rials were selected using word-frequency 11sts according to a linear
progression in readability (1.e., students were asked to read word
11sts ordered by the word frequency of thefr constituent words). To
the degree that (he basal materials drive student growth in reading,
then a year of effective tnstruction should correspond to a constant
amount of progress through the levels of IRAS, That ts, the structure
of the IRAS matertals incorporates a 1inear component, and therefore,
leads to the hypothesis that growth as measured over these materfial
sets should be largely 1inear.

Accordingly, for each student, performance within a given [RAS

subtest over the years tested was assessed by projecting the best-fit
regressfon 1ine through the set of avaflable data points for the given
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subtest. Such a 11ne Summarizes student performance in the relevant
task by providing estimates of (a) the intercept, representing the
ski11 level at which the student began schooling (actually, the inter-
cept at first-grade entry was computed rather than at kindergarten
entry, since this point seemed to be the modal value of the sample's
first systematic instruction in l1teracy) and (b) the slope, repre-
senting the average growth, fn terms of [RAS Tevels, for a single year
of instruction,

The degree to which the data actually reflect o significant
1inear component My be assessed by computing the amount of variadi)-
ity around the individua) student's best-fit 1ine. This index i3 one
minus the r-squared value, the latter expressing the squared correla-
tion coeffTcient between scaled subtest performance and grade leve!l,
When converted to a percentage, values of 100% are obtained when the
data show no 1inear component f.e., the average of the data values s
the best estimate of performance for any grade Tevel). At the other
extreme of 0% unexplained variance, each of the data values fallg
pmiulg o8 the projected 11ne, and subtest performance 1s perfectly
pred{ e for any grade level. For values between the two extremes,
some 11near component fs present in the data: As the percentage of
unexplained var{ance decreases, 30 does the avera (1inear)
pmtcti:a error, indfcating a relatively larger 1inear growth
component,

For the IRAS growth indices, the average unexplained varfance
over the English subtests was 19.6% (nngtng from 12.9% to 33.9% over
the nine component scales); for the Spanish subtests, the average
unexplained variance was 26.4% (ranging from 14.8% to 37.9%). These
values indicate that, on dverage, a large degres of growth as measured
in the IRAS component subtests can be explained as linear.

Growth 1n language, as revealed in certain measurement schemes,
My not be expected to be linear since the "mater{als® used to assess
1anguage growth Wy not have been desfgned in a faghion comparadle to
the IRAS design, Nonetheless, language growth does show evidence of a
1inear component, although 1t 13 not as substantta) as that found in
the IRAS indices. For growth in language as assessed by the Language
Assessment Scales (LAS), the average unexplained varfance for the
aver mitiple choice response scales (Minima) Sound Patrs,
Lexical » 8nd Sentence Comprehension) was 23.3% and 32.3% for
the English and Spanish indices, respectively; 41,9% and 39.93 for the
production rating in English and Spanish, respectively; and 33.2% and
42.93 for the overall level rating in English and Spanish. For the
:m r:::m comprising the Oral uage Proficiency Rating Scales

’ lmor percent unexpliained variance was 45.0% a
39.3% for the English and Spanish ratings, respectively. Thus, these
sets of language data also reveal 1inear growth components, though
they are not as strongly evidenced as in the IRAS data.

In summerys 40 pOints are fmportant to remember when considering

the descriptive data based on this analytic procedure. Fi rst, the
average growth measures presented are based on the best-fit 1ines
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projected through each individual Student's available data points for
a given measure. Second, the fits o these lines to the data are, in
general, fairly good, but they do not represent the whole story, as
indicated by the varying degrees of unexplained vartance,

The Aisossmont of Instruction

The instruction provided the target sample was documented through
two major information sources. The first was through regular class-
room observations (approximately five to six per year) employing the
Reading and Mathematics Observation § Stem (RAMOS). The second was

rough regular reading views:(appsoximately three per

Ing teacher inter
year) employing the Reading Teacher Cheeklist (Check1ists),

categories of instructional interest (delineated below), Associated
with each category was a set of mnamonic codes that detailed the
contents of the category (e.g., under the category of Instructional
Focus, a large set of codes was used to describe the possSible foct,
Trom letter-sound correspondence work to whole word recognition, to
text comprehension), For each minute of observation, the observer
entered the codes describing the classroom activities under each
category, thus providing a minute«by-minute account of the classroom
instruction observed, From these sources of instructional data,
indices of both the quality and ;uantit! of instruction with respect
to a set of 1nstruct§onl| 51muns ons were derived., The particular

dimensions of instruction assessed for each individual ta et student
from the observation-based summaries included the 70110wing.

Number of Students: the number of students contained in the
nstructional group.

Classification: the level of the instructor's formal training,
ranging rrom minimal (volunteer) to mid-level (teacher atde) to
substantial (substitute teacher, rescurce teacher, teacher).

Role: the level of formal instruction provided, ranging from
minimal (preparation, control, management) to mid-level
(facilitation) to substantial (dtrect instruction).

Subioct Matter: the amount of reading generally required by the
subje ng taught, ranging from minimal (class business, art)
to uﬂd-lovql (sctence, mathematics) to substantial (reading).

Instructional Focus: the relative explicitness of the instruc-

ona’ emphases and: strategisswenc(oyed. in three instructional
subcategories:

Letter-Sound TNTET-"the vtgg!plicitness of the

TnstructTonal emphas m’ on decoding, ranging from work
on isolated units (auditory discrimination, letter recogni-
tion, letter-name work) to non-explicit letter-sound patring

(whole word recognition, spelltng practice) to explicit
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letter-sound pairing (letter cluster-sound recognition,
letter-sound recognition, spelling patteprn recognition),

word Unit - Meaning: the relative explicitness of the
Tnstructional emphasis placed on word meaning, ranging from
low (dictionary usage) to mid-level (noun derivative,
compound words) to high (antonyms/synonyms. vocabulary

Sentence and Text Units - Meaning: the relative explicita
ness o @ instructional emphasis placed on sentence and
text meaning, ranging from 1ow (11teral facts) to mid-level
(story sequence, redicting events) to high (major ideas,
making 1nforoncosg.

Technique: the type of technique in which skills of visual or
aﬁaifigy'b.ttorn recognition were presented, as efther parts-to-
whole or whole-to-parts.

Lan*uago of Instruction: the language used in fnstruction
ellvery, ranging from all Spanish to alternating usage of
English and Spanish to all English,

Materials (Primary and Ancillary): the amount of text contatned
n materials used, ranging from minimal (art material, tape

recorder) to mid-level (phrase card, chalkboard) to substantial

(basal reader, 1ibrary book),

Activit*[Tisk: the level of formal language demand required by
Particular activity/tasks in three instructional subcategories:

Non-instructional: the type of instructional activity/task,
as either non-Tnstructional (clean-up, wait time) or
instructional (all other activity/tasks).,

Independent: the level of formal language demand for
activity/tasks classified as independent work, ranging from
minimal (art activity, copying matertal) to mid-leve)
(writing from dictation, writing answers) to substantial
(test taking, creating writing),

Listening and Responding in Group: the level of formal lan-
guage ai=553 for ac51v1§y7iasis Classified as listening and
responding in groups, ranging from minimal (music activity,
Playing games) to mid-leve) (watch-listen, listen-story) to

substantia) (Visten-lecture, discussion-speak).
Attention (Collection Years 1-21:' the attention of the tnstruc-

Onal group as rated relative to the activity/task required,
ranging from low to medium to high,

Number of Nonengaged Students (Collection Years 3-5): the number
of students coiga?EiE'Ti the tnstructional group who were not

engaged in the activity/task being conducted.
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Productivity: the rated productivity of the instructional group,
ranging from low to medium to high,

Noise: the level of noise as rated relative to the activity/task
_required, ranging from Jow to medium to high.

Over the five years of data collection, 1640 observation-based
summaries for individual target students were obiain n
English reading and 347 in Spanish reading, the difference reflecting
the predominance of English reading offered to these students),

For the interview-based sunmaries, the particular dimensions of
tnstruction assessed for each individual target student matched those
of the RAMOS with the folTowing exceptions, which were not appropriate
for the teacher interviews: Subject, Technique, the set of student
response indices (Attention, Number of Nonengaged Students, Productiv-
ity, and Noise), and transitional activities (Activity/Task: Non-

instructional)., Two additional categories not found in the observa-
tions were included tn the interview:

Number of Basals: the number of. different basals planned for use
n the delivery of the instructian,

ank: the relative position of the target students'’ reading
group with respect to the following criterta:

Internal: the relative ranking of the target students’
reading group with respect to the other reading groups of
the classroom, ranging from low (one of the lowest reading
groups) to mid-level (the average reading group) to high
(one of the top reading groups).

External: the relative ranking of the target student's
reading group with respect to the grade level expectations
of the basal reading sertes employed, ranging from low
(below grade level expectations) to mid-level (at grade
Iovol)oxpoctations) to high (above grade level expecta-
tioﬂs .

In these interviews, teachers were asked to indicate the general
strategies employed in teaching reading to each of the target stu-
dents, supplying for each, detailed information under the instruc.
tional categories of interest (using the same coding scheme employed
in the RAMOS), and the relative amounts of time to be devoted to each
strategy over the two-week period covered by the interview. Over the
five years of data coliaction, 1943 interview-based summaries were
obtatned of the instructional plans Tor prov ng_reading instruction
to tndfvidual tarYat ‘studentd’ (13937 1n Bnglish reading and 550 in
Spanish reading), - '

Such scaled instructional fridices (for both the observation-based
and interview-based summaries) represent a set of instructional dimen.
sions with respect to both their quality (reflected in the relative
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magnitude of the scaled values) and quantity (reflected in the percent
of time devoted to each instructional dimension), The use of the term
“quality" here does not imply any evalyation of the appropriateness of
the tnstruction, as the skills of the Students in a given group may be
such that certain types of instruction are obviated. However, this
information provides a basis for assessing the kind of instruction
received (1.e,, its quality and quantity relative to the dimensions
defined in this study), and subsequent analyses provided assessments
of whether or not instruction so defined tnfluenced the growth of
relevant skills of these students,

The findings from the descriptive data based on these summary
indices are discussed below, However, these indices were not employed
in the integrative analyses. Rather, aggregated indices based on
factor analyses (conducted independently for both the observation and
interview data, and for English and Spanish reading instruction within
edch) were used. The summaries derived are described below,

The seven factors identified in the English observation analysis
were: (2) engaged text time, an index of reading time where students
were engaged with text materials, (b) direct group tinstruction, an
index of direct instruction that was aimed at groups rather than
individual students, (c) the quality of formal language, an index of
the formal language demands made upon the students, (d) the amount of
decoding 1nstrucgiqg, (e) student productivity, (f) the use of
secondary materials, and (g) the number of students constituting an
tnstructional group, .

The seven factors identified in the Spanish observation analyses
were: (a) quality of forma) language (corresponding to the third
English factor derived), (b) dfrect group tnstruction (the second
English factor), (c) engaged text time (the first English factor), (d)
number of students (the last English factor), (e) amount of decoding
(the fourth English factor), (f) secondary material usage (no general
corresponding English factor) and (g) control (a complex factor also
without an English correspondence).

The five factors fdentified in the analysis of the English inter-
view data were: (a) the amount of comprehension instruction, (b) the
quality of formal language, (c) the amount of seatwork, (d) the
quality of primary materials, and (e) the amount of group vocabulary
instruction,

For the Spanish interview data, the five factors identified in
the analysis were: (a) the amount of decoding instruction (the
complement of the first English interview factor), (b) the amount of
sedtwork (corresponding to the third English factor), (c) the quality
of primary materials (the fourth English factor), (d) the decoding
teacher's classification, which was also associated with the explicit-
ness of the decoding instruction planned (no English correspondence),
and (e) the number of students in the fnstructional group (no English
correspondence).
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Integrative Analyses

A gross analytic strategy was selected to gatn some infttal sense
of the overall structure of the data base 1inking precursor skills and
instruction to reading achievement, This approach 1s best viewed as a
preliminary analysis of an extraordinarily complex data base -.
multiple, yearly student assessments in the domains of cognition,
language and reading (1n both English and Spanish for the latter two),
coupled with extensive yearly instructional data. The primary goals
of the analysis were (a{ to determine the degree to which the severa)
predictor indices were consistently related to the outcome varfables
and (b) to evaluate the structural patterns of any such relations,

The primary outcome measures employed in these analyses were the
nine sunmary indices obtained from the nine subtests found in the
IRAS, analyzing English and Spanish performance separately. For
convenience in interpretation, thosoutndicos-alyuboegrouped into three
major categories: (a) oral language (Vocabulary Definition, Narrative
Listening Comprehension, and ExpositonyaListoning Comprehension), (b)
Word/Sentence Decoding (Vocabulary Decoding, Synthetic-word Decoding,
Synthetic-word Spelling, and Sentence Reading), and (c) Reading

Comprehenston (Narrative Reading Comprehension and Expository Reading
Comprehenstion), . .

For each year that a student.-was tested, a deviation was computed
between each of the student's IRAS measures and the aggregate growth
track index sumarizing avecage performance during that year. The
IRAS deviations for each year were then submitted to a regression
analysis in which the predictors included (a) precursor indices (oral
language classification at entry to school and previous year's perfor-
mance on the corresponding IRAS measure) and (b) instructional dimen-
sions (the nominal reading program, the observation-based and
interview-based tndices.of instructton, attendance, and site at which
the attended school was located),

The major disadvantage of this approach can be eastly stated:
Because each year 1s considered in tsolation from the others, there is
3 loss of information about the longitudinal character of changes in
reading achtevement, Likewise, there 1s a loss of information about
the configurational patterns relating changes in fnstruction to
changes 1n achieverent., Other analytic procedures are possible, but
they require more resources than were available for these analyses,

Preliminary to the regression analyses proper, the correlations
between the set of predictors and the set of outcome measures were
carefully examined, as were those among the set of predictor
variables, The derivation of each of the predictor varfables is
briefly described below,

Precursors
The first precursor, oral language level on entry to kindergar-
ten, was determined for both English and Spanish as a two-level
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category (median split) based on teacher ratings. As it happened in
this sample, oral language competence was virtually independent on
entry to kindergarten. Analyses of variance conducted for each of the
IRAS Tongitudinal measures with English and Spanish language ratings
as the independent factors showed that the English [RAS measures were
generally affected by the English language rating, and the Spanish
[RAS -measures were generally affected by the Spanish language rating
with 1ittle evidence of Systematic interactions between the two.
Accordingly, in all of the regression analyses, oral language as a
precursor was simply represented by the corresponding language rating
around the median splig,

A student's achievement leve! at the end of a given schoo) year
is generally related to performance at the beginning of the year,
Accordingly, an index of previous performance was included as a
precursor, From second grade on, the corresponding IRAS deviation
served as the index, For first grade achievement, the Alphabet Knowl-
edge subtest from the Stanford Foundation Skills Test (SFST) was
employed. For English, awareness of tNe eLter names is known to be
correlated with later reading achieverent, for reasons that are not
entirely clear, The distridution of scores on this subtest was
bimodal in this sample, replicating earlter findings, and so thig
precursor was reduced to a dichotomous contrast,

Instruction

Two indices of a student's status in a bilingual reading program
were employed in the regression analyses. The first was the total
number of years of assignment to Spanish reading instruction of any
sort (ranging from 0' to 5), and the second was a dichotomous variable
indicating whether the student was assigned to Spanish reading
instruction during the particular tnstructional year under analysis,

Specific instructional dimensions were based on the seven RAMOS
and the five Checklist factor scores, English instructional summaries
were used in the rrgression analyses for English IRAS deviations and
Spanish su-~aries” for Spanish IRAS ‘deviations,

Attendance dat. " were provided every year by the districts for
each student, and the percentage of days attended during the given
instructional year was used as the index of school attendance.

Finally, since ..g¢ study was conducted at five different
distric.s, a set o orthogonal contrasts were introduced as the last
step in the rrerec  on analyses in order to assess any other between-
site effects that weee not 1ncluded as part of the other influences
(1.e., the precursor and {nstruction indices).
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