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ABSTRACT

:Between'1976 and 1979, Head Start, as part of its Strategy for

Spanish - speaking, children,Junded four
institutions in an experimental

effort involving the develpment of fouur distinct bilingual bicultural

preschool curriculum models four use with Spanish-speaking childf-en.

During the first year of development, each curriculum model was designed

in consultation with parents and staff of cooperating Head Start centers.

In the second_year, a pilot implementation of each curriculum model took

place at selected Head Start centers.Thexesent
evaluation is based ..

on the third year of curriculum development
actiVities in which each of

the four models was fully implemented at two Head Start,centers. His-

panic ,And non-Hispanic children participated in the program since it .

was felt that-these curricula could also be used among non-bilingual or

/

non-Hispanic -children.

'The-evaluation was based on a pre-post experimentaldesign in which

children were assigned to experimental and compariion groups. It also

included an extensive classoqm observation component. Child impact

criteria included standardized measures of language acquisition, language

comprehension, and concept developmeht administered in _Spanish and

English. Observational data focused on language, cognitive and socio-

emotional -behaviors encouraged by the modelsalPer the Head Start year.

In addition, observations were used to.estimate the degree to which .a

curriculum ;odel was implemented in individual
classrooms at three

points in time during the evaluation year. Interview and questionnaire '

data were also collected-from parents and teachers. Both groups,responded

'to, questions related to their attitudes toward bilingual education in

general ind'to their satisfaction with a particular curriculumflmodel.

RESULTS.

& Child Impact. _Analyses of variance (ANOVA) and.covarian5e (ANC3VA)

were used to assess. differences between
expefimental Head Start and'

comparison Head Start-children. Relative frequencies weregsed to

examine change over time in the behaviors of individual
children tn the.

classroom. All Contrasts were madewithimlanguage
Preference group

(Spanish - preferring or English-preferring).*_ ,

*

f

:SPANI41-PREFERRING CHILDREN

On_three out of four English language measures,
thildren in the

biltngual bicultural curricula ;as a group perforined significantly

better than Head Start children not -',in the 'curricula. These,

three measures assessedi. a child's ability' to use'English; a

child's' ability to, think abstractly; a.chiN's,ability to-codrdi-

, pate eye. and hand movements,

*The terms 'Spanish-preferring" and "English -preferring" Were .used in

place of "Spanish-Dominant" and "English Dominant" °because they tore ac-

curately reflect language use among:young.bilingual:children.
.Spanish-,_

preferring children are those who used Spanish in a majority of home and

preschool activities at pretest. English-preferring children are.thoe who

used English in a majority of home and preschoOrl act+vittes .at,pretgst_. .4

4.
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On the fourth English language Measure children in.the bilingual
bicultural curricula, as a group perfbrmed significantly better

than Head Start children not in the curriculii. The difference,

toweveri, was not statistically significant. this measure

assessed a child's ability to understand English,

On two of five Spanish language' measures, children in the hi, .*

lingual bicultural curricula, as a group performed significantly

better than Head Start children'not in the curricula, These

1.
measures assessed a child's ability to use Spanish,and to think ,

abstractly in Spanish.

On the other three Spanish language measures children in the
four bilingual bicultural curricula, as a group performed as

well as Head Start children not in the curricula.

.

Classroom observations supported these findings for'Spanish-'

preferring children. On the whole, children in the bilingual .

bicultural cutriculaincreased their English language use in
the.claismom by 21% from Fall to Spring. This_increase

aicompaniedby the use of grammatical forms which they had not
used regularlyearly in the year.

ENGLISH-PREFERRING CHILDREN,

On alrEnglish language-measures, children-in the bilingual bt-

cultural curricula, as a group performed as well as Head Start

child,* not in the curricula. These results were consistent

with the classroom observations which showectan_lmprorment in

the quality of the children's English.

On all Spanish language meisures, childrenlin the bilingual hi-

.
cultural curricula performed as well as Head Start children not

in the curricula.

B. PARENT OUTCOMES

Mothers of children in the four bilingual b4cultyipl curricula

expressed highli positive attitudes toward bilingFal bicultural.

curricaum models, Head Start and bilingual education.

.

C. TEACHER OUTCOMES

Ninetyone percent of the classroom staffhad ability in both

Spanish and English and eighty percent of these used Spanish

regularly in the classroom.

Classroom staff expressed uniformly positive attitudes toward

the bilingual curriculum model with whiq-they worked,

D. EASE OF IMPLEMENTATION

The use of the dual language strategy suggested by each curricu-

- lum model was the aspectof programming most related.to positive

outcomes,

The successful implementation oI the model; at 'two distinct

replication sites indicate that the curriculum modes can be

, employed in dAfferent settingifj 5
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This final reportis:based on the results of a 3-1/2 yeir evalu-

atton effort which focused on the implementattan_of bilingual bicul-

tural preschool curriculum models at. Head Start centers serving Hispan-

ic communities. The document synthesizes the results of theevaluation

of four different Head Start bilingual bicultural curriculum models

implemented in eight sites throughout the United States. The report

provides the findings on the programs' impact as reflected in pre- and

posttesting of children; interviews with parents and Head Start teach-

-.ing staffs, and systematic classroom observations, obtained over the

course of the 1979-1980 Head Start year. In addition, the report sum-

marizes the field procedures and analytic methods that were required

for this multimethod evaluation and Kesenti the conclusions and im- -.

plications of the study findings.

A. Background

Through such efforts as Project Head Start, the Administration for

Children, Youth, and Families (ACYF) has historically endeavored to

enrich the livts of childrenand families. Fundamentally, the Bead

Start.prograd isibated on the premise that all children have basic

eeds, which can be met, especially in the case of children from low-

in ome families; through the-help of a comprehensive developmental 4

program. According to the Head Start philosophy:

A child cap benefit most from an interdisdiplinary program

to foster development and remedy problems as expressed n a

broad range of services.

The oveeali goad of such a,program is taring about a
greater degree of social competence in,children oflow-

income families. Social competence consists of the child's

everydayeffectivepost in dealing with the present environ-

ment and later rAponsibilities in school and life.

In order to best implement the Read Start program and to . .

maximize 'the strengths and unique experiences of.each.child,

the family, which is percetved as the principal. influence on

the child's development, must be a direct participant in the

program, Local communities are allowed latitude in develop-

ing creative program designs so long as the basic goals, ob:

jectives, and standards of a comprehensive' program are

adhered to.

21
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Thus, the'focus of Head Start includds the total family as well,

- as the child. AsZigler (1978) has ndted, the long-term effects of

'---- Head Start depend on the crtinuity between the Head Start prograM and

the child's hog*.

> The various goals of Head Start and the specific standards for

the operation of Head Start programs by grantees and their delegate'

agencies are described in the Head Start Program Performance Standards

.(Federal Register, 1975). The fair primary areas in,which the' Head

Start grantees are required to 'provide services are education, health

(mental health, nutrition), social services, and parent involvement.

The' present' evaluation is based on one aspect of the program develop-

ment effort designed to improve Head Start's capacity to provide et,-

. cational seriices to Spanish-speaking preschool populations.

B. Head Start.Strategy for.Spanish-Speaking Children

In 1975, ACYF initiated.a new effort intended to address the

specific needs of Head Start children who were Spanisp speaking. This"

grogram, knoic as the Head Start Strategy for Spanish-speaking

Children, sought to foster,preschool bilingual bicultural education,

programs through bilingual multicultural curriculum development, com-

petency-based'bilingual bicultural training foe Head Start cltssroom

staff; the development of a National Bilingual-Multicultural Resource

Network for Head Start programs, and research focusing on Spanish-

speaking"children.

Although these efforts were intenclefLto serve Spanish-speaking

Head Start children, it was felt that the products of this new effort

could also beadapted to serve children in other preschOhl programs.

The Head Start bilingual multicultural curriculum development

effort is based on the assumptions that one curriculum model would not

satisfy the diverse needs of Head Start centerstservihg Spanish-speak-

ing communities throughout the country and that experiences provided

for children whose primarylangUage is other than English must be in .

the language they know best. Between 1976"and 1979, Head Start funded

four institutions in an experimental effort involving the development

of four distinctbilingual bicultural prischool curriculum models.

-The four models war `based on the same fundamental requirements.
1.4

Each curriculum model was to: (a) be based ova sound education-

al theory; (b) embody an approach to early eduction consistent -

with child development theory; and (c) be acceptable by the

ethnic community and usable by Head Start programs without need

for extensive training.
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Each curriculum model was to be based on sound early child.de-

avelopment principles and a bilingual bicultural enhancement

philosophy. The models were not to, be bated on a deficit'ap-

proach.

-Each curriculdM model was tojirovide learning activities for

the development of basic skills in the areasof cognitive,

socioemotional, psychomotor, ond language (English and

tpanish) development.

'II Each curriculum model was to be consistent with the Head Start

Performance Standards and Iad to provide for the integration

of ,011 component areas (i.e.'b Parent Involvement, Social Ser-

vices, Health Services, and Education) wherever possible.

Each curriculum development iffort was to include a plan for

involving Head Start staff, parents, and administratorstin the

development, implementation, and validation of the curriculum

modejc

Each curriculum model was to be replicable-and usable in a

variety of preschool settings such is Head Start, Day Care, and

' .Nursery School. -

Each curriculum model was to providepsOecific information on

.
the procedure to be used in deciding which language would be

'lied when, by whom, and for what purpose. Grouping of children

.
by language dominance was alto to be addressed.

Each curriculum was, to have.an explicit definition of bicultur-

al education as it would be implemented in the curriculum

model.- This,oUld include a description of the cultural goals

and sample-learning activities.

In addition, each curriculum model incCdes a component on how to

train staff and parents to implement the model., At the same time,

however, the.models were to reflect a range of curriculum development

apfroaches'(6enas, 1978).

The Curriculum Models )1'

The four curriculum development institutions include:.

High/Scope EducAtional Research Foundation in Ypsilanti,

Michigan;
--?

Intercultural Development Research Association 'of San Antonio,

Texas;
4

144,

Ilik
, .,a

40 Teachers College, 'Columbia University $n New Yorki_New York;

I and /
---' 44

The University of California at Santa C.):90 Californip

23



-4-

'Nigh/Scope Educational Research Foundation; Un Marco Abierto 44

Un Marco Abierto isthe name of the curriculum model developed

by the High /Scope Educational Research 'Foundation of YpOlanti,

Michigan, an institution.with a history of early
childhood educational

experience. Un Marco Abierto represents an adaptation of their

specially developed preschool model to the needs of linguistically and

culturally diverse populations. The'model is based on Piaget's child

development theory, which views the'dhild as an active learner who

should be assisted in exploring the environment, addressing his, or her

Own needs, and making choices and dectsions. Using a framework of

"key experiences"prough which teachers facilitate a program of ac-

tive learning and coghitive development, the model attempts to build

on the child's social, cultural, and linguistic background and to sup-

port a child's self-esteem by emphasizing a teaching effort involving

parents, teachers, and paraprofessionals.

Intercultural Development Research Association: AMANECER

The second curriculum model, AMANEcER, was developed*by Inter-

cultural Development Research Association, a San Antonio-based non-

profit research and public education organization specializing in re-_

search, curriculum and materials development, training and technical

assistance, and information dissemination aimed at eliminating edu-

cational inequities in minority communities. Titled with,the Spanish

word meaning "the dawning of a new day," this Model also emphasizes a

process approach to learning. New experiences a're introduced in ac-

cord with what the child has already experienced at home or in the

classroom. It especially emphasizes the role of teachers in selecting

or designing learning activities that will lead the child from simple

0. to more-complex activities. The child's best-known language is

stressed, and only after concepts and ideas have beer mastered in that

language is the second language introduced.

Teachers College: ALERTA

t

A third curriculum model, ALERTA, was developed byeachers Col-

lege, the educational theory and practice component of'the Columbia

University system which has historically been in the forefront of

national educational research. Teachers College's ALERTA Is based on

Um main principles. The first reflects the assumption that child

growth amd development occe in an orderly and sequential way. which

moves from the simple and lencrete,to the morecemplex and abstract.

The second principle emphasizes the importance othe child's total

environment in his or her growth.and development. The model, there--\

fore, provides an opportunitr Ibr children to explore and experiment

and also builds upon their unique backgrounds and experiences.

24
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University of California: Nueva fronteras de Apren4izaje

.,0
the directionrof senior staff specializing in learning

styles, biculturalism/bilingualism, and community psychology, the

University of California, Santa Cruz, was able to put into practice

particular aspects of these theories through the Nuevas Fronteras

de Aprendikaje model. This model is based on the assumption that a

child's cultural. background 'directly affects his or her learning style,

i.e., how the child perceives the envirament,,processes Information, .

and relates to others. The-Curriculum is initially structured to

provide each child with classroom experiences that are appropriate and

compatible with the learning style and language capacities that the

child brings into the classroom. This basis of compatibility between

curriculum and child characteristics provides a foundation for dexel-

°ping a child's cognitive capacities for acquiring other learning

styletand/or languages.

D. Curriculum Development, Implementation, and Evaluation

Within the 1976-1979 curriculum development period, each of these

institutions, in:cooperation'itith selected Head Start centers, devel-

oped and implemented_a bilingual bicultural preschool curriculum

. model. During the first year of developmept, each curriculum model

wat designed in consultation with parents and staff of a cooperating

Head Start program. In the second year, a pilot implementation of

each curriculum model took place within a Head Start center. During

{

the third year, each model was implemented in two\additional .Head

Start centers.

In conjunction with the curriculum development effort, the Re-

search, Demonstration, and Evaluation Division of ,ACYF funded Juarez,

and Associates, an independent management consulting firm, to carry

out an evaluation of the curricula. As with the curriculum develop-

ment effort, the evaluation was conducted in a, number of phaseS..

During the first year, the evaluators.selected instruments in two

languages that were appropriate for use with young children, developed

interviews and questionnaires, assessed the suitability df}ecommended

sites, and revised the initial, design. Wring the second year,.all

instruments were piloted, and an extensive naturaliitic observation

component was developed. and piloted. .The'third year,.which corres-

ponded to the third year of the curriculum development project, en-

compassed pre- and postteSting of children, classroom observations at

the.demonstration sites, and analysis of the data-collected: This

report presents the results of the third phase of the evaluation.

a

E. Evaluation Goals

The'evaluation of the models was undertaken by Juarez and

Associates concurrently with the developmee, piloting, and ample-

mentation activities of the model developers. The contract

2 5



specified/that the purpose of the evaluation would be tOassess the
tural cDr-
fically, the
on the

I

effectiviness of the four early childhood bilingual bicu

riculum models for Spanish-speaking children. More.spec

contract required that the evaluators collect informatid
following:

(1). The extent to'which the models, once implements were

meetingJheir objectives. The major emphasis of the evaluation was
logasuring the change in children as a result of their participation

e of the four curriculum models, This was accomplished through.

an'experimenta pre- and posttest design, which included testing the
domains of Sp ash language comprehension, Spanish language produc-
tion, Englisb language comprehension, English language production, and
concept development; In additidn, observations of children were con-,

ducted throughout the year with an emphasis on classroom behaviors
-which would reflect these same developmental, constructs.

(2) The feasibil-ftyof successfully implementitlig the models in

more than one setting. This goal related to securing information to
assist others in learning about the potential of the model for imple-

mentation elsewhere. . The evaluators collected information regardi

both the rocesk, necessary tp implement each model anethe ro edu -s

.needed to ma ntain each model in a'new environment, including
tions of any special? characteristics of Head Start staff., students,

parents, resources, or community needed to assure success in its im-

plementation.

(3) T4p extent tb Which the models were greeted favorably by
Head Start staff, parents, and lay community members. This required

the-collection of inTormation both at the start and end of the rre-

school year. Parents and teachers responded to questionnaires which
assessed their attitudes toward bilingual education in general and-

their satisfaction with a particular curriculum model.

) Dissemination of evaluation results. Finally, a set of,
amphlets mes to be developed to-aid in the dissemination of informa-

tion about the four models to interested Head Start programs. These

pamphlets, intended for use by preschool program personnel, included,
descriptions of the models, implementation information, assessment of
the specific strengths of pach model, and information regarding the

impact of each modelon parents, children, and teachers,

F. Previous Head-Start Evaluation Efforts

The contract specifications were largely a result of the critical

issues addressedn previous evaluations of Head Start, Although

evaluation of Head Start programs began almostwith the birth of Head

Start itself (see.Datta, 1979, for an overview of the development of

26
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Head Start), the first national,study of import was that of Westing-

house (1969). The Westinghouse study focused on children who attended
eight-week Head Start summer programs during 1965, 1966, 1967, and

1968. The retrospective nature of the ,Westinghouse study made it im-
possible to'randomize children.to the treatment group and difficult
to specify treatment variables (Datta, 1978). The. Head Start Planned

Variation !valuation (Weisberg,. 1974) demonstrated progress by moving
toward a specification of treatment factors and examining several-
program models. The Home Start Evaluation (Deloria et al., 19744
Love et al., 1975) took a,further step by including random aSsignment

to program and control groupfngs. Im addition, the Study used obser-

vational data to examine pogramoimplementation at the individual
child level'. Such information, however, did not form a major part of

the analyses. The Preject Developmental Continuity continued the
trend toward process evaluation although theamount of process data
actually collected was limited. Lezar's 41978) "Lasting Effects

After Preschool" study utilized an Integration of a variety of pro-

grams and Methods in the research design, thereby providing a sound
.basis for le4islative and policy decisions.

*

Building on.these evalUatiowexperiences, Juarel,arid Associates,

in evaluating four Ailingual bicultural curriculum models, developed
a strategy that wentibeyond a reliance on test-results as the sole

measure of program effectiveness. instead, the evaluation methodology
directly examined classrooM activitim duririg the .course.of the year
(not just at the beginning and the gel to attemptto assess chil-
dren's perfarmqtrce under conditions that resembled those situations in
which-they wel4 learning the skills. the programs taught, Such a-

triangulation.of methodological approaches permitted a matching of
outcome and process variables across. treatments in umanner which may

aid in the determination of The subsequentlehapters of the )

report cletail-tbe findings from such.a multimethod approach.
, .

,..

. .
"" 0 .

G:". Report Organization', ,

m
.

-

The remainder of this report is divided into seven chapters. The . got_

fjrit,'Study Design, provides an overview and discussion of the pro- -

cedures used both to collect and analyie data. Included in this chap-

/ ter are a description of the study design and conceptual framework as

well as an explination,of the testing, interview, and observational'
components.of the study. The subiequent fiye chapters form the bulk

rof the report. .Chapter.III entitled "Composite Re ltd" discusses the

overall fl)di,ngs of the study as Aflected'in com006 trends occurring

-across all curriculum models. Cfitipters IV throughV1I present the

findings lor each-_of the curriculum models being evaluated. Each of

these is divided into three sections corresponding to the. goals of the

evaluation: the impact of the model;'implementation; and feasibility

of transfer. F14:11y,.ChapterVIIIpresents,a summary of the,findings

.

and discusses the programmaticend methodological implicatiow

of the study. A
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II
STUDt, DESIGN

This chapter provides'both an overview of the
m,

study design and

a discussion of the methodological procedures employed in the

study.' The opening sections of the report describe the general

design employed and discuss issues related to the procedures follow-

ed in carrying out Juarez and Associates' evaluation of Head Start

bilingual bicultural, curriculum models. Subsequent-sections deal

with the variables and analysis techniques for each component of

the evaluation.

A. Overview of the Evaluation Design

Initfally,,the design was intended as a pre-post study, with

.90 children at each of the eight Head Start repliCation sites being

assigned to treatment (n =45) and comparison (n=45).greups..2

dren were 'to be stratified on the basis of language preference

Tr (Spanish or English), age, sex,'and any prior preschool experience.

All Children ere to be tested on.selected competency measures at

the beginnin of the treatment (Fall 1979) and at its conclusion

(Spring 1980 Child competency measures were intended to assess

change in (1 'Wish language prdduction, (2) Spanish language

production, (3) English language comprehension, (4) Spanish lan-

guage cOmprehensioni (5)concept development in English and Span-

ish, (6) socioemOtiOnardevelopment,'and (7) language preference-

over the Head Start year..

Similarly, at both the beginning and at the completion of the

Head Start year, measures of impact were, to be administered to

parents and Head Start classroom staff. Parent interviews,were

0 intended to assess (1) attitudes and knowledge about education in.

.general and bilingual.education in particular, (2) expectations and

aspirations regarding their childt's educational and vocational,

achievement, and (3) involvement in the child's learning experi-

ences in both the preschool setting and at hoine. Data were also

. obtakeed on a number. of parental background characteristics.
Head Start classrbom staff completed a questionnaire designed to

provide information'on11),their understanding of what is meant

by the terms "bilingual" and "bicultural" in'the-context of an

early childhood rogram; (2) theirtattitudes toward Spanish domi-

nant and bilingu Head Start children and their parents, (3)

their willingness o. include parents as well as information

collected from them in the instructional program, and (4) their

sensitivity to the special ethnic and linguistic characteristics

of Spani1h, dominant and bilingual Head Start children.and ability,

2 8
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to incorporate these characteristics in'a positive fashion in the

teaching/leirning process, Retailed discussions of the/study samples

and instrarentation are provided in subsequent sections'df this chap-
ter, Complete descriptions of all testing and intervi* proceduqps
and examples of the instruments. themselves are available in the Pilot
Study Results of the Child Assessment Measures (Chesterfield et al.,
JuSrei and Associates, June 1979) and the Report of the Pretest'Re-
sults and Posttest Anarysis Plan (Bolus et al.,,Juarez and Associ-

,

ates, February 1980),_respectively,

a

a

In addition to the testing and interview component of the evalu-
ation, an extensive observational component was added to the evalua-
tion design, 'This component was intended to provide data which would
allbw both the nature of within-classroom interaction and the process
of implementationat the experimental sites'% be characterized,i 4

.Specifically, the information gained through' naturalistic observa-

tions was intended to (1) complement the results of the standardlted -I

impact measures thereby adding to the interpretive power of the
original factorial design of the study, (2) provide criteria for
assessing the extent to which the treatment was implemented, (3) fur-
nish descriptive data on individuals participating as subjects in the 4

study, (4) enhance the analysis related to the feasibility of imple-
menting the models in other settings,

At one of the two sites implementing each curriculum model'a
fuTl-time participant researcher (PR)yas present for the entire

year. These sites are referred to throughout the report as the re-
searcher-intensive sites, rn addition to the four participant re-

searchers, four implementation researchers (IRs) Werehrred and
trained to collect information on the degree of implementation in the
classrooms of the second site where each Model was being used. Each

researcher,,who was bilingual and had,experience in early chil4hood
education, gathered data by me of implementation forms and ethno-

graphic noes. Participant researchers also conducted focused'ob-
servations of individual children hy.means of time and event samples.

Time and event samples. These data-gathering procedures

were organized toprovide systematic classroom observa-
tions of behaviors related to language, concept, and
socioemot1on4i0development exhibited by a subset of 15
children per curriculum model at three preselected
time periods over the course of-the evaluation year.
Individual children Were observed for equal amounts of
/time in three types of events: (1) structured inter--

actions between the children-and the teacher or other
,adults; (2) those,events which emp asized adult-child-

. interactions but were relativeliun uctured; and ,

' (3) situations:olanized,to emphasize hild-child
interactions.

AD Implementation forms. These instruments consisted of

model specific checklists, frequency counts, rating
scales, and informal interview sdhedules. The data

29
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collected focused on 'the (Agree to which each curricu-

lumplodel was implemented bin ot#the experimental

clOsrooms over the course ofthe Head Start year.
Deft were collected for three (3) two-week periods at
each of the eight sites and this information was or- .
ganized into categories related to the classroom
setting, 'schedule and organization; materials, indi-

, vidual ,behavior, and insOuctional libategies.

Ethnographic notes. These, data were gathered in the'

form of narrative accounts, logs, and inventories whigh

were maintained over the course of the Head Start year.

These,procedures were 'used` to gather, information on
the ascots of'the general context of the study, such
as the language use of the community, and specific

events external to the classroom te.g., inclement
weather) which might be.related'to the implementation
of the curriculum modes.;as well as to examine in-,

classroom behoviort from:the perspective of the actors"

themselves.

. The observational procedu'res a4 discussed in greater detail in

a subsequent section of this chapter. The reader is also referred to

Pilot Study Results/Training of Fieldworkers (Chesterfield et al.,

Juarez and.Associates, September 1979); Phase III Field Supervisor
Observations and Quality Co?trol of Ethnographic Data (Chesterfield

and Bbncalves,'Juarezand Associates, December 1979), and Preliminary

Report onthe Field Supervisor' Spring Parallel Observations and De-,

briefing of Fitldworkers(chesterfieldeJuirez and Associates, July

49t10) for comprehensive diScussions of the recruitment and training

of personnel and field procedures.

B." Conceptual Framework

The organization of the evaluation has"been influenced by a num-

ber of concerns in the liierature. A major concern was.the need for

child outcome measures 016 would parallel the overall objectives of

thq Hea4 StArt strategy for'Spanish-speaking Children and of the cur-

riculum models. In selecting,Aests, care had to be taken to choose
instruments that were sensttive to,the specific objectives of four

different models and the educational, goals of the eliead Start Strategy

for-Spantsh-speaking Children.

Sel %ction of model objeCtives to be assessed began with'the
identification of"the 'Curricular goals of each model. Available ma-

terials belated to the four curriculUm models were reviewed in order

to descrfbe their chiractertStics and objectives. This extensive

list of objectives was then brgantzed by domains and relevant behav-

iors in "accordance with those specified-in the evaluation contract.

ThP,result wps. the organization' of several speqific curriculum-

related components under each evaluation domain.

Jr .
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The list of components and their related, participant behaviors

were then reviewed by the curriculum developers, who were intimately

.familiar with the models, for accuracy and relevance, Their sugge$-

tions were incorporate&irito a revised list. After generating a

large pool of tests;, screening began according to the needs of the

evaluation and.the purpose the tests were to serve. The battery of

instruments chosen for pilot testing consisted of the Preschool In- -

ventory in Spanish and English (SRI 30-item version), the Bilingual
Syntax Measure, and subtestS'of the

overall

series (see Arias et

al., 1978, for a discussion of the overall test selection procedIkes).

As part of a pilot study (seeftesterfield et al.; 1979, for a
complete description of the pilot study), the appropriateness of each
of the measures was-judged by tying test items to the most important
cross-model objectives to ensure that the test battery provided a
fair sample of curricular. content. A factor analysis was performed

on each instrument.in the test battery to compare empirically gener-

ated item clusters to those domains originally ascribed ip a measure.
In each case the factor structures tended to support the original
content analysis and subsequent item grouping. Thus, the tests seem-

ed not only to have adequate psychometrit propdYties but to provide a
fair a'" of model objectives.

As with the selection of tests, the observational component of

the evaluation wes tied to the goals of the curriculum being evalu-

ated.,4Focused observations were made on a spbsample of children par-

t ticipating in each model. Such data firovided a series of observa-

tionstions on the behaviors of students, teachers, and parents in specific

contexts designed by the curricOlum models to encourage certain types

of behaviors. These observationp were coded in terms of the behav-

iors listed by the model developers as important cross-model.objec- .

tives -and thus served as a means .to. assess change ,over time across

those develo'mental domains sampled by the tests. Given this strat-

egy (also used in the collection of implemeltation data), Juarez and

Associates chose tb call the obAeriers participant researchers nth-

. er than ethnographers, as they`44tignot take a "holistic" or "ground-

ed theory" approach to data collection but rather focused on con-
textually relevant data tied to both Head Start and the model objec-

tives. . /

A second concern was to' ensure that the measures were alipropri;

ate,to the specifiotharacteristics of bilingual or Hispanic children

participating in the curriculum models. In this study, child charac-

teristics included the following: children between the ages of three

to five years; children generally,trom families that were economical-

ly depressed; and at least 50% of children with Spanish as their

first langoge. Thus, fundamental concerns centered on providing an
*4. assessment-that-was fair to the children and linguistically appropri-

ate.

Juarez and Asuiciates was aware of the sensitive nature of young

children and maintained a child-centered approach-towaPd evaluating

the fbur experimental turriculuo models. The child-centered approach,.

. ..
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considered as critical the developmental characteristics of young

children as a group that'courd impinge on the testing situation, As

pointed out by Garcia (1971), the general lack of standardized in-

, struments or procedures to determine bilingualism among young chil-

dren is complicated by the actors, the situation, and the subtle bio-'

physicalichanges that characterize development during the early years,

In this evOuation'the concept of "language dominance" was'therefore

considered inappropriate in classifying children for-testing purposes.

Rather, the concept Of "language preference" was used throughout the

study, Each child's preference at the time of the pretest was deter -

mihed through the use of two independent.ratings, that of the parent

and that of the examiner,4 The El Circo/Circus language check was

theo used to determine the ability of the children to take the test

battery.

The appropriateness of a test in terms of children's age and

cultural-characteristics was also assessed in the pilot study analy-

sis, .Inttances where the test format was confusing (e.g., color

shades in the symbols were not sufficiently distinct), inappropriate

vocabulary was used, or test items, such as those including stories,

were too long, were noted and adjusted,

A third concern was the .degree to wIllich the program was imple-

mented and the factors that were related5to the process of implemen-

tation, The preschool setting; including schedule, physical space,

materials, and centers, may have a significant:influence on the

learning process. Evaluation sites; even those within a curriculum

model, differed inklocation, demographic make-up, reasons for wanting

the curriculum projects, and relationship with the model's staff. -

Since several classrooms were involved at each site, variability in

treatment, both within and across replication sites, was also expect-
,

ed, Cummins (1977) pointed out that evalArtions that ignore class-

room interactions and instead aggregate data from different types of

programs, operating under different sociocultural conditions and

serving children with varying levels of first-and second langUage

abilities, are likely to be uninterpretable. In light of this warn-

ing, there was a need for a careful definition of the treatment and

its implementation process at each replication site 'to aid the inter-

pretation of observed effects.

The context in which learning occurs also plays a significant

Yore in the resulting outcomes. Tests, though indicating change a-

!'inong participants, usually assess children's abilities in restrictive

contexts (i,e., the typical test situation)... This observation is im-

portant, particularly in an evaluation involving very young children

of. various language abilities, as there,is a growing amount of evi-

dence that such behavior should be viewed at an adaptation to partic-
,

ular tasks or situation's (e.g., Cole'& Scribner, 1974); that 11,

children postess'a variety of modes of functio ning tliat respond to

specific' environmental demands (Day & Sheehan; 1974; Pluger & Zola,

1969 Therefore; a child's performance may depend on such-factors

as erceived task expectations, other participants,,familiarity wit _

ti
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the access to materials, the learning centersland so forth (Kritch,

evsley, Prescott, & Walling, 1969; Doyle., .1977; Doyle .& Ponder, 1975).

The implication of position for the evaluation of young children

is rather straigWorward. If children are removed from the class-

room situation in 'which they learned to use a particular skill (e.g.,

the-test situation), competencies may be erroneously assessed. As

Cole, Sharp, and Love (1976) have suggested, performance is a result

9, an interaction between familiar content and familiar operations,

plus some knowledge of what constitutes adequate performance. There-

fore, in addition to pre- and posttesting, it was important to assess

children in conditions that matched or paralleled those conditions

under which they learned the specific skills the programs were,trying

to teach. Observing children under such conditions also adds to the

understanding of the classroom dynamics that may have caused the ob-

served effects.

In.addition, when evaluating edUcational programs; the asiump-

tioq is often made that by providing a well-delineated curriculum

model and by training teachers in its use,-uniform outcomes in teech-

er, and therefore student, behavior can be expected' Often,, however,

teachers have little time to thoroughly review curricula and rely

heavily on trainers' interpretation of model goals for their under- .

standing of a program's objectives. When such learning is trans-

ferred to the classroom, it may be applied in terms of a teacher's

own' previbus experience, the characteristics of the physical setting,
1 and the make-up of the student population. Thus, despite similar

training and experience, teachers, especially those in bilingual

settings, may develop different approaches in meeting the language-

\
use goals of the model they are implementing. Without an examination

of the program as implemented within individual classrooms, there is

the danger of evaluating a nonevent if no implementation of a model

occurs.

An evaluation must go beyond thescharactertstics of individual -

classrooms or programs, as the commitment of staff and administration,

mayalso determine a program's effectiveness. This means that the

attitudes of teachers and administrators toward the program fn gener-

al as well as those toward the language preference of the children

must be examined.

To investigate these factors as they related to the implementa- .

tion process and outcomes, JuSrez and Associates again employed a

multimethgd approach. Both quantitative data, in the form of check-

list scores and interviews with teachers,, and qualitative data, in-

cluding running logs of classroom interactions and informal discus-

sions with staff and administrators, were collected and used as com-

plementary information in interpreting outcomes. The discussion of

the observational procedures begins on page 42

A final concern was,that an evaluation of bilingual programs

must take into account the influence of family and community when

assessing'the effects of a program. For example, language acquisi-

tion and attitudes, an important facet of these bilingual preschool

33
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modelA, may result.from a variety of sources and influences. Among

the most salient for students kre the home and community environ-

ments. The formal educational setting assumes thit certain learning

patterns are developed throdgh early socialization experiences, es-
pecially those in the home (Chan & Rueda, 1979). The develbpmemt of

basic cognitive. processes, motivational styles, and use of English

are examples of prerequisite skills that all students are assumed to

have in their individual behavioral repertoires prior to entering

school. For language minority students, the behavioral patterns de-

veloped in the hoMe ana community may be quite different from, and

in some instancisin conflict with, the behavioral demands of the
school (Glidewell, 1966).. Teachers and parents may not share simi-

lar beliefs and opinions regarding the value of first and second

language acquisition or the means of.developing it. Differences be-

tween home or the community and school may interfere with the basic

mutual understanding necessary for appropriate instructional ap-

proaches and overall effective teacher-student interaction.

C. Site, Selection

Each of the four curriculum development contractors wa3 re-

quired to select two Head Start sites at which tojoimplement their

respective curriculum mq0els. In order to aid in the evaluation of

effort, model developers were to select the sites on the basis of

four criteria. These included:

4

The"availability, by Fall 1979, of a minimum'of 90 four-

. year-Old children with no previoui preschool experience .

whose families fell within Head Start eligibility guide-

lines and of.whom at least half were Spanish dominant or

bilingual. "*

The presence at each site of One qr more Head Start centers

which would be willing.to participate In activities related

to implementing a model and would be able to enroli,up to

45 of the above children in the Fa11 of 1979.

'The commitment on the part of these Head Start centers to

recruit at least 90 children during late Summer 1979.
,

An indication on the'part of the,delegate agencies for

each site of a willingness to provide 45 children not

enrolled in Head Start with the basic health services

(e.g., screening, diagnosis, and referral) received by

Head Start children. Expenses incurred in prom-Iding such '

services were to be paid through a supplementary grant to

each participating center. ,
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In addition to the above criteria, the local delegate agency

for each site was required to send a list of the names of the 90

children recruited by the Head Start centers for Fall enrollment of

the evaluation year to the evaluation contractor. These-lists of

children's names were to be lent to Juarez-and Associates offices

during August 1979. Each list of names was toinclude the following

information on each child: identified level of speaking ability in

English and/or.Spanish, age, sex, and any prior school experience.,

In order to recruit the necessary 45 children to serve as the control

, group, ACTF provided additional funds tn the form of a mini-grant'to

-each evaluation site. These mini-grants provided monies for hiring

a part-time Health Services..Coordinntor and monies for medical and

dental services tn,the control group children. The Health Servicei`

Coordinator was to be responsible fOr recruiting the control group,

children, maintaining contact with parents, and coordinating the de-

livery of medical/lid dental services to the control group children.

The locations of the sites for each model are as follows: Un

Marco Abieto Eat Los Angeles,1California, and Milwaukee, Wiscon-

sin; AMANECER COfPus COristi and Laredo & Texas; ALERTA -- South

Bronx-girtiiier East Side, New York City; Nuevas fronteras -- Rio

Grande City, Texas, and Corona, California. The success of the re-

cruitment effort at each site and its relationship to the data analy-

sis are detailed in subsequent sections of this chapter.

D. Testing and Interview Component

Ni subsection details-the testing and interview component of

40$ the evanation. Owinipto differences in the research designs, as-,

sessment instruments, and the analysis procedures for thisftomponent'

and those of the observational component, the two methodologies are

-"` discussed separately. However, in keeping with Juarez and Associ-

ates' multimethod approach, the findings Of the various measures are

presented jointly in subsequent chapters. A description of the child

N. outcome measures sampled through individually administered tests in*-

yitiates this section. This is followed by a discussion of the child

sample and the data,analyses performed on the measures. The -inter-

view instrument referred to in previous literature on,the evaluation

as the Parent Interview is then described. The scaling procedures

and the rationale for limiting the survey respondents at pretest and

posttest to mothers of children are also explained. A brief discus-

sion of the teacher interview measuresiconcludes this section of the

report. av/

1. Child Competency Measures

a. Selection and Development

Iuch of the first two years of the evaluation effort was spent

in 'Electing and refining standardized instrumentation for use with
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children in bilingual settings. The selection process began with a

comprehensive review of other national evaluations of. early child-

hood programS that focused on bilingual/bicultural populations. In

addition, a search was made of.the ERIC System, ETS Test Collections,

the resources of,the Bilingual/ Bicultural Dissemination Center,. and

through commercial publishers of tests for young children.

Test selection was conducted by screening the instruments ac-
cording to the needs of the evaluation and the purpose the tests

were to serve. As mentioned previously, an overriding concern in

test review and selection was the extent to which th'b individual

tests sampled behaviors which were consistent with the objectives of

the curriculum models. Specific criteria for screening the instru-'

meats included (1) measurement validity, (2) reliability, (3) appro-

priateness for target population, (4) appropriateness of test format,

and (5) feasibility of administration. The criteria employed in as-

sessing each of these items are listed in Table 1.

The exhaustive search and development efforts led Juarez and Associ-r/

ates to recommend the following tests:

El Circo /Circus - Language Check

El CircojCircusy Dimelo Tu/You Say It
Bilingual Syntax Measure (English &

Spanish)

- El Circo/Circus - Escuchen Este
Cuento /Listen to the Story

o Concept Development - Preschool Inventory,(Spanish & English) ,

Socioemotional Development - A rating form of Specified'
behaviors

Leguage Preference -

Language Production -s

Language Comprehension

Once 'elected, the batteri of standardize& instruments was

_field teStedkat a local Head Start center. This prepIloting led to

(1) a reexamination of the Bilingual Syntax Measure Spanish Scoring

System, (2) a review of the Circo Tests (Dimelo T6 and Escuchen Este

Cuento) to incorporate regionalisms, (3) a reassessment of time

frames for administration of the tests, (4) the systematization of

teacher ratings for language preference, (5) the decision to adminis-

, ter the PSI to all children in both English and Spanish,, and (6) the

decision, to includelprocedures in the training of testers which

would ensure rappoft with the children in order to create enough in-

teraction

*,

for appropriate. data collection.

The standardized instrument ckage was then pilot tested in

four of the eight replication si s involved in the .evaluation of

the bilingual bicultural curricul nlbdels. The use of these sites
ensured a representative sample of the type of children who would

participate in the bilingual cu4iculum programs,"and a divepe geo-

'
graphical representation for tilt purposes of pilot testing. The re-
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Table 1 . Test analysis criteria:

The following test analysis-criteria evolved from the specific needs of
the Biltngual/Bicultural Head Start Evaluation and were influenced in format
by criteria previously developed through CSE.

I. Heasuremen t Validity

1. Item Selection r--! refers to bow effectively thi test items are
described and justified.

2. Face Validity t- refers to how well thi test measures specific
goal behaviors as determined by a panel of experts

.3..a Constrict Validity -- refers to the relationship of test items Wan
underlying construct. In other words, does the
test measure what it purports to measure?

4. Concurrent Validity -- refers to how wel a partitular test corre-
lates with another ted test

5. Predictive Validity -- refers to hoW preactivea.particular test
is in reference to another subsequent behavioral
criterion

Content Validity .refers to how closely a test correlates to a
spec curriculum

II.' Reliability

1. TeS4etest Reliability -- refers to how well a test relates to
individual repeated" trials over time

2. Internal Consistency -- refers to how coherently or consistently
the test measures a given behavioral ,dimension

III. !Slid Designed for Targnt PoOulation?

1. Utilization by HfspaniC -- what particular ethnic groups have
previously utilized this test?

2.
.

Utilization by Other Programs/Evaluatiohs -- what other programs.
. or.evaluation projects have.used this test?

3. Geographical Location -- what parts of the country have utilized
th,ts test?

4. Age Group Horned On?

5. Translation based o n which ethnic group?

6. Pilot Tested -- on what groups has test been piloted?

IV. Test Format

1. Visual/Auditory Attractiveness would preschoolers be attracted
to this test instrument?

2. Tialing/Pacing -- is it appropriate for preschoolers?

3. Level of Comprehension -- how appropriate is the test's content
for preschoolers? (This includes concepts,

syntax, and vocabulary of instructions.)

37
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Table 1. 1,Test'inalysis criteria (continued).

N. Feasibility of Administration

1. Size of test group

2. Administration -- refers to the quantity of prerequisite training

required in order to
administer the test

3. Administration Time

4. East of Scoring .:- how simple is the scoring procedure?

S. Score Interpretation -- how are iaiii-ieported/interpreted

(frequencies, norms, percentiles.. etc.)?

6. Cost

r.
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sults.of the pilot testing with.a sample of 97 children indicated

that all tests /were technically adequate but that revisions in par-
ticular testses well as the administration and scoring procedures,
were necessary for the preschool population, Pilot testingled to

the following suggestions; (1) total time for the test. sessions

should range from 75 to 100 minutes, and no child should be tested
for more than one session per day; (2) initial sequencing of tests
viduld schedule testing in a child's second language before testing in
hit or her first language during the second session to.reduce the ef-

fects of test- wiseness and memory; (3) scoring time should range-from

100 to 145 minutes; ('4) the language check was found to be easily ad-

ministered and a reliable index of language preference; (5),Escuchen.

Este Cuento and Listen to the Story were modified through the elimina-
,tion of the Functional Language sections in each to improxp time of
administration and reduce the tests' difficulty; (6) the414lingual Syn-
tax.Measure was recommended for use in assessing first language compe-
tency and second language acquisition because Of its widespread high
evaluation in the selection process, its ease of administration, its.
informal and natural elicitation of language, its briefness, and its

engaging and'colorful graphics; however, it was recommended that scor-
ing procedures be adjusted to prevent masking of-the language differ-
ences among four-year-olds; and (7) the Preschool Inventory Test was

found to require no modifications.

b, Constructs and Instrumentation

AS Table 2 indicates, seven constructs -- language performance,
socioemotional behavior, concept development,'perceptual motor devel

opment, language acquisition, language comprehension, and language

production -- were addressed by the child outcome measures. All con-

struct's with the exception of language production and socioemotional
behavior were measured in both the child's preferred and nonpreferred

language, Each construct except socioemotional functioning-was repre-

sented by "content comparable" Spanish and English measures. This

'means that the two measures were either direct language translations

of each'other or that therbad comparable format and item content,

were conceptually similar and had approximately the_same level of

development- referenced difficulty. These tests, however, do not ex-

,hibit the characteristics of parallel measures (Bolus et al., JuSrez

and Associates, February 1980) and are not considered as such in ,this

report. An operational definition of each construct follows.

(1) Language PrefeCence. A child!s language preference was de-

fined ak 'the language, the child prefers to speak in most settings. .

The langwcge for test administration was Onerally determined by ask-
ing parents to identifthe language their child used in discourse

with them, their teacher, other adults, and other children and by an

examiner's rating of the child's language preference, If a child re-

ceived d passing score (10 to 16 items correct) on the Language Check

instrument, the language preference ratings bf the parept and test

39
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Quantity of Span ih^words

Object Description Scale°
Narration D'scription Scale

Circe You Say 14,(Inglish)

Quantity of Englii0 words
Object...Description Scale
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tory, form" (Engli0) , .

.

Preschool Cooperative Inven:
tory; Form 0.(Span'sh)

Preschool Cooperative lnven
' toil, Fon* 0 (English),

#.

'TestTaking9Behaviar
Checklist

' . All psychometric assessment lures were aiminiOtered twice, at the begilintng and the end of the preschoo4 year.
1

_i

,
.41,

a s

2 '

.

.., ,
In these abbreviations a lea glor trailing_S means Spanish version (With' -the exception of SOCIO) while A leading or trailing E refers to 011.

lies
English version.

3Respondent for this measure vas ttStir, not child.

440 I

4

6

wk.
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examiner were validated. If a child's Score was nineborless, how-
.

ever, the Language Check was administered in the other language, If

a child. also failed to altbieve a score of 10 on this measure he or

she was generally considered untestable.,and dropped from the sample:

(2) Language Acquisition, The language acquisition construct

was derived by scoring the protocols of the Bilingual Syntax Measure

-0194) in units of mean. length of utterance (MLU) in general accord- 4,

ance with the criteria of Brown (1973).5 Responses to the 20-item
English and 18-item Spanish versions of the measure formed a subject'

. average MLU (EMLU and SMLU, respectively). Use of mean length of ut-

terance as a measure of syntactic development resulted from repeated
problems with the scoring procedures recommended for the BSM by the

-test developers. Scoring procedures used in both the final test and
field test editions of the instrument failed to differentiate among
preschool children, masked child avoidance strategies,,and showed low

interrater agreement in scoring owing to the manual's ambiguous defi-

nitions of scorable/unscorable and grammatical/ungrammatical re-
sponses. A complete discussion of the rationale for using MLU is

presented in the pretest report (Bolus et al., Jugrez and Associates,

February 1980).

-(3) Language Comprehension. The companion measures Escuchen
tr

Este Cuento and Listen to the Story were designed to assess a child's

ability to listen to, comprehend, and respond to one-, or two-sentence
descriptibns of events that forMed a story about a circus. The re-

sults of the pilot data for the evaluation'indicated that both meas-

ures wbuld.Be better suited to the abilities of preschool children if 1

eight items that required the child to make interpretations were
eliminated (Chesterfield et al.,:1979). The revised 15.-item measure

defined.the construct of language"comprehension for the evaluation.

(4) Language Production. Oimelo TO and You Say It are similar .

measures'oesioned to.8ssess a child's productive language ability in

his or her first language in both structured 6 and unstructured tasks.

The Spanish and English versions follow a comparable format, although

stimulus materials differ. Two of the three subtests of the Circo
Dimelo T0/You Say It, considered as three subscales for analysis pur-

poses', were selected for definition of a child's descriptive and nar-

rative language use. The object description scale (DESC), consisting

of seven items in Spanish and six in English;: assesses a child's abil-

ity to answer a series'of questions eliciting properties of a common

object (a button on the Spanish'scale and a pencil in English) which

he or she has described. Scores on the othee subscales are derived front

a child's story about a pftture of a yard scene (Spanish testa or a

classroom scene (English test). The subscale (QUAL), consisting of

, 20 items, includes scoring of the child's spontaneousNnarratiop

and his or her answers to six follow-up questions for quality, 'asarts,of

speech, syntactic complexity, And content), The remaining subscale

-is a count of the number of words used in the story; 'SQUAN/EQUAN re-'

fers to the quantity of the words in the child's narration in his or . .

her first language. , e.

I
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(5) Concept Development, Both concept development and percepu

tual motor development were measured by dividing the items from the'

Preschool Inventory into two scales. This divition was determined by
factor analysis, performed first'ohpilot data for the study, and,-
replicated on pretest data;whichled to the identiftcAtion of two

factors accounting for n% of total item vartante (Bolus et -

al., JuSrez and Associates, February 1980). The 26 items comprising

the concept development scale (PSIS/PSIE) focused on the assessment
of language development and genera) cognitive skills, including the
ability to speak and comprehend language, follow directions, label
objects, name parts of the body, and, provide knowledge of number con-

cepts and ordination,
4 ', .;,, A,

- (6) Perceptual Motor Develo nt, The row items forming the
perceptual motor stale (SPERC/EPE C) tested a child's ab lity to
recognize and copy deiilas. Owing to the fact that thi measure was

a subscale of the concept development test and the it were posi-

tioned toward the end of the instrument; it was 'often nadvertently A
not admintstered when the criterion for discontinuing testing for the '

PSI was reached. Thus, the number,of children repotted as responding
to the measure is generally low..-in addition, the majority of chil-
dren who were administered the measure rear ed thd ceiling criteria
of four' correct responses at both 'Ore- and ;ft-est (see Appendix

C). .
., ,

. .

(7) Sociemottonal 'Behavior: Socioemottlinal behavTor of the

child was a composite score defined by ratingsede of five dimen-
sic* of behavior exhibited during testing .task4persistence, coop'.

eration, patience enthusiasm, and the neepor'Verbal reinfgrcement
to maintain interest;on task. IpCh,beharior wat rated by the test

examiners on a five-point likertLtYpe scale.4i.In order to allow chil-
dren to become-accustomed lo thq test si atton, ratings were made at

the conclusion of thethird and 9ur last two testing sessions.

. .

c. Reliability'-of Child Retency Measures

,The technical adequacy.of th child, aIisment instruments-in

terms of item discrirgination and joternal consistency wasatermined '

both during the pilot study and at the time of:the pretest, Changes

in the sample as a result tbf atirttion aqd-more rigorous scoring pro-
cedures led to reexamination of the reliability of the instruments
using both pretab and posttest data Relabilities computed for both

pre- and posttest measures were genPally considered acceptable. Cq-

efficients were, however, found to be consistently higher on measures

administered in the nOfipreferred language.]

044

d. Administration of Child Instruments
c

The same proiedures for recruitment, hiring, and training test`
supervisors and local testers were vfolTowed prior to the pre- and

,
...

A
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poittest adminiltiaMiton,,of the testtattery, As all bf the test su-

pervisors were either members'of the in.house staff of Juarez and

Associates or individuals who. had worked extensively with'the test
battery, the training sessions were conducted as group problem -

:.solving endeaVoris aimed at ensuring the maximum staff and logistical

efficiency in the field. Tralning took, place over a two-day period.

Major topics included' recruitment and employment of testers, sched-

uling and procedures, general responsibilities oftest supervisors,
training of testers, and the administrat of the teacher question-

naire

In order to recruit local testers et etc site, announcements

were sent. to university placement offices* loyment agencies, and

other likely local sources for qualified p s. nel. .Candidates were

screened for languegkability in ni and English, prior experi-

encemith children and with the a. aistration of tests, level of
formal education, and availability to participate during the testing
period, Typically, this process led to the hiring of three and.some-

.

times four testers at each of the participating sites, At each of

Lthe sites, 24 hoUrs of.training for )ocal testers were provided. This

traintaT Was spread ,over three to four days and was administered by a 4

test supervisor at each site, who.used the tester training manual
prepared for'this purpose. The training included an explanation of
the evaluation, the delineation of the role of the tester, and back-
groun4 information on, each site, as well as an explanation of the
administration and scoring of each test-in the test battery, the
preparation of test forms, the coding of test results where applic- 4

able, and supervised practice in the administration of each test.

For the purpose of this evaluation, AO days of instruction was
used as a criterion to initiate the collection of posttest data.
Thus, for those sites which began the preschool year in early Septem-
ber; recruitment, hiring, training of testers, and posttesting of 4

both experimental and control children were carried out during the
month of April and the first half of May.-At sites with later start;.
-up daes, recruitment procedures began during the first two weeks of

May Indnd testing began as the 150-days;f-instruction criterion was
met. Testing was completed in early-and mid-June at these site!.

Test supervisors generally remained on site during the testing

to ensure consistency in test administration procedures and uniform

quality and completeness of the data collected. Completed test pack-

ages were returned to Juarez and Associates for data preparation and,.

analysis.

Since all of the coders, as members of Juarez and Associates'
in -hoise staff, were familiar with the evaluation project and had ex-
tensive previous experience in the scoring and coding requirements
for each test, a three-hour training session was judged to be suffi-
cient to review procedures to ensure consistency and efficiency in
the data. preparation.

I
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Table 3. Child sample by language preference

4 and treatment classification

4.--

TREATMENT

LANGUAGE

PREFERENCE

tl MARCO ABIERTO

II

AMMEER

I . air I

ALERTA

*

.
-.

_,NUEVAS

II

N

FRONTERAS

I II

.
tree taen 1

TOTALS
.

' I

EXPERIMENTAL
HEAD START

,Spanish

English

20

14

16

'19

10

20

.40

2

7

17

4

It

30

2

.

10 .

21

137

106

COMPARISON -
READ START-

.

Spanish

English

,

.

23

10
.

.

8

2
,

.

*
'I *

.

* e

.

.

I

15

20

107

34

.

STAY AT ROME

.COP.COMPARISONISON

Spanish

English

*

.

"10

1

5

23

9

0 4

2-

v ,

0

*

.

30

28 ?"

SITE TOTALS '87 58
.

79 . 32 IP_ 67 66 442

4 not applicable

4,5

it

or

4
1



e. Sample

Table 3 depicts the distributiop of children included in the

evaluation sample according to site, type of treatment, and language

preference. As can be seen, the total sample of 442 children is 4.

made ap of 243 experimental children and 199'comparison children.

There is a slight predominance of Spanish7preierring children in the

experimental Head, Start sample and a great' predominance of these

children in the Head Start comparison groups. The distribution of

these children is not consistent across all sites. Over 70 percent

of the total comparison sample received some type of Head Start ex-

perience.

As is often the,case Or the evaluation of social programs,

practical, ethical, and logistical considerations made the recruit-

ment and random assignment of children to experimental treatment and

no-treatment control groups impossible. As can be seen from Table 3,

samples varied both across sitekwithin a model and across models.

Following fs a description of the samplesof each site.

411, Un-Marco Abierto

Site I, East Los Angeles, California. A total of sixty-seven

(67) children comprised the sample at this site. Thirty-four

. (34) children were randomly assigned to three classrooms at

the experimental Head Start center. Owing to parents' ten-..

dency to search'out a preschool when their children was as-

signed to the stay-at-home control group, the thirty-three

(33) children making up the comparison group at Valls site were

located in three classrooms of a nearby0ead Start. One com-

parison classroom (15 students). was randomly assigned from

the original list of children. Two other classrooms were,

selected intact ta serve as the remainder of the comparison

group.

Site II, Milwaukee, Wisconsin. Sixty-one (61) children formed

the final sample at this site. Thirty*eight (38) experimental

children were nonrandomly assigned to five classrooms of the

Head Start program. The comparison group consisting of thirty-

three (33) children was comprised of twelve (12) children in-

volved in a- -Home -Based Head Staryprogram and eleven (11) who

,received no preschool exposure. Though the original sample .

was randomly assigned to either the experimental or control

group, the long delay in opening the center led to a high-

attrition rate among both groups and necessitated the re-

cruitmentof additional children on a nonrandom basis.

40 AMANECER

Site Ia_Corpus Christi,'Texas. Fifty-eight (50 children

the sample at this site. Thirty (30) were ran-

domly assigned to three Head Start classrooms. The control
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group was comprised of twenty eight (28) children who were

not eXpbsed to preschool. Becibse of logistical problems

resulting in. delays in providing health care benefits to
the control chlpren, 80% of the original sample was lost,
requiring the recruitment of additional children for the
final nonrandom control group sample.

Site II, Laredo, Texas. A total of eighty-one (81) nonran-

domly selected children comprised the sample at this site.
-Forty-three (43) children were placed in three experimental
classrooms within a Head Start center. The comparison sam-
ple consisted of twenty-nine (29) children who were se--
lected from'five classrooms in other Head Starts and nine
children who received no preschool exposure. Local ad-
ministrative decisions together with delay in hiring a local

'health care coordinatoh forced the evaluators to accept
children from intact classrooms and to recruit some stay-at-
home children.

ALERTA

Site I; South Bronx, New York. TNitrty-three (33) nonrandom-

ly assigned children formed the sample at this site. Twen-

' tplive (25) in three classrooms constituted the experimen-
tal group while eight (8) comprised the control group. The
minimal number of control children at this site was a firm-
tion of the high transiency rate in the area and of the, fact
that many of the original twenty-four (24) control children
werd'on the waiting list fbr Head Start and entered the pro-

gram during the year.

Site II, Lower Eat Side, New York. Nineteen (19) nonran-

domly selected children were in the final sample. Of -

these, the fifteen (15) experimental children were in the
two classrooms at one Head Start center while the four
(4) control children received no preschool experience. De-

lays in recruitment and in.the hiring of a health coordi-
nator contributed= to the small sample size at this site.

e Nuevas Fronteras ,de Aprendizaje

Site I, 'No Grande City, Texas. A total of sixty-seven (67)
children constituted the randomly assigned sample of the ex-
perimental' group and the Head Start comparison group at the

,Rio Grande site. Thirty-two (32) formed the experimental
group at three classrooms in one Head Start center while.o
thirty-five (35) comprised the comparison group located
in another Head Start program nearby. .The use of a compari-
son sample enrolled in a Head Start was a result of delays
in recruitment of children for the control group.

47
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Site II, Corona, California. A final sample of sixty-eight

,(68) nonrandomly selected children participated in the

research it this site. Thirty-two (32) were enrolled in

three experimental classrooms at a-Head Start center;

thirty-six (36) Constituted the comparison group.located
in 'anothe Head Start. Delays in opening the experimental

4 center and changes in administrative personnel contributed

to the nonrandom nature of the sample,gt this site.

Therefore, complete random assignment of children to experi-

.
* mental and comparison groups was achieved at only one site, Rio

Grande City. At other sites the evaluation can be characterized as
quasi-exgprimental group/comparison group designs (Kerlinger, 1973),

A All compktison preschools were Head Start centers and, as will beI
, shown in the sections describing eacrmite, all had teachers with

at least s ability in English and Spanish who used both languages

.. in the classroom. Thus, the overall objectives of the programs in

the areas of language, concept, and socioemotional development were

similar fdr both experimental and COMparison group.children. In -....

such instances if no pretest differences existed, siggificant dif-

ferences between the groups may be unlikely. However, where such

results favoring the experimental group are found, they can be

viewed as*the effects of systematic bilingual instruction provided

by a model.

The relative imbalance of Spanish- and English-preferring .

children was a result of bo the criteria of selection and the

11
linguistic characteristics at some sites. As the guidelines to the

sites stated only that at east half of the children had to be bir

lingual or Spanish dominant, but gave no such criteria for the re-
cruitment of English-speaking children, in some cases an overabun-

dance of Spaniih-speaking children was redruited. In other cases

it was not possible to find a sufficient number of English-speaking

children in a given community. Thus many of the contrasts between
experimental and comparison children were limited to Spanish-
%preferring children.

The total sample reflects a reduction of about 17% from

the 554 children in ttle,pretest sample. Table 4 presents the number

and percentage of chiTdren who left the evaluation before posttest-

ing according to site, treatment'group, and language preference.
It can be seen that the sites ALE JA I and ALERTA II were most se- .

verely affected by sample attrition, especially in the control

classifications. This is a result both of the strategy at those
centers of considering children on the waiting list for inclusion

in the comparison groups and of the general transiency in those

areas of New York City. With the exception of these two Sites,

sample attrition appears to have been a random phenomenon for site,

treatment group, and language preference classification:

1
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Table 4 . Attrition of pretest children by language preference
and treatment classifidation.

Language
Preference

UN MARCO

I

ABIERTO.

, II

irk.ANACER

4/- I
--,

II

ALERTA

If

NUEVAS 'FRONTERAS

1.101K.'-' IT

TOTAL SAMPLE_,

TREATMENT

DIENTAL"
_ . ___.,. __

HEAD START

.

,

Spanish

English .

.

4

.

201(5)*

71(1),

11/(2)

91(2)

-.-

251(2)

201(6)

51(2)

0%

:

.

251(3)

111(2)

251(1)

201(3)

141(5)

0%

a.

231(3)

151(4)

14/(23)

-14/(18)

,COMPARISON

'!?'0171_451

Spanish'

English

121(3)

231(3)

33/(5)

601(3)

**

**

..

171(1)

81(2)

,

131(4)

0%

0%

1001(2)

4

**

**

-4

6i6,(7)1.

64)

**

**

'

331(1)

71 %(5)

6T(2)

501(1)

**

**

13/(16)
$

222(10)
9

231(9)

36/(1 )

..0

"r11(2) ''''

131(3)

**

**

STAY-AT -Hag Spanish

English

_ .

Arir
1!.

**

. .. _

0%

-cOmPAalsom-
A

SITE TOTALS.

.

Spanish

English

Both

tk

161(8)

14/(4)

151(12)
I

t

16% 211(3)

151(8)
i

161(11)
.

7Z(6)

' 331(2)

. 9/(8) .

.

431(10)

351(11)

39/(21)

.

291(2)

361(8)

341(10)

101(7)

25%tt+-.....

111(6)

.

IONMInik

161(5)

141(7)

15%1171

151(48)

20/(45)

171(93)

- . .

49

a
A.1

*1 percentage decrease from pretest"to posttest; (N) number of children dropped from sample

4* not applicable; no children in cell
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Investigation of the equivalence betWeen the pretest sample

and the final'analysis sample was made from tn perspectives. In

one perspective, subjects who left the pretestqample (attrition
group) were directly compared' to subjects who remained (resultant

group). Comparison between these two groups was made separately

for subjects of each language preference using univariate analysis

t""- of variance, on pretest scores of concept development, language come

lip, prehension, and language acquisition measures. The statistical

models that were analyzed were 2.X 2 designs that included treat-

ment group and treatment group X-sample group as factors. If ei-

ther of these effects proved to be nonsignificant, the model was

rerun as an independent t test between sample groups. Using this

method, only one of 12 group comparisons between sample groups

was found to be significant (t test on the PSIS measure for Span-

ish-preferring children,p <.03; Attrition Group: N= 47, X=

11.62; Resultant Group: N = 273, X = 13.34).

A second perspective used for examination of the effects'of

sample'attrition involved comparisons between the entire pretest

sample and the resultant. sample.' Sample group comparisons made

from this perspective lack the intuitive directness of those made

from the first perspective, as 80% of the subjects in'the pretest

=sample group were also subjects in the resultant sample gfoup: The

overlapping nature of the contrasted groups is, however, compen-.

sated for by greatly increased numbers of subjects within subgroups '

of the statistical models used, and hence greater statistical power.

From the second perspective of sample attrition evaluation,

internal consistencyicoefficients for 12 child psychometric meas-

ures were first compared between the two samples stratified by

language preference. Without exception, the pretest and final sam-

ple coefficients were in excellent agreement, differing by at most

-three percentage points. MUltivariate analysis of variance

(MANOVAs) were also run to compare differences in the number of

statistically different findings obtained when the same MANOVA

model was run separately in each sample. Two types of MANOVA mod-

els were run, one contrasting Head Start and control treatments by

site and one contrasting Head Start and control treatments by site

within a curriculum model. Each type of mode. was run with dif-

ferent deAndent variables for Spanish- and !glish-preferring

children. MANOVA analysis revealed that five significant differ-.

ences between Head Start and control groups were present in the fi-

nal.sample that were not present in the initialosample. Ire addi-

tion, two significant differences between groups and one signifi-

cant difference between sites were found in the initial sample

that were absent in the final sample. For the purpose of assess-

ing the effects of attrition, 74 separate MANOVA models

were run in'all. The eight changes in obtained/not obtained sig-

nificant findings observed between samples generally_occurred at

sites where comparison groups in the final- sample were reduced in

size. It was concluded from these analyses that,lor the psycho-

51
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metric variables of relevance in this evaluation, sample attrition

was'a random phenomenon.

In addition, modification to the pretest sample was made on
the basis of scores reportedtoth at pretest and at posttest.

'Twelve subjects were deleted from the sample'because their patterns
of scores at pretest and /or at posttest indicated that they had
failed to respond to the tests in an interpretable manner. For an-

otherother 10 subjects, patterns of the children's home language use as %, r

described by their parents and their scores on the Spanish and Eng-
lish language measures administered at pretest suggested that they

'had been inisclassified at prst. Language preference classifi-

' cations for these subjects were therefore switched, resulting in

a loss of test inforiliation on the fout'language production scoring--

measures which were administered only in the first ors preferred

language..

Tests oci6e information was also lost owing to the use of more'

rigorous pr edures for classifying a child,as unable to-perform'on

a tes in this phase-bf the evaluation than were used in the initial

anal in pretest data (Bolus ,et al., 1980). Many test.scores

previo If reported as zero were considered missing values in anal-

ysis repeted here, as children did not mett the new criteria for

continuing testing. The percentage of test scores, excluding those
for perceptual, motor tests, excluded from the sample- for this reason

was about 3.5.. An additional 55 individual scores were set to miss-

ing because the pattern of pretest and posttest scores differed.
radically from the normal distribution of scores. In most cases

Pretest scores that seemed uffreasonablphigh in comparisoli with
posttest scores were deleted, but posttest gains from aretest scores

that appeared to be unreasonably high were also eliminited.8 Score

deletion decisions were made for the entire sample, without consid-
eration'of treatment group assignment and other subgroup clauifi-
cations. A consequence of this approach is that the numbers
children used in eacht,analysis may vary for individual scoring meas-

ures.
.

f,' Data Analysis .

Both conceptual and empirical issues influenced the data anal-
ysis procedures and the adjustments made to account for sample limi-
tations. Given the differihg approaches of the four curricula (des-
pite their, similar overall goals) and the varying characteristics of
-the samples, it was thought inappropriate to, contrast the Head Start

bilingual bicultural curricula directly. Rather, the implementation

of each curriculum model was viewed as being a separate experiment

and Was therefore evalUated independently. An exception to this

vievras made to provide an evaluation of the general effects of the
bilingual ybicultural\Head Start programs in comparison with the oth-

er Head Start preschool programs.] Thus, excepting these "compos-

ite" curricula comparisons, any attempt to include model or site

5°4.1
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t.

nested` within model as factors within the expeme$1tal designs used

to evaluate treatment effects was precluded on conceptual, grounds.,

Furthe% as noted earlier in the section on sampling, limitations

in the numbers of subjects obtained in certain cells'of the'sam-

pling plan precluded the.examination,of certain, treatment group con-

trasts-at all sites. For example, at only two Orthe eight treat-

ment sites were there sufficient numbers of children in all lan-

guage and treatment classifications to permit statistical analysis

by language preference:10

Notwithstanding these contiderationt, it was possible to in*

vestigatd various subgroupings of children to provide a number of

different perspectives for the interpretation of curriculum model

Axeatment effects. Subgroups were formed according to combinations

of treatments administered, within subject'ilas4ification factors.

Within subject classifications, factors employerkere child's sex,

child's language preference, and, for Spanish-preferring childre,

pretest level.of English ability as measured on each of three

English language tests -- PSIE, EMLU,Jand ECOMP.

Table 5 presents an overview of the subgroup contrasts used

to evaluate the effects of the different curriculum models. Each

row of the table represents one combination of subgroups,contrasted

on a number of scoring measures, (e.g., Row 4 shows experimental and

comparison Spanish-preferring children at Un Marco Abierto I con-

trasted on six constructs). Columns in the table indicate the sub-

ject classification factors used to form the contrasted subgroups.

The iirst column depicts the models contras-11d. The second column;

"subject selection," indicates the number olriltes used in the

analysis'. The next three columns show the type of treatments-con-

trasted.
,

The columns under the heading "subject stratification fac-

tors! (language preference, entry level ability) designate factors

that were used for subject selection. It was generally not.possi-

ble to compare subjects classified at various levels of-these fac-

tors within a statistical model. In the case of language preference,

this was a result of the fact that score distributions of children

of different language preference differed.io makedly that parametric

statistical analyses were precluded. In the case of entry-level abil

ity, the small number of-subjects made such analyses, unfeasible.

The next columns list tho'se factors which were contrasted

within treatments. - Levels of the factors of site and sex, when

studied, were always directly compared within the statistical model

used to evaluate treatment effects. It was thus possible to exam-

ine the differential effects of these factors upon treatments.

The subject grouping variable of entry-level ability was used both

as a subject stratification variable and as,a factor to be con-
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Table 5. Ssbgroup comparisons used for

evalsuations of Head Start bilingual
bicultural -curriculum models.

f

SUBJECT

SELECTION(

COMPARISON GROUP CONTRASTED viTh

EXPERIMENTAL HEAD STANT GROUP

N.

sta,4--- Stay at Both

4
el" Mom Contrast

II 16'

Arm__ Tromments1

11.1120

1. CompOsite

2. Composite S bites

3. Composite °

site} 4*
.

2 Cites 11

4. De NormAbierto, Both mites kik

5. Un/lerco Mierto Site 1 .11-

45LM Norm /Marto both-sites

S. MOMOCIV

10. Ileanocer

e 11. hammer *

14. Numas Fronteras

15. Nieves Fronteras

11. Maus Frenteras

KIVA

I. Composite

20. On flareAbierCo

21. Merce Abierte

22. Ammer

23. Amaiifter

24. Beeves Fronteras

*25. Demos Flvnteras.

Both sites

fits 1 *
site II

*
*

*

11 sites

Site I

Site FT

Site

site 11

Site I

Site II

'Subjects i the comparison Head start and sterec. Ilom oapgrism groups were either compered to Mal other (table eetryit or pooled

together into one group (title metre * *) .

t

p

4

te'' 110

SUBJECT STRATIFICATION FR IMS mown

Jam. citAMINTS

linkm Entry. ma Sex Entry

'reference Le411 Level

4111
Abilitx

FACTORS

Spanish

Spanish

English

Spanish

Spanish

, Eml I

. 1 ..

Spanish

Spanish 1/

English

Spanish

Spabfsh

4.

.

f

4

°

STATIStICAL

DESIGN

2 A S. 2

2 A 2

2 A 2. R

2 A Z. R

2A2

1 1,

2s2.ft
1 x 2

2i 2.

.2 A 2. B

1x2
a 2, R

. 1 x 2

1x2

1 it 2

1 A 2

1 A 2

1 A 2

22The notations used hen spetify both the number of design factors tont

contramtadlimign factor. For*example. 2 A $ Iplitat the ccmierit

levels (iite). in-a two me design often tells. The I flotation

in which they were initillly.! . Results neported in tar ana

s
O

witil each other and also the number of levels within each

two factors. ohm of two levels (treatment). and one of fir'

s tharnon-significant effects were deleted from the models

are for the redvc.4 models when so indicated.,

FILMED FROM

BEST COPY A'VAIIABIE
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trastdd to treatments.- Its 4e depended upon the number of subj
within each of the two entry-level classifications atveach site.
,a.suffoient number or subjects was not available at both levels of
this variable, use of the ure at a bl9cking 'factor was precluded.

The "statistical sign" column of the table depicts the,eum-
- bee of subgroups that :Kass

that is characterized by th
suymary. of the types of sub

Ar-

Com site

.

com a isbn. Treatment'and comparison groups across
.._

. fiv an two site for Spanish- andEnglish-preferring chil-
T dre , respectively, wed contrasted to investigate the ef-

fects of parti ation in the bilingual bicultural curricula.
.. bjects were available in liuMber

in both the,expe imental and comparison groups to lallow.for
statistical comparison were included in the analyses. Three
of the curriculum models Were used in the contrast of Span-

, ish-pffferririg children and two in thatof the.English-prel-
ferring group. In addition, mothers 'from all eight sites
Were used to examine the composite effects of the curricula
on parents.

. , .

Model level comparisons. Experimental Head'Stert and.compar-
ison Head Start subjects at twp sites withina single Head

,ii. Start curriculum model were contrasted. Model level compar- .

- isons were .possible for Un Marco Abierto and %eves Fronteras
Spanish-preferfing children.' All Model level' comparions
usedjite as a-factor within the statistical model use4' to

sr eValuate treatment effects. Model level comparisons were
4-. viewed as preferable to site level comparisons] wing t their

v.-eater statistical-power for the examination of treaMent.
effects. '. .

ted within the statistical design

gate, of information in a row. A
Omparsons represented it as fol-

40.Site level comparisons. These inolude only subjects frqm one

10
site in treatment group comparison Such comparimons were
.used to examine treatment effects in cases Where tWere were ..
jnsufflcient numbers -of subje.c* to make Model level compar-
isons. Site level analysis wat also used in 'discussions of
the observational findings. Multiple site level comparisons
for the tame site'diffe according to the selection of sub-
ject stratification faaors, factor's contrasted with,treat-
ment, and nonexperimental Head Start contrast groups ern-.
'played. Each comparison thus provides somewhat different in-.
formation about the effects of the experimental' Head bar,t
treatment, implementgd at the site: )0

c

9 -.0 ALERTAmodel. ;There was an insufficient number of contrast

group subjects at the ALERTA model sites to allow either
wit n -site or within-treatment, experimental Head Start.ver-
tus`tomparisontreStmentaroup contrasts. Inferential

t-
%
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*stics were therefore not used in the evaluation of ALERtA.

Rather, pre and posttest meaetcores were presented in con-

junction with the'analysis of the qualitative data far this

model.

Univariate analysis of variance (ANOVA) and univariate analy-

sis of covariance(ANCOVA) were the statistical techniques used to

interpret the significance of differences between posttest means of

contrasted subgroups of subjects., To determine which, if either,

of these techniques would be used, a series of preanalysis data

checks and covariat election procedures.was carried out. Pre-

analysis study was MO5e independently for each scoring measure and

was in essence repeated for each subgroup comparison that was made.

The first step in the preanalysis sequence was,the visual in-

spection of univariate plots.. This step had two gfpls: to determine

whether the distributions of scores 9n the,scorinOneaSure being ex-

amined were similar in shape for ail subgroups being contrasted and

.to determine if sufficient variance existed in subgroup score dis-

tributions to allow parametric statistical analysis. Determination

of the parametric adequacy of score distributions was viewed as par-

ticularly important, for theper290t4kgrmeasures, on which many chil-

dren reached ceiling criterion, and or nonpreferred language meas-

ures, on which.many children scored at floor level. Interpretation

of scoring-measures judged to be inadequate for parametric analysis

was limited to an examination of posttest mean difference..

* The second step in the preanalysis sequence was determlnation .

of the existence of-covariates for those measures judged to be appro-

priate for parametric analysis in step one, Because of the quasi-__

'experimental-nature of pot subgroup contrasts, covariates were

sought both to adjust for preexperiment.differences between contrast

A groupsll and also to.improve the precision of estimation of treatment

effects,
.

Seven covariates 'Were available for modification of dependent

variable scores. These were chosen either for their relationship to

dikild achievement as shown in other studitt or for their hypothesized

lationsbip to the scoring measures used in this evaluation (e.g.,,

home language environment). The covariates are as follows:,

4

or,

4 ^

I. PRETEST - Pretest scores of the dependent evaluation

measure

,2. FAC - Child's Spanish /English home language

environmentg

3. AGE - Child's chronological age (months)11

4., INC - Famil' income (units of $1,000)

5. EDI& Parent's grade level /educajjonal
aspirations for the child'14.,

56
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411b,,,,

S

6. PTCH - Parent's 41f-riIing of the number of preschool.

level skills/information items taught child

7. PRESENT - Number of days in attendance at proChoo treat,
.

.
ment program

CovAlateS were selected.Ar each scoring measure by following

a three-step selection proceis. First, a forward selection, step-

wise regression procedure was used to select covOiates that cor-

related significantly with the scoring measure. A hierarchical In,

clusion strategf was employed, with pretest scores allowed to enter

first, and FAC,1Afig, INC, EDASP, and'PTCH competing among themselves

for entry after the pretest measure was examined. Tbe.inclusion-

level hierarchy presumed that ,Oretett scopes would most' completely ,

account,for, preexperiment differendes between contrasted subgroups;

that V* a priori Conceptual preference existed among the measures

FAC, AGE, INC, ESASP, and PTCH; "and that variance on all of these

measures should be viewed as being conceptually 'closer,in relation

to the pretest scoring measure than 'variance in the measure PRESENT.

Since scores on PRESENT, in contrast to scores on other covariate

measures, would be related to differences in the wount of treatment

'received rather than differences existing at pretnt, PRESENT was

allowed to enter only after all other tovariate measures had been

considered. Those dovariatesaccounting for a significant amount of

the variance in the pretest scoring measure'lor each contra;t were-

selected to be used in the analysis.

After covariates were selected,-,bivartate scatter plots of

scores between each selected'covariate and the scoring variable were

`inspected by 'subgroup to assure that adequate variance existed for

regression.15 If suspect plot i were encountered, the covariate was

dropped from consideration ancrthestepwise procedure rerun with,
. deficient covariates ineligible for entry. Covariates judged ade-

quate in the plcp werethen tested for homogenelity of within -sub-

group regression slopes.. COvariates failing the test (at p< .05

level) were dropped from consideration and thd stepwise piocedure re-

ini;tiated with a reduced set of predictor variables.16

All covariates selected for .a dependent measure were used in

ANCOVA comparison of subgroup means. If no covariates had been se-,

lected or if none remained eligible for inclusion after failing score

distribdtion or regression slope checks, ANOVA was used for subgroup

mean comparison. Alpha was set at .p< .05 for specification of

statistically significant findinis, and at .06< p< .10 for specifi-

cation of statistically suggestiveJindingg, Dee Appendix F for

source tables%for all comparisons.). Significant effects of more

than two levels were examined using pairwise mean comparisons at a

normal p .05'level of significance.

Ten subjects per sUbgroup was generally defined as the minimum

number of,subjeets required for analysis to bq conducted. HoweVer,

57
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because some covariate'sccires were missing, subgroup numbers in rte-

ported' analyses were in a few instances as small as-six. In all anal-

, ysis conducted, child (or mother) was used as the unit of'analysis

for statistical interpretation. This decision resulted from consid-

eration of both the small numbers of classrooms per site, and, at a

higher _level of aggrega ion, by having only two sites per curriculum

Model. .

2. *fr Parent Interview

The parent instrument was an individually administered inter-
view schedule consisting of 56 items developed in Spanish and Eng-

lish versions by Juarez and Associates as an index of parental at-
titudes.toward education in gegeral and bilingual bicultural educa-

tion in particular, ofparental perception of their own language

41°"14abilities and teaching skills, and of parental aspirations for chil-

dren's educational attainment. The parent interview also collected

data on the background characteristics
17

of participating families

and the aeczsities of their children.

a. Parent Measures and Instrumentation

As the great majority of the respondents at all sites were
mothers, for the sake of consistency only these individuals were

used in the analysis. Items from the interview were grouped under

four general topks related to the evaluation goals: language spo-

ken bkthe child at home, mothers language usage, mother's role as

teacher, anemother's attitudes toward education. Table 6 lists the

12 mother response measures grouped under these headings and inci- w?

cites the abbreviations by which they are discussed. A brief dis-7,

cussion of mother_measures follows.,

(1) Linguipe'Spoken by Child .at Home. Two measures of

mother's assessment of her child's language were created*from items

on the Parenc. Interview. The two measures assessed a mother's percep-
tion of her child's language abilities in Spanish (CSPAN) and in

English (CEMO.. The ratings, made on four-point tikert-type scales,
reflected the mother's judgment of her offspring's ability to both

speak and understand a .language:

. (2) 'Mother's Language,'Usage: The three measure& of mother

language usage reflect a mother's rating of her own language abil

ities!as well as her use pf SpiniSh or Englishin instructing her

child. Measures of speaking ability are each formed by one item and

are designed MSTALK for Spanish and,AFTALK for tnglish. The measure

. -58 .



Table 6 ..Parent interview measures)*

Page j7

.. . CONSTRUCT

. -..

-MEASURE .

Abbreviation..

' .6sed in Tabl:iI

Number of

...

." Number of

F,IrCs

Language Spoken. 'by the

Child at Home

Maternal Language,
Usage

,

.

,
-1,.

Mother's Role as .

Teacher
,

Mother's AttitUdes Toward

Education -

1

.

.

'

b

f

Child Spanish Language

Ability .

Child Entlish Language

Ability .
.

Mother Spanish Speaking .

Ability
Mother English Speaking

Ability
Mother Spanish/English
Instrudtfon '

Provides tOilmal'Instruatton

-Provides Instruntional .

Local School Evaluation

School Vocational Pre-

parrtfon .. i.. ,

Importance of Bilingual)

Education
Importance of Child's

Self Concept: .

Desired Grade Level
Achievement for Child .-

CSPAN

CENG,

MSTALK

!TALI

MtTCH/METCH
3

-.... .

MICH. -- e

PLAY'

SCHLtOB

CAREER -,-

.

BLI,NG-

SLFFON

MEOASP

_ .,. _

)

.

.

.

.

.

.,
i.

.

.

.

.

.

,

-

2

1

1

\
11

11

13

1

1

3

3

1

.

'

.

,

I

.

.

.

-

4

4

. 4
,

.4

3

2

2.-

5
.

5'

5

5

19

...

.

.

-

1Parent interviews were cnducted twfce,',at the
beginning a dthe'end of the preschool yerr.'

.

In these
abbreviations a leading C (with4the exception

of-CAREER) refers to child, while a leading M

means mother. for example, MTCH is read "mother provides formal instruction."
.

2

3

5U 2

Companion measure that provides identical information.

a 0

0- GC

a
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.

of language used in instruction is bipolar and is formed from 11

items of three scale points -- Spanish, bilingual, and English.

The measure is designed to assess'the language in which the mother

attempts to teach her child different concepts. The concepts them-

selvesdefine anoth0 measure, to be discussed below. The bipolar

nature of, the scale was removed by defining two scales forthe same

item and reversing the direction of the coring. MSTCH is the re-

sultant scale that assesses Spanish language instruction, and METCH

is its companion measure that assesses English language in- .,

struction.

(3) 'Mother's Role at Teacher. Two measurSof a mother's self-

perceived role as teacher were defined from parent interview ques-

tions, One scale, MTCH, relates closely to the'mother's language

liusage measure MSTCH/METCH defined above. Mothers were asked to in-

dicate "which of the following have you tried to teach your child."

Examples of the 11 concept domains (items) for which mothers pro-

wided ajes_or no response are colors, concepts like big-little,

up-down, before-after, and so on.. The scaleTLAY; which has a simi-

41 format, summarized a mother's responses to a checklist of 13 ed-

ucational playthings that her child may or may not have had the

opportunity to play with at home:,

14) Mother's Attitudes Toward Education. Four attitudinal

measures defined from fiVe-point Likert-type scales of agreement .

were used to assess mothers' attitudes. Two measures are one-item.

scales. SCHLJOB elicits mothers' responses to the statement, The

schools in ourcommunity are doing as good a job of educating our

children as possible." CAREER eliclts mothers' responses to the

statement, "The schools in our community are not teaching our_chil-

..
dren the things that will help them get ahead itt the world." Two

other attitude measures, each comprised of. three items, were defined

by principal components analysis to summarize mothers! responses to'

23 attitude-eliciting statement& that included the two just men-

tioned, SCHLJOB and CAREER. The two measures were interpreted to

reflect attitude toward bilingual; education (BLNG) and attitude to-

ward the iMportance of child self-concept (SLFCON). The principal

component analysis (with oblique rotation) was 'Conducted with 29

nonmother respondents on'whom pre-post parent attitude data were

acquired, and did not include-responset from 24 mothers whose re-

sponses were included on other measures. The latter 24 cases Mere
'excluded because'they did not readily fit into the factor space

defined by other respondents. for purposes of interpretation, an

average of observed item scores was used rather than the principal

. component scores.

sl
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A fifth measure related to mother attitudes is MEDASP. This

one-item scale reflects the gr.ade level of achievement desired by

the mother for her child.

b. Reliability'of Parent Instrument

Reliability coefficients are presented in Appendix G for

pretest and posttest measures' composed of more than one item both-

for all mothers in the sample and for subclassifications of mothers

formed according to treatment classification of child. Internal

consistency reliability is acceptable for the measure PLAY and good

to excellent for all othermeasurele

_Correlations among mother measures are indicated in Appen.4

dix M. Several patterns of the relationship are apparent. High

positive correlations occur among child and mother language measures

of the same languages while .high negative correlations occur among

measures of different languages. This pattern of-relationship is

not too surprisidg,'since it,is likely that mother/child dyads have

comparable linguage preference. A second pattern of relationship

occurs among attitude measures fi.e., SCHLJOB, CAREER BLING, and

SLFCON). Very low correlations existed among these measure with

the exception of the relationship between the measures SCMLJOB afid

BLING, which were formulated together. This indicatesthat atti-

tude measures are relatively independent of each other.

c. Parent Interviewing Procedures A

Originally, the administration of the parent interview was

scheduled. to take place simultaneously with the testing of children.

Owing to delays in OMB apprOval of the instrument, pretest data col-

lection.was forced to begin when pretesting of experimental and con-

trol children was Completed. At 11 the sites, posttest recruitment,

training, and collection of paren and child data occurred con-

currently. Generally; intervie took place in the hothes of re-

..spondents.

d. Parent Sample

An examination of the demographic,infommatiOn on the 401

respondents for whom pre- and posttest parental data were available

revealed that approximately 6% were not mothers. In order to pro-

vide the most internally valid and, homogeneous sample possible,

was decided'to statistically interpret the responses of mothers

only. The final sample used in the evaluation was comprised of 375

mothers.
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e, Data Analysis

As wiL the child measures, univariate analyses of vari-

wee (ANOVA) and univariite analyses of covariance were used to

interpret differences between contrasted groups.of mothers. The

,'details pertaining to use of these analysis techniques is provided in

the previous section related to child competency measures. It suf-

fices lAte tote that in all analyses the mother was the unit of

analysis andAhparisons were made both across all sites Ad at the

site level, with pretreatment interview results being employed as

the covaniate, The assumption of homogeneity of within-contrast

group regression slopes was again checked for all A1COVA modgls and

where the assOmptiod was not met, contrasts were not interpreted.

3. Teacher Questionnaire

q'
The teacher questionnaire was specially developed by Juirez

and Associates as a pre- and posttest measure. It was designed to-

gether information'bo the teachers' understanding of what is meant

by the terms "bilingual" and "bicultural" in the context of an

early childhood program and*tp assess theirattitudes toward Span-

ish-preferring and bilingual children and their parents. In addi-

tion, the instrument tapped teachers' feelings toward classroom

procedures such as their willingness to include parents in the pre-

school .program, their sensitivity to the special ethnic and linguis-

tic characteristics of Spanish-preferring and bilingual children,

and their willingness to incorporate these characteristcs in a pos-

itive fashion in the teaching-learning process.

a. Measures

I-
t;

s

-Table 1 summarizes the information gathered with the

teacher questionnaire. As can be seen, a series of five open-ended

items permitted teachers and aides to idgntify the major adyan-

tages of being bilingual and of participating in a bicultural multi- .

cultural curriculum for both Spanish and English native speakers.

Responses to these items were collapsed into two areas integra-

tive and instrumental orientation -- based on the freqygntly cited

distinction established'y Gardner and Lambert (1972) 4° , Those re-

sponses identifying adve*tages such as background and cultural

awareness, intercultural communication; development:of self-cohcept,

socialization, and language acquisition for,its own sake fell into

the general category,of integrative Orientation toward bilingualism'

and bilingual education, Benefits relating to more pragmatic con-

/ cerns such as better job opportunities or enhariced success in

school' indicated an instrumental motivation for second language

learning and maintenance. A second set of queWiOns consisting of

18 items in a five-point Likert-type format, varying from "strongly'

agree" to "strongly disagree," served as a feasure of teaching-staff

attitudes toward Spanish-speaking children,and their parents..'A

similar format was used to investigate willingness of teachers'to:
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Table.? Teacher questionnaire measures.

Page 41

CONSTRUCT

7/'.

MEAORE .

.....-

-

TARGET OR ..,

RESPONDENTS

-

PREqUENCY

eackIrcund Characteristics

Attitddes Regarding Bi-

liagUalism.and'Bilinpal
Curriculum

.

.

Attitudes Regarding Spanish-

Speaking Children and

Parents ,

Attitudes Regarding Parental

Involvement -

Attitudes RegardilgBifingual

and Hispanic. aterials and

Lessons --- .

TPacher Questfpnrafre

it

Teachir Questionnaire
(5 items)

:,;

Informal Interviews

Teacher Questionnaire
'(18 items)

,

Teacher QuesXionnaire
(21 item)

Informal 'Interviews

:Teacher Questionnaire'

$:
(1'O- items)

6

/

.

Dead Start .. ____*.-

(HS) TeachinV Personnel

Head Start Teaching
Personnel and Administra-.

Head.Start Teaching

Personnel

Head, Start Teaching .

Personnel -

. .

`Head Start Teaching:

Personnel
-Head Start Teadhing and

Administrative Personnel

Head Start Teaching

Personnel

PrP and Post
L..

Pre and Post

Periodic

.

Pre and Post

,Pre and Post.

' Periodic

.Pre and Post

.

.

<

I.
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include information received from parents, as'well as the parents

themselves, in an instructional program. Ten questions with a total

of 21 items were used, not only to assess the respondents' pe

tions,of the utility of parent involvemeht, but also to Eli t

opinions as to how parents could most effectively be use A final

set of 10 items provided informatiorvon the importance the teachers

and aides placed. on incorporating certain materials or lessons

geared to the needs of Hispanic or bilingual children into the

teaching-learning process.

b., Sample, Questionnaire Administration, and Data Analysis 4\

Although-42 teachers responded to the questionnaire ini-

tially, only 33 of these remained at the time of the posttest. Dur-

ing the same period that the children were'being tested, the super-

visor of testers administered the teacher questionnaire. The ad-

ministration generally took place at an agreed-upon time with the

entire sample for 0 site filling out the questionnaire at the same

time. This grotip administration of the questionnaire, with the

A test supervisor present, took from 30 to 45 minutes in-each in-

stance. Each individual chose a Spanish or English version of *the .

questionnaire, depending upon his or her linguistic preference.

All completed' questionnaires were returned to Juarez-and Associates

for coding.

In keeping with the general analyyls plany-teacher responses

were collapsed across all sites and analyzed by site. Given the

small sample of teachers, it was inappropriate to use inferential;

0 statistics. Thus, frequency distributions were generated for the

responses of teachers aeross the four domains specified by the

evaluation contract, and these were used to tentatively explore

trends in teacher attitude change over time.

E. .
Naturalistic Observation Component ,

The usefulhtsis of qualitative techniques in educational re-,

-search (Wilson, 1977) -and in, evaluations (Patten, 1980) has been

well documented, as have the problems with overuse of the methodolo-

gy (Rist, 1980) and difficulties in the reduction and analysis of

data produced from such techniques (Miles, 1975). Juarez and.

Associates attempted to overcome some of the limitations that tra-

ditionally occur-when observational data are used in evaluations by

wedding the observational component of the evaluation' to the edu -.

cational goals of the Head Start Strategy for Spanish-speaking

Children and those of the curricula being evaluated. Each curricu-

lum developer held to identify criteria that would reflett the 10.

degree of implementation of their respective curricula and criteria

that would directly reflect impact on the participants. Thus; in-

formation consistent with those constructs measured by the tests

and interviews was gathered. This approach allowed for the organ-

ization of quality control measures which assured the comparability
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..(,of data across-all observers and furnished a methodologically inde-

pendeit cross-validation of the test results (cf., Campbell, 1974).

Two principal types of observational data were collected.

Data on children, intended to augment the test data, were gathered

within the classroom settings. Written protocols of the child ob-

servations made on a select subsample of experimental children at

each of the research- intensive sites were coded for behaviors iden-

tified as objectives of-the curriculum models. `These behavioral

samples fbcbsed on (1) language development, (0 language"compre-

hension and recall, (3) concept development, and (4) socioemotional

develdpment.

In the area'of language,development,.be a ors related both -

to linguistic competence and functional language etence, two.

- 0 areas also tapped by items on the standardizedmeaseresof language
acquisition and language production, were examined. Observed be-

haviors related to language comprehension focused on the ability to ,

recall events or tell a story as did certain items of the Compre-

hension test. .Similarly, behaviors in the area of concept develop-

ment were those related to visual discrimination, seriation/sequenc-

Mg, matching/classification, spatial and ,time relationships, sym-

bolic representation and utilization of objects, whereas socio-

emotional development focused on school 'readiness, self-esteem; and

motivation as Aid the testers' ratings.

Data on the nature and extent of implementation over time were

recorded on a series of implementation forms. Data were collected

do what teachers did in the classrooms, physidal organization of

the rooms, organization of individuals within the classroom,

ma erials available, and other topics of interest. Target areas

wer related-to model objectives in order to assess the congruenCe_

bet een the treatm*nt as conceptualized-and the treatmehts as ac-

t ly implemented within a classroom or site. It is apparent that

themanner in which a treatment is implemented in a classroom

affects the behavior of participants in the program. Program par-

ticipants, in turn, respond to classroom'practices in ways that

will influence the way in which a program is implemeRted. 'Accord-

ingly, the behaviors of subsample children as recorded through

.ethnographic notes and focused observations were used to judge im-

plementation. Further, the observational data on individual chil-

dren were used to assess change over time across various develop-

mental domains; al they furnished a series of obsery
encourage

ions on the

behaviors of students in specific co is designed iW

certain'behaviors. Finally, e n ph c notes taken outside the

classroom permitted the identif cation of constraints and obstacles

to implementatiOnvf a given model at a particular Head Stag center

or in certain locales.

6.7
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III

Child'Obseiations

. . At
11

:

a. Ethnographic Notes' '.

.

.
.

Notes consist* of-narrative accounts, time logs,.and
,
in-

ventories, related to claftroom behaviors and model implementa--

tioh, were kept 4by participant researchers and implementafipn,re-

searchers to record observations, Three'separate note files --

topics; events, and individuals -- were created and an ipdexin

strategyl-which, combined an Ole apd emic20 apprbath was 'dev

oped, Thit'indAxiog system is trifaceted: the firs(compon t-

contains four superordinate categorykodes (e.g., Head Start CW-

munity) and A series of subordinatf ones le.g.ypopulaticm' arsaF-

.
teristits); the second includei-etic cate rordi-

nate) whicR result from the crost-model objectives . ,

4, r!

child outcome behavior for the_ four curriculum modelile.4.., ap- . ,,

.1.

guage use) and also contains a series of subordinate ones dey1 r ,

ing with specific observable behaviors (e.g,:,. uses present tenseir .

in-Spaniih); andtihe third contains emic categories generated_br.

-each' fieldworke arid , reflects local concerns.
. 4 ..- a.

( , '

The indexing system was developed As an analytical ,tool in

which broad-based descriptive goals, were abandoned in favor of

,
focused-categories related to the goaols of the evaluation. Par-

ticularly germane areas of interest wee the feasibility 'of imple-

menting the modelsin various locales and behav4eral constructs

4r -idehttfied by, the curriculum -developers.as important outcomes for 4ph

their model. The system was descilptive in that it offered com-

prehensiveness and analytid'in that codes representing particular

behaviors were quantified.

6,1, Time 10d Event Sdhples
.

..

Systehatic procedures building"on.t
fieldworkers' observa-, .

-.t tional and note-taking skills were als veloped for the natural-

ia istic clessroom.observatfts. These ehavioral samples concen-

trated on a subset of children at three specified and preselected

plriods during'the.school year. ,Table 8 presents the general . ,

Onitructs that Were tapped through these systematic observations.
a ,

4iVerdrsteps were invqlved'in selecting the subsample of

childreni- Based' on their observatidis of - children in the differ-

learninpenvironments provided by *a.model, fieldworkers Sup,

0 id information on, those child characteristics which seemed to

e ilOptive of disfinct experiences in different contexts:,

ltho the characteristicsvaried by site, all were- chosen from

4ter:list developed' by the coordinatOr of fieldworkers in

onjunctfon with the project staff. ,Sex, language preference,,

'verbal ability, and ethnic group were common characteristics

across allsites; cognitive style 'or famlly composition were

4 <:\
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Table g Child obserytti,on Measures.1

Page 45

.

4

CONSTRIT -.

.

INSTRUMENTS
.

.
TARGET OR RESPONDENTS :-,

,,,,

fEQUENtY
.

i

.

4

.

Language Acquisitiop

Language Comprehension

Language Producticfn .

Concept Development i.

!

.Socipemotional Development:;1-a

.

;

FoCused Obseintations-

Focused observations.4.
.. ,

;focused observations

;Focused observdtiqns

cutedobservationt

,

."'

.

:

Subsampleorahraximately
15 Head Start (HS) chfldren

SubsamOeof HS children
, ...,

Subsample of HS 'children

Subsample of HS children

Subsample ,of HS children

3 times

.3 times

3 Mies

3 times
,

,

3 times

\

.

.

.,

.

,

. .

.
....,

.

.

. 4.

table, reptesentse focused ethnographic observations on
observatipos,-conducted twice during the year atpe seco Mr replication sites are not included in
this'repdrt.

,

ir

at the Vary (APR) replication sites'. Focused
1". _ .

.47 70

A

3

&t' di

,



-46-.

deemed important at particular sites. The inforrriation on child

characteristics provjded py the fieldworkers was used in'a strati--

fied random selection of the subset, of 15 expeiimental children at

each research-inteniive site. Five children were selected from

each room. In general, they came from those members of a class who

had been pretested. When,'-however, no tested child was available

to fill a cell, untested children were choseh ensuring that the

effects bf a model on different children could be studied. A to-

tal of seven of the 60 original subsampTe children fell into this

category of untested children. The.rate of subsample attrition

over the evaluation year was approximately three children per site,.

resulting ina final subsahple of 48 children, distributed as fol-

lows: Un Marco Abierto I - 11 chidren f6 Spanish preferring and

5 English preferring); AMANECER I6--:11 children (5 Spanish pre-

.44ferring and 6 English preferring); ALERTA-a. tirchildren (6 Span-

ish preferring any 8 English preferring); Altvat-icoteras I -- 12

'children (9 Spanish preferring and.3 English preferring).

'During November focused observations werg,4egun by the par-

ticipant researchers at eachcof the four intensive observation

sites. The second period- of obserlations took place in February

. and March, and theefinal series of observations occurred in April

and May. The methodology by which data were collected combined

the strategies of -time and event sapling and built on the pre-

vious observational skills of t participant researchers. Three

types of events were selected: 71) those involvfhg systematic

interaction-with the teacher orother adults for language and con- -

'rept development; (2) those related to language and concept

Onentbut which'Were unstructured in terms of adultchild inter-

actions; and (3) situations organized to emphasize child-child

interactions. To prevent observer bias and control for the con-

text ofobserved behavior, each subset of children from each class-,

room was randomly assigned to each event or context sampled, and

each child was observed individually for an equal amount of time

proportional to thelength of the event over a period of days.

° - .

,. The unit of analysis for data coilect,ion was the individual
. -child and the data col-1**n technique used'was agatn a running

log. Fieldworkers noted the,time at which an observation began

and then proceeded to describe ,the behaviors of the designated

child, his or her verbal interactions with other's, and general

socioemdtional comportment. Note wasjade of ahytranSitiOns op-

.cuirring dur.inv the observation period and "the time of such trah-

sitions After each day of observations the fieldworkers rewrote

t it fieldnotetand categorized their'obswortions,using the

nguage use, Concept development, and sbciodmotional behavior

codes related to cross-model objectives as defined in'their field
manual.

6
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c. Data Analysis
_

The guiciiig principle in the analysis of:the observation- .

al data. was that of triangulation (Denzin, 1978); that is, the data

were used to provide methodologically independent measures of teach-

er andparent attitudes, classroom implementation, and child,out-

comes Ohich were compared with interview, checklist, and test re--

sults. In addition, the obServational data permitted an examina-

tion of the sociocultural contexts in which the sites were found.

'(1). Analysis of evelopmental Trends. Tabulations of the

subsample observation 1 data were accomplished'through use of-the

indexing and coding sy em.- Owing to the small time.sample at the

first of the three obser ation periods, relatiye frequencies were

computed for the linguist'c and behavioral responses observed for

each child at each of the three time period;. These frequency,

counts were analyzed separ tely for Spanish- and English-preferring

children to identify tre overtime in individual behaviors re-

lated. to the constructs o language usage, comprehension and recall,

concept development; and socioeMotional functioning.

Traditionally, quantitative language measures and such

linguistic techniques as error analysis have provided valuable .0-

sights into, language learpers' mastery of certain basic morphemes

and syntactic forms. Current research in first and second language

acilujsition, however, has shown that the learning áf a language in-

Volves much more that achieving grammatical correctness.(Hatch, .

1978).. It requires developing the ability to handle the semantic,

communicative, and pragmatic functions of grammatical forms -- all

of which Combine to form learners'- general communicative competence.

Such an approach to language learning requires a focus beyond the

traditionol linguistic unit of the sentence to the discourse'level,

where the interactional aspects of conversation, inducting the type

and frequency of inTIOt provided to the learner, can be investigated

(Sinclair & Coulthard, 1975

This perspective guided sampling of the verbal interactions .

in the fieldnates compiled on the subsample children. The entire

corpas of data for each...subsample child was reviewed. Speech sam-

ples that provided the best crosszsection of-structure and functions

typiol of the learneFs' stage of language development, concept ,

formation, or socioemotional functioning were chosen for in-depth

analysis. _Verbal interactions were'invettigated for change over ----r

time in grammatical or conceptual, co'r'rectness as well as in the op,

degree to-which the child's language use and/or behavior met the

functional needs of that social context, including the activity .

engaged in, other speakers', and the setting.



-48-

(2),Indiiidual Profiles. The fieldworkers also wrote in-

dividual profileS of'the children who weretunder intensive ob-

servation at their sifts, The profile consisted in part of a pre-

diction of each child's.performance on each measure of the test

battery, Fieldworkers first reviewed descriptions of ,the tests

and examined the tests themselves to become familiar with the ex-
-tent and content of each measure. 'Estimates were then made of

each chond's scores on all' f'the measures and a description of

the child's observed behaviors in the classroom was given., The

profiles thus were structured according to the same fdrmat and
addressed content similar to that of the tests and classroom ob-

servations. These capsule descriptions were usedin conjunction

with analyses Of the subsample children's discourse within specif-

ic classrom contexts over the course of the evaluation year.

(a) DatwInteration, In addition, random sampl6s of class-

room

\\__

observations were Wen from the fieldnotes for each child

made during the third observation period. The'total time sample 0
for each child was equal to the average time of administration of

the test battery. The notes were scored either in terms of the

total frequency of correct responses less the incorrect ones.or,
in the case of language acquisition, in the same manner as the

test_Aata,Stil,),) Subsample children were rank-ordered by their

scores from bactidata set. The rank order correlations of these

. scores provided an indication of the relationship betigeen what

,was practiced in. the classroom by individual children and what was

tapped by the tests.

As a result of the classroom observations it was possible

to' identify differences in the progress of children of the same

language preference over time. These differences we observed

to be related primarily to a child's entry-level abilities in the

second language. Thus chil6en Were divided within a language
group-on the basis of their entry skills and both their posttest

scores and the input they received over the school year were ex-

bamined. -

2. Implementation Observations

A. Instrumentation
0.

Aloessment of the, nature and ektent of program implementa-
tion over time formed a key element in the observational data col-

lection. Modellipecific checklists and rating scales, which had

( been reviewed for accuracy by the curriculum developers;" together

with informal interviews, were used.to collect data .in each of the

23 experimental classrooms. Each participant researcher and each
implementation-researcher !gathered implementation data'during

e

4
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,three iflo., to three.week periods over the course of the school

year. Implementation data consisted 5T-information on schedule

and organization, physical setting, material resoarces, student

and teacher behaviori instructional activities, and staff atti-

tudes (see Table 9 ). The forms contained a listing of the

planned and actual classroom schedule of the.day, a series of

counts of the elements of a model identified in the curriculum

key features, an overall rating of the'model with the

the unit of analysis, and gqides for structuring conversations

with the personnel at a site' around model-specific themes.

The strategy for 'completing various parts of.the imple-.

_mentation forms included keeping a running log of notes to com-
plement spot observations. A log was kept of the actual time dur-

1
ing which activities occurred in the observation period (engaged

time),,.as well as of-the amount of time spent in transition be- .

tween each activity. Notes were taken on all naturally occunrifig

events within a given time period. To ensure that sufficient data

were collected, a list was made of all individuals in the class

(identified either by name or through a-description of their cloth-

ing) before observations began. The behavior of each period for

each activity (e.g., chtldren who were engaged in one activity and

children who were not)omas then described. Such note-taking pro-

cedures, focused on particular, situations that were specified by

'a curriculum model as promoting particular behaviOrs, allOwed for

an accurate estimate f overall classroom activities asthey re-

lated td model feature The resulting data permitted estimates

of, foriexample, the tim spent in a specific area or the percent-

age of time that childr.en were speaking English or Spanish. Al-

though the data were summarized' for the purpose of establ'%hing ,
an index of the degree of implementation, the raw data r 'nemAt
available andretrievable. A strength or the strategy is tha it

does not preclude the future examination of the raw data by either

the evaluators.or the policy plannees in the :fight of (Afferent

questions Concerning hoW a program functioned beyond those of

Juarez and 'Associates' contractual obligations.
. '

1
-.

b. Implementation Analysis
,_...

)1 (1) Iffiplementation Scores. Two types of data analysis. were ;

used to process treatment implementation data.. Checklist data

IF
were quantified by asking each- fieldworker to rate ingividual er`

items of the implementation checklist for, his or her model by

using fiveloint,Likert-type scales to estimate an item's impor-

tance to a curriculum model. /These scores were then averaged

across fieldworker raters fqf each item, and the average rating

for each item was summed within each implementation category to

provide an estimate of the'importance of each category to the
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'Table 9. Implementation form measures.
4

CONSTRUCTS

Schedule and Organization

.

.s

Physical Setting

'-Instructional Materidls

Individual Behaviors

0

Instrtlitional Strategies

*"

INSTRUMENTS

Implementation Checklists)

Ethnographic Notes:
Running.Log of Sequence and
Duration of Daily Activities 4

Implementation Checklists)

Ethnographic Notes

Implementation Checklists
1

Ethnographic !totes

Implementation Checklists

Ethnogrpphic Notes

Focused Observations
4

1

Implementation Checklists)

Ethnographic NoW

Informal Interviews

TARGFT OR
,RESPONDENTS

3 Head Sta6t Classrooms

per site
Head Start Teaching and

Administrative Personnel

3 Head Sta$t Classro6ms
per'site".

Head Start Children and
Teachers

3 Head.Sta;t Classrooms
per!Site`

Head Start Classrodths and Site

(

H &ad Start Children and
Personnel

Head Start Children and
Personnel.

Subtample of Head Start
Children

Head start Teaching Personnel
Head Start Children and

Teaching Personnel
Sub-sample of kead Start

Children
Head Start Teaching4Personnel

FREQUENCY,,

3 Times

Periodic'

3 Times

. Periodic

3 Times

Periodic

3 Times

Periodic

3 Times

37imes
Periodic

3 Times

Periodic

1
. Reyeloped by Juarez and Associates.

2The only exception was Alerta had only t146 evaluation claszrooms.
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model. Ratings were also combined to futnish an overall imple-

mentation score for each classroom within a model at each of the

three implementation.data-collection
perfods.

As the-checklist data. were being scored, fieldworkers inde-

pendentlypendently listed all...lthe factors which they felt were either

implementation of a model at their par-.
-
facilitating or impe

ticular sitraw These lists were then taken by the coordinator of

fieldworkers who organized them into a set of categories approprf-

ateito all of the models. This summary set bf categories was

returned to the fieldworkers, whO then used it to examine the data

for patterns over time. 'The fieldworkers used thedates of the

three implementation data collection periods as a mnemonic

to-help recall' what was occurring with respect to a particular

teacher or within a classroom. After having nosed their impres-'

sions of whO...had happened relative to each category at each point

in time,, the ffeldworkers returned to their fieldnotes and used

the cross-re#rehcing-system to find instances that verified or

refuted the imOtvipps made using mnemonic-assisted recall.

After the entire'eXercise was completed, each participant reseach-

er met tndividuallf,with the coordinator offieldworkers and pat-

terns in data were d}scussed. These outlines were then elaborated,

into descriptions of the implementation process on each classroom'

Ara site:

As part of the analysis of model implementation, frequency

,,counts were made of the classroom staffs' (teaCher and aide or

assistant. teacher) language use at different periods during the

year. For the researcher-intentive sites all speech by the staff

in each classroom during the three -mouth period in which
the imple-

mentation assessment took place was considered in the analysis

whereas at the sister slip data were limited to the 10 days the

implementation researchers were on st..e during :ach time period.

The relative frequencies of language use over .time were examined

and related to the category of individual behaviors in the disi

cussion of implementattoh results.

I

(2) Data Integration.
Integration of the observation data and

test and interview data was.subsequently accomplished. The imple-

mentation forms provided data on five categories of implementa-

tion'-- schedule/organization, physical
setting, instructional

materials, individual behaviors, anti instructional strategies.- -

for three points in time. Contextual data from the ethnographic

description of the implementation process at each site were then

used to explain visible trendt 'or change over time within a site

nd croit sites within a model.

77
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(3) Site Summaries. An additional,data analysis strategy

was the site summary. Using the first four categories of illAe in-

dexing system devised by Juarez and Associates, researchers, upon

their return from the field, wrote descriptions of the sites at

which they hid collected data.' These were of an interpretive

nature, as the desCriptIbns had as an organizing theme the feasi-.

bility of implementing a particular model in other locales. Such

analysis. generated a rich set of working' hypotheses about what

was happening at a particular site and a retrievable set of ob-

servations supporting the hypotheses. Fieldworkers then met and

reviewed their findings; identified major themes across models,'

and'proposed general findings for each model. Seven major cate-

gories -- sociocultural environment,' sample families, administra-

tion, school, teaching staff, control groups, and,children's ac-

tivities were identified as major areas under which the com-

parisons of each site implementing a particular model were pre-

sented.

. '.
,

3. Preparation of PdF'sonnel and Data Quality Control

f
, (

Recruitmenta. Recruitment and Training
. i

-Juarez and Associates developed a recruitment plan aimed at

overcoming the inheeent difficulties' in finding able and experi-

enced bilingual fieldworkers willing to makeNf commitment for one

year of work in the field. The plan involVed the use of both

formal andlinformal recruitment techniques focusing'on specific

organizations and geographical areas. Job descriptions for the

position of participant researcher were, placed in such national

outlets as the Chronicle of Higher Education and Anthropology

Newsletter, while descriptions, for the positions of coordinator/

supervisor of participant researchers, data manager, short-term

researcher, and participant researcher were sent to a variety of

university placement offices.' university departments, and State

employment agencies.' In addition, friends and colleaguesof

Juarez and Associates working in the areas of bilingual education,

anthiopology, education, and lingyitics were contacted by phone.

Job desdriptions together with letters requesting any possible

assistance in recruitment were also sent to all of the curricu-

lum model developers and all,members of the,advisory committee.

All recruitment efforts were concentrated in areas sharing cult-

ural and linguistic characteristics with the replication sites.t.
From'the list, of 41.candidates for the positions the screen-

ing comMittee,selected a short lilt of candidates on'whom refer-

ences were gathered and each of whom was interviewed in 'Spanish
i

and English.' A final screening took place and the finalists were

offered positions. The coordinator/supervisor selected was bi-

lingual, held a Ph.D., and had over 10 years of experience in
ethnographic research among Latino communities both in the United

ti
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States and abroad. The data-man4er employed was bilingual and had

expertise in both qualitative Land quantitative research. All

participant researchervand implementation-researchers had'graduate
training, with one holding a Ph.D. in anthropology; all were bi-

lingual with experience in ethnographic fieldwork, early education,

or both. In addition to excellent academic and experitntial back-

grounds all of the individua were selected as persons who would

be sensitive to the local curtlFural and linguistic circumstances
of the communities in which,they would be working.

In training the fieldworkers in naturalistic observation tech-
, niones-,'the expertise of the project directors, the coordinator/

supervisor of fieldworkers, and other Juarez and Associate staff
members was supplemented by consultants from an extensive program
for the training of naturalistic field observers developed over the
past six years at UCLA, The training focused on a series of simula-
tions of the actual fieldwork required of the Participant research-
ers-and implementation researchers during the first three months' of
data collection.

r
Training was holistic in the sense that each aspect of success-

ful fieldwork in the preschool settings was continually related to
other aspects and learning was highly experiential. In addition,

formal learning experiences were structured toemphasize and en- .

courage 'peer interaction and social synergy. The general content of
the training period was as follows: (1) Week one -- introduction to
the evaluation, role management, Use of rating fOrms, fieldwork,
ethics, introduction to ethnographic note-taking (2) Week two --

fieldwork, fieldnote styles, observational strategies, indexing
systems, field interviewing techniques;-- (3) Week three -- simulation,

fieldwork, debriefing, orientation to sites. Training also served
to pilot the implementation.forms fs well as to test a number of dif-
ferent time and event sampling procedures related to-tot erftrsonal
interactions and language use in context.

Debriefing and retf-aining sessions for all'fieldworkers were
undertaken in mid-December 1979 by the-project directors, field
supervisor, and the qualitative data manager with the assistance of

.

expert consultants, As with the first training session held in
August 1979, this review was.simulation-based in that most
bf the session was devoted to providing the fieldworkers with skills
related.to the write-up of ethnographic-data. The meetings were con-.
ducted in a seminar format, thereby providing participant researchers,
and implementation researchers with an opportunity to share ideas and
information as well as to call on the expertise of other Juarez and
Associates staff members Or consultants to address particulpr ques-

tions or problems. The training and debriefing were organized around .

three major areas in which the data collected by the fieldworkers
,would be used: assessment of implemehtation, verification and ex-

, planation of the test data and the preparation of the pamphlets, An

79



interim report was prepared by each fieldworker providing arr overall

assessment of his or her site through the first three months of data

collection. This training program emphasized most ()tithe major prob-

lems field researchers would face and offered-specific techniques.for

implementation of eff,ctive observational strategies for solving these

problems in the field':.

b. Quality Control

'Juarez and Associates' approach to fieldwork emphasizes that the

most imporfatnt data collection instrument in naturalistic observa-

tional studies is the researcher. - It'follows%that, if comparable

data across sites and researchers is a research objective, as it was

in this evaluation, the/team of investigators must be monitored

throughout their period of involvement in the data collection effort

and the data collected must be appropriately calibrated to the use of

given methodologies' in a particular system. Thus,, in'addition to the

multiple research techniques
emphasizinkparticipant observation, a

, series of activities to systematically monitor observational data

gathering and to ensure the accuracy and consistency of the informa-

tion collected was developed. These activities included the follow-

ing: (1) the previous experience and training of the fieldworkers;

(2) the use of an experienced bilingual educational anthropologist to

supervise and coordinate field operations and to conduct parallel ob-

serVations; (3) the establishment of monitoring procedures, including

soekly feedback to the fieldworltbrs and reorientation and retraining

meetings;. (4) the establishment of vcentral processing center to

facilitate consistency of data reduction, synthes4s, and interpreta-
.

`'....tion; (5) the development of standardized formats for accurate data

recording; and (6) the development of a field manual to provide com-

mon definitions, delineate role relationships, and specify ethical

and-confidentiality considerations. Additional steps,to ensure the

quality of the data included submitting fieldnotes in a consistent

format and verification by the field supervisor of each 0400d entry

in the notes for appropriateness and accuracy. These verifications,

as well as any aspects related to the quality of the notes., such as

= level of inference,. legibility, and amount of information being sent,

were discussed with each fieldworker during weekly phone calls. Calls

also inclUded discussions of changes in the participant researcher's

or implementation"researcher's role,' scheduling of the various.data

"collection efforts, informatio ut fieldworkers at other sites,

and new noteetategvies.

The initi l Okrallel observations made at the beginning of im-

plementation research in the fall were ,supplemented by a second site

visit in the spring. During both site visits the supervisor conduct-

ed two days of Oarallel observations with each PR and one day of

observations with eachaR. The purpose of the parallel observations

was twofold: first,.10 provide a measure of interrater agreement

so
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allirsistency over- time in the use of the implementation forms' and,

s , to determine the accuracy of the'ooded data collected by the

fieldworkers in their subsample observations. In-both cases a high

agreement was found between the observations of the supervisor and

those of the feldworkers at each site (Chesterfield, July 1980).ji

Complete discussions of all training and quality control procedur

are found in Chesterfield et al, September 1979,.and Chesterfield

and Gongalves, December 1979.
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-FOOTNOTES
a' 0

. 1. While test selectio4nd-data collection procedurei are summa-

rized, the reader is referred VO'otherJuarez and Asticiates' docu-

ments. for complete discussion of these issues;. (See).keperldix1/4for.: ..

a list e -.kelevant documents,) -

,

2, Contra groups were. to receive no preschool exposure,and the

experimental children lit two sites each were'to'be exposed to one of

the four-bilingual Head Statt curricula.
.

.. . - -

3. Given that the facqs.af-the'evaluation component was on thee

.aiggssmept,of the
metdegree to which the individual sitesmo4e1

ARbome and_impTementatiop goals and the cost of'obser9ational ne:-

ieareh, t)te observations were, limited to thd experimental. children?
,

1
- to

A A ..
.

4., 'Given MIS orientatiorN the .terms "Spanish - preferring" and s.3 ..

-,,

stippreferring! childrin ar4 used thronghOut the text. 'Tnele .-.

rePhat ilitended to_ syggest a conscious language choice an

i
t ,ot,the chiTdteri atiCtherefore are used synonymously with

the terms first,rst, w.. e 'pr imary , and, -second Lang. ua g e .

5, k reCignized

.

prableavin-ustng MLU..in measuring second as ap-'

. ,posed to'first:Aanjuageacqufsition'hA been,the frequently cited 0

'-' tendency.otthe,seeond langugge learner to initially acquire. language.

through "routine or "formultle expresSions (Hat ,.19741)) (e.g.,,

"Ya know what?" "My.hame is ...4). These expressions ate lea

'4, whole'apd's,prve a functioW rather than:'exprersive purpose. as

.go
:beenar ued,thatrthay may artificially inflate 141.1.tn the sec

, t. ,

..

languag nd *rye to inlicate the learner's "petformance ra

.
than, hi ,Pcompetence.t ere "is disagreement, however; as'tosthe

4talue of these expressions. Fillmore's research (4,97.6) suggests --, ' .. .

, .

that-they serve,as a vital stretegy tn IheLearly stages of second s. f to

langbage learning by providing access to verbal'input from.native-

sedekers. Furthermore, Clark. (1974) has hypothesized that the.ini- .: # ,.
- -tial stages of the acquisition of a first language. may be gimilarto- .,,

those)in second Ighguage acquisitlan.- Consepently, MLU, as con- ;',,,,_,-,'

stdered' here as a'valid indicator'of-divelopmental first ltd second-\.%7

langgage change. Spanish andkEnglish MLUs are never di edtly am-- _.

parOgrtowever, dUe to,the different mprpfialogical structures ofthe

two laflgu' ag. s.

,

e(Sie Appendixi x B for the.Er i ter, i a. 'for scoring' Mls:)

6. liCcovdance with; the sOrIng procedures: for thetructured ',- s >,

ks recommended by test:developers, reispOnseS vklcti were seminti.: '4

ly correct yet morphologically or 'lexically, inco*ect (e.g.,

'something to writ.with'i rather than."penq were storel aillincorr

relt. Thus scores' may be a Conservative measUfe ofprOuctive abtl,

iP , ,

r °., . , ,
1

7

S
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7, .Alpha coefficients were examined by and acoss treatment el

classifications for pretest and.posttest.vallues of Spaniili and Eng-

lish Mpasuretof-three-conStruCts -4-concept development, perceptual

.
motor development, and language comprehension. Itas found that

for 12'of 12.possible comparisons of within-language preference re-.

_liability coefficients assessed across treatment classification and

for 35 of 36 acrefts,language'preference comparisons made within

treatment classificatitins, the reliability coefficients were lower

for subjectswhose language .preference matcheethelanguage of the

,.test (see Appendix D for all reliability coeffiCients), 'The.onge '

Of difference in magnitude of values is appreCiable for most can-
.

iparsons, differing by an average of-15.k points- 1

i

4"

Y. Lower. coefficients n eferred language concept. development

and language comprehens'on asures are apparently relatedrto the _
,

.:st lrategy of testing chi dren In two languages. Appendix C tpdicates

that a.very,high perce a* of zero responses resulted a both pre-

- -.,and posttest for almos alrmeasures adminic'ered in children's non-

? preferred language, °Skewnessstatisics Ipot resented) indicate :

positively skewed store distrilattionsofdr mea s in the second

.... . language, a consequence of the high incidence o ,zeroes, 7he'abun-

dance of zeroacores would be expbcted to inflate the internal con-
..

sistency estimate Of a measure, as:item toores woufabe more homo-

geneous across individualktested in the second language, creating

the generally higheealpha coefficients reported. Similarly, reli- ,

tEent classifica i
ability coefficients computed over

as would
vary

less than those computed within trea
be expected for larger numbers'of subjects that-would-have fewer

zero or near zero. scores, . ,-,

A-different explanatiotr teems reasonable for the lower alpha VA'

coefficients obtained on preferred language perseption measures, .

.
re was a strong stendency:for ibjects to score at test ceiling on ir. 4

. *Jour items comprtiing the measures, ft seems likely, that the

test ceiling effect resulited in .an appreciable reduction in among-

,
persons variance,for test in both'language preferences, but that* .

the variance .reduction was 'greater for prefereed language perception,
. measures, .Variance restriction is most apparent do'the ,01 alpha

coefficient obtained on EPERC of posttesiliforInglish-preferringe:.

HeadStart comparison group. children, . .

. "

' ** Relia ility coefficients cOm4uted4Prom subject'soiores in the

vr nonpreterred language have "face value" utility in that they \-eflect

A
the measured internal tonsistepcy of a scale for groupings of sub-:
s

. .. , sects that are used in tfle analyses to -be presented, - However, a

summary impression of a measure's internal consispncy is'best-Pade -.

,At eusing-thelalue computed on 'subjects Whose language_preference
MP -mtiches 6*flanguage of the test adMinistration; Using this,cri .

terione-the reliabilities, computed for measures -of concept develop-

mentand narrative descriptiph are very good, with Mean values

across tnatmen classification-40nd time of test.administratim pf ! 1

.,- r,815 and' ,778, respectiyely. Mean alpha valluei for measuresof-lan4

.
. )

:
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L
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'\ gunge comprehenston (.535), perception (.463) and object description

(.45Q) were appreciably lower: - 7 .

-.'
.

.
.

, .

lAm additional consequened of the extremely low scores obtained

by many Children in their second,language was that correlations be

tween two ionstruttuwere generally higher when the test,itas taken

in the nonpreferrelanguage, whether thisjangUage was Spanish or

Engligh. The'postteit relationships among,:the Spanish measures of

concept development (PSIS) and perceptual motor development (SPERC

typify the general pattern. The correlation between these Spanish

. measures was .33 for Spanilh-.preferring children and-88 for the

Engl h-preferring children. For the English measureof the con-

stru t, the higher correlation was 'found along Spanish speakers.

Thus orrelations for measures in the donpreferred 'language were

som- t:inflated.' For-the purpose of defining thgadegree of rela-

tion between different child competency measurat, it ors there=

fore opriate to use the correlation values computed on subjects'

whose guage 6reference matches the language in 'which the test was

administered. Complete sets of correlations among child measures

for,tpanish: and English-Wereing childrea-appear ingAlverdix-E-
_._ .__

. . . .

ite
...

8. Warner-(197) has described three types of.experimenters:
"brutally,honest" experimenters ,who report and -anal ve eu ry piece

bf data regardless of how ridiculous some of them Rffght gppeark.
"think-honest"Joxperimenters who set aside unreasonable data po ints

.for tgcondary:interpretation; and "dislphest" experithenters who dis-

%
' attempted in this case to move toward the "think tiane§t" approach.

card.bad data points and "'lever tell _anyone about them." We hive

0 . , . .

.

Is.

9:. "Even tin these analyses, toeer, the'philosoph) of not cqptrast,

ing the different bilingual, ulivralooHead Start treatment Mbdels 4,

was adhered to. giPerimental designs'osed'in the "composite" com-

'parisons included-srossed factorial designslorthe factorsof site

and,treatment'grOup. Even though full effect models (inluding in-

) .teraction terms) were run, significant interaction, findings were
5.

0) not interpOged. -
, . .

10.- Even at these sites score distributions on the

fo -Children of different )anguage preferences were'

90 markedly that no parametric. statieticil analysis

preferences was attempted.

outcome measures
found to differ'
across language4-

, r

11, _The use of
assumed

investigate treatment effeeV between con-
-

trast groupg that are assumed to be nonequivalent is-a sorewhat "'

problematic-endeavor. As Lord (1963), cited in' El re,
969)-los'.

cogently noted, random assignment of-gampling,units to

groupg%

the 1°9141 (not meiY the statistical) pterequiii%e

to a controltedexperimentqf the individuals are not Ws- ,-

nsigned to the treatments a-andbm.0 then it is not helpful to'

demonstrate ttatistically that the-groups after.treetment-.:7, sk

. *
.fir 4110

*
. .."/ ef.4 ' -PI

,

1
. _

4. ...'s -or.

*.rry As...
t r . '....
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show more difference than would he expected by random assign-
- ment untess,,Of course, the experimenter has special infor-
,, Motion showing that .the nonrandom assignmentcwas-nevertheless-

.random in-effect. If, as often happens,'randomfied assignment
is impossible, then there is often no way to deterMine what is
the appropriate adjustment to be made for initial differences,
and hence often no way:to show convincingly.by.statistica/ ma=
nifuations thaf onetreatmerit is better%than4nother,

However, the' practical necessity of attempting to, obtain some
mote of treatment effects in the nonrandom sampling situation has

made the use of ANCOVA commonplace. 4 .

.

. In addition to. its logical limitations, a technicat probl
. ists in tge -use of ANCOVAto statistically correct for pretre ment
differences between assumed nonequivalent contrast roups. ,T

problem,ie that ANCOVA used with fallible.(errprfu. y meetured ) co-4 '

:variates tends-to Undercorredt -for oretreatient'dif renCes between .'

--contrasted groups.. As,4 consequencek an initially measured low
group in a two-group pretest/posttest evaluation ivould have a built-
in disadvantage to' ercome,if the criterion"far4valuation is
amount of gain over ime a4 assessed by fallible pretest- adjusted
4INCOVA, Campbell an Boruch (19;5) have recognized the impbrtant
implications of this problem, sihce subjects nonrandomly assigned
to compensatory education treats dsuaIly obtain lower scores'
than enrolled in. control treatments. It is'important,to
note. that,for t majorityof.subgroups contrasted statistically ins
this evalmati preexperiment differences between subgroups were

,not.interpr ed, 4- ,;

Kenny1(1975) has reviewed the imelications of several-statisti-
cal techniques that attempt to, deal with the undercorrection'probtem,
but recognizes that each techniqueis based upon different-assUmp-.
tiont about the nature of error within a concomitant (preteit))meas-
ure,. It is,pnfortunately, often difficult to choose among these ,

ossumptions,'Perhaps the most reasonable solution to the problem of
assessing pretest/posttest change among nonequivilenf grodpsiis to
Useosema analytic techniques to investigate.group differenceand '

then compare the similarity of results ettetned4,*The analytes.to be
reported Oereitake only the first step toward th0 goal4Of utinginul-

e

. tiple, parallel )analyses to interpret treatment gtpup differences^
amonontquirelent groups. t.

,

121' The tovariate FACiochildts home languagt environment; was:6-
rived by factor analysis (principal compolefits,' varimax rotation) .

from nie items concerned' with. the child's language, three items con-
cerned wi4h 'the-language of the.parent survey.respondent, and

e
iteM Concerned with the highest school grade level-achieved by the

'parent'survey,respondent; 'The nine items child's longue

. at,home.were incorpgraled into three val ,before they were entered

into fattor analysis. On oneof,these`seales, missing responses Of.

g
I ,

.6 i -' / .
ii. .....

,..
- ,,,. 85', ,

.
. ,

,
..' ,.
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-31 respondents were replaced with nonmissing scores. Missing,

values were estimated bylthyltiple regression, using respondents'
nonmissing.scores frqm the zither 11 items as data. Beta weights

*.in thesesequations were estimated from the responses of all ttU.---*

.parent 'survey respondents. Five additional. missing values, 4
spread over three 'other items, were also estimated in the same

way. 'The itrategy of estimating missing scores was adopted in
order to utilize all available test scores in the factor score
computations that then comprised the covariate FAC.

4
#.6

13. Ohly two covariates, AGE-and,PRESENT, have no relation to 1114/

items (or scale's created from iteRs) on the parent iAterview sur,'
vey, reported on in detail beginning on page 34 , .

14. 'Two bf the five covariates derived frcn the parent interview
survey, EDASP and PTCH, were used as dependent scoring measures .as

well as,indei3endent measures. When considered as dependent.vari-

ables., parent survey respondentt were limited'to mothers, and the

-
'ftsures werecalled'MEDASP and MTCH, respectively.

,

15. Inspectiqn of plots after implementation of the stepwise pro-
cedure eliminated the need to print an inspect 91'plots (7 dovari-

ates x 13 scoring measures) per subgr . Univariate score distri-

- butions-Jor each covarilate were, howeve , inspected by subgroup for

shape of distribution and presence of variance before the stepwise

procedureIgas'initiated. ;

16. The logic of dropping covariates whose regression Slopes dif-
fered across subgroups is somewhat problematic in that variance bf
conteptual.interest was _not interpreted but treated instead as if

it ways unrelated to .the scoring measdre.. An alternative procedure

would bemluSe'the Johnson- Ne'man technique to examine the effects

of such res within the range oftp &carting. measure in which

covariate7Opes are homogenedus4

17. In order to fulfill 'contnit specif tions-1 number of the, .

scales used ap dovariaebs in fffe.analys s o outcomts were'

also used as dependent measures' when examMing parents experience

with the curriculum model4 .° . .

. ,

I

' , -

18. The attitudinal, co tructs of integrativk and instrumental

motivation have beenrinv tigated extensively in the area of sec-

'ond language acquisition. esearch (Gardner and 'Smythe, 1974; Shuy

and'Fasad, 1973). Gardner and Lambert (1972), trejginators f

Oese concepts,.distinguish bdtween the two types of motivat n.

While s e lang e,learners vtpw language priglariTy as a too, for

4 some a atic pu pose, others a earto be. motivata by the,1

trinsic' alue theY'place on both nguistic and tionljnguistic

characteristic) of the target fang ge commanity.The latter
group -- characterized by whgt 6 dner.and Lambert term "Inte.--

votive mottVatios" -- cite ,su4h reasons as *roved F4ltural .

\ . .

c 4
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awareness and intercultural dmmunicatiop as impetus for second

language. learning and generally exhibit a desire to integrate

4 with the target language community. Those stimulated by "instru-

, ' mental motivation,"orVhe other hand, tend to learn another len-
.

guage so as to avan their careers or education only, without
exhibiting any Ve%ire to "become like" or imitate the target lan-
guage speakers in terms of values or behaviors. Variqusistudits

have shewnthat integrative motivation generallyleads to the most

effective language learning. In those 'cases, however, where the

popillations of developing countries or emerging ethnic minority
communities need proficiency in a second language for reasons of

economic development or survival, instrame tal motivation can pro:-

videan equally strong drive for languag mastery.

19. 'An indexing system is a mechanism or defining categories of
relevant information,'.organizing them in a uniform manner, and`

.pairing.these,categories (or their code numbers) with actual writ -

ten'data.. Itprovides a descriptive catalogue in which as many
categories ofinformation as possible are separately identified.'

for later retrieval.
,

20. 'An etic indexing system is one in which categories of infor-

mation are determined a. priori and imposed on the actual observe-

.tionaldata, An emic system ,uses Categories generated by both the

subjects of the'study, being therefore reflective of the way such

individuals perceive and understand the world, and by the research-
.

er as'he or the begins to make on-site decisions as to important'

categories of information.

21, The percentage of inter.rateragreement etween the field su-

pervisor and each PR or IR calculated for the approximately 120

items of the implementation forms on two different days was con-

sistently.high fJr:bothth2 Fall ani Spring.parallel observations.
overall agreement-ranged from 81% to 92% at the Fall observation-
and 82% to, 88%.ih the Spring. Agreement-with the PRs was slightly

higher, overall; This would sum to be a result of the continued

-contact that the participftt researchers-andlhe supervisor

- .
(through.their notes). had with a site. wing to the filloortance

otthe'sUbsample observations as a data source, parfiel tbser- '

vations through time and event. samples across a number of children

were also performed during the-'field supervisor's Spring visits to

the researcher-intensive sites. A total of 90 minutes of observe-

tion with at least three different-Cbildren was condqcted. The

percentage of agreement in .coding was calculated for all common

observations and found to be'high (83% to 96%) across all sites.

Examples of the running log Tor sucli observations is provided in .

Apperrndix I.'
,tv
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CbMPQSITE PRORAM IMPACT :

."

Tbis.Cbapter presenti the composite findings of the evaluation
of-the four bilAngUalbicelt40 preschool curriculUm models de-

veloped as par.t.of,the Head, S art Strategy, for Spanish-speaking ,

Oil dren, Findfngs prgented, in terms of the impact of the
Eurrtepluth models on he three grows of evaluationvsubjects: chil-

c drei, parents, and"ife d. Start clastroiim staff. In addition, general j
fw,ffindings,related to iMplernenting the -models are discussed. Subse-

fluent. chapters- provide:Vie 'resuj of the eyal uatign.on a site-by-
site boil discussibk of the trip t of- each model, the
degr2T-W-Which; tfie. tifeatwent .Was ..implemented, t each si te , and the
feasibiNty'otimplementiog the cuerieulum modelt In alternative

ir ,
,s.,

A. -Chili buteamets-
.

4

,
As

-

. 1. Test Resul tp,
-, . , p.

..
Civilidr,wreceiving bi lingua, u tural,HeadiStart treatmen ,ts

. were compared.witb children tir, other Heal Statit programs. Composite'

c.omparisoos included all sites Where -there were a. sufficiert,number
eikof subjects- to make wjthin-site -comparisons 4(five sites in the case

-ald two' sips for English- -, -

or ..,'Ite 'show, an Tables 10 and 13
ining.eacb site ,iactividually, as

will done in sub'equent sections ol this report. The presenta-
tiOn of composite treatment erects controlling foF the effects: of

= .site',, however., il,lastrate a .number of 0,i: trends 'found at 'the . .

individual .evaluation sites.
iv. 1

a. .Spanish-pt errng Children

, of the_SpaOsh-preferrfing-chil
-/ prefetifking ones). the effects

point out the importance of ex

SI5aTri s h- pre ferr children who, w
Start bilingual ,bicultural- curricula exhibi

arisPn children onglish iangue
ble 10). Statist ally significan
g these experi ntal. children,

ur measures
ish Ap<Tui

elotor
teratt4 on -the Se measures Aiggest

life 414 not .confounding-ttie-'co

. --- C.11

n ,

a

e exposed to thetfead.
ed consistent gains

.co Olti-ve measUres.
p .05) differences 1

observedort-three of: .--
ministered- -in English. These .include .(1) 1r

n, (2) C6ncept1Mvelopment, and'1,3)_-Perreatual
nt.. The--lacraYN,.kigni ficant treatnient ric site in- .`

t tbe results'at an individ-
osl treatment effetts. The

4)1

z
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Tdtle:10 . 'Composite ANCOVA and ANOVA .results fop' Spanish - preferring

children. Experimental and comparison Head Start children at five sites

were compared on'six constructs control ling for the effect of site..

..C70

c../)
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experimental children also showed greater gains than comparison

children -on the measure of Englisb qmprehension. However, this

effect is confounded by a treatment I-site interaction.

The consistency of .these'results suggests that Undifferentiated

preschool experience may prqvide children with some isolated prac-

t in the second langDage,
Tonsistent improvement across.a number.

of dimenrons related,to second language acquisition, however, comes

about through exposure to curriculum models'structured to provide

systematic practice in the second language.

On Spanish language measures, the Spanish-preferring experi-

mental children achieved significant gains (p < ,06) over compari-

soR4hildreb on two of the language production scales. These were

.the Quantity of Spanish Words and the Narration Description Scale.

They alsNutperformed their Head Start comparison group on the

Spanish meesure of Concept Development.

'No sighificant diffeeences were found favbring the comparison .

children on any of the measures in either lanwage.
.

Behavioral obseriations indicated that the Spanishpreferring le

children had-different experiences in the classrooM depepding on

their entry-level abilities in English. Consequently, subsequent'

analyses were performed by dividing Spanish-preferring children

with limited/or no English abilities (SRO from those .Spanish-

preferring children'who entered the programs with English language

skills (SP2). This division was made on the basis of the chil-

dren's pretest scores on,English measures of language acquisition,

concept-developmebt, and comprehension.1 A rl Spanish=preferrinn

children receiving bilingual bicultural Head Start' treatments were

put into one of thesetwo groups and then compared with similar

groups of children .in other Head Start programs.

Spanish - preferring lexperimental
children-with limited/or no

tnglish language skillsidentonstrated more consistent gains in

English over their comparison group than did Spanish-preferring

experimental children who entered preschool with English-language .

skills (s41Table 11). The children from this group showed

significant gains over the Head Start comparison group on English

-measures of Cognitive Development and Language Acquisition.2 The

experimental. Spanish-preferring
children with some khowledge of

'English at pretest showed significant gains over their comparison

group on the measure of English Comprehension: This suggests that

the benefits derived Mom systematic exposure to lingual curricu-

lum models may vary depending on a child's level f second language

development upon enteringHead Start.

It appears that the curriculum models were providing the SP1

children with an elementary knowledge of-those grammatical forms

and vocabulary necessary to gain access to situations within which

to practice their nonpreferred language in the classroom context.

.

9
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Tible 11. Comparison of Spanish-preferring,Children grouped by English

entry' level ability. ExPerimental andomparison Head Start children

at five sites were compared on selected English measures.1

.

SpanishLOreferring Group 12

.

VI*

Experimental Head Start Comparison Head Start

Measure Posttest Means N Group Posttest Means . N F3

, a
.

tan age AcqUitition 1.16 . 81 .
, .54 88 10.29*

gu

JEMLU)..

Language CoMpr'ehension 7.50 22 6.82 28 0.73 4

(ECOMP)
.. ,

. t 44 88 10.21*.

Concept Development 10.02 81 6

(PS1E1 1 , -.

*

'Spaaith-Preferring Group 114

t '

4

mprehension 8.37 114 ._ ,. . , .7:35 it 78. : 5.57* :

(ECOMP) I
:Concept Development J6.300. 55' 16 05 19 0.05.

(PSIE)
,

4

-1-----
.

,

1. All 'statistical. cOmparlsonswere ANOVA.

2. .Spanish-prefe'rring Group I includes all.children who showed 'yttle.or no'ability

on the. English pretest measures (EP,J=0, PS1wEs.3, EC0MP531.

,*

3- * 1) I .. 0500

4. Spanish-preferring roup II includes alichildren who demonstrated ability

in English'on the p test geasures (EMLL1> 0, PSIEx 3, ECOMP >3).4. Spanish-preferring roup II includes alichildren who demonstrated ability

,,

in English'on the p test geasures (EMLL1> 0, PSIEx 3, ECOMP >3).

4 9 .4 9 .

4
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Observational data show that their-more advanced elperimental comr

panions:Oho entered Mead Start with some basic. knowledge of English'

were even at the beginning of the year successfully interacting

*ith both teachers and peers in theirsecond language. Thys they

already possessed the.bare essentials of sirvival skills. necessary

to communicate.effectively in the regular keschool environment.3

SP]. experimental 'children performed significantly better than

their comparison group on the English measure of Concept Develop-

ment. This probably reflepts the fact that systematic practice

of concepts in English was successfully implemented across all the

models. Furthermore, observational data revealed. that the in- .

creased use of English, language concepts was. due almost ntirely

to the practice received by SP]. children over the Head Start year.,

A majority of all Spanish - =preferring children'began the pre?,

school year with receptive abilities in-English. These SP2 chil-

dren demon;trated significant gains over their comparison gObup

counterpaett on 'the measure of English*Language Comprehension. An

interpretation of these findings is that the bilingual curricula

were providing SP2 children with an opportunity to relate meanings

in both languages/While the children with no.ngrish receptive

ability may have beers igrioringthe English input, those children

with demokstrated English comprehension may hav beenattending

primarily to English and using.Spahish as a cbeck on English.

comprehension when not understlnding in English. This is in

contrast to'programs with no systematic SpaniSh language component

in which Spanish-preferring 'children nust tither "sink or swim,"

t.e have no cheek for misinierpreted English. Mese findings

are consistent with thebbservational data which showed that

English language comftehengion and recall activities in the class-

room were irimaeily.directed toward those children entering

preschool ith some receptive"abilities in English:

Finally, Spanishrpieterring experimental children's progress

in Ehglish had no adverse effects on their grOgress in Spanish. As

' is shown in.Table 12, children of both groups performed similarly

to their comparison group counterparts on all measures and the SP1
4 experimental children significantly outperformed the comparison

group, on the measure of Spanish concept development. This is probably",

a result of the continued,practice'with concepts that this group of

children was observed to receive in Spanish. (Sea Appendix J for the

mean scores of'Spanish-preferring children grouped by English entry:

levaJ ability at each site.) I

Experimental English-preferring ehildeen performed simile"(

hrpreferring Children:b. Eng,1116.

to children with the same language preference who attended Head

Start WithOut a bilingual curriculum model.- The similar -perfor-

41
mance of the two groups on both first and second language measures,

ie

C. 93
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TabTe 12. 'Comparison of Spanish-preferring children grouped by

English entry level ability. Experimental and comparison Head Start

children at five sites were compared on selected Spanish measures.
1

Spanish-Preferring Group 1
2

Experimental Head Start Head Start
,

Comparison

Measure Posttest'Means N Group Posttest Means

Language Acquisition 4.14 . 82 4.05 .

(SMLU)
,Language -Comprehension 8.81 82 8:94

(SCOMP) 1

f

. Concept Development 18.5' 82 17.2

(PSIS) -

Spariish-Preferring Group 114.

Experimental Head Start

Measure Posttest Means N

Comparison Head Start

Posttest Means

langbage Acquisition 4.24 54. 3.98

(SMLU) , ''
IC .

Language Comprehension 9.19 114 ' 8.88

(SCOMP) . '

Concept' Development 17.94 55 19.10

(PSIS)

N F3

86

87

87

0.44

0.13

4.33*

N F
3

,19

77

19

1.56

0.83

0.68

i

1. All statistical comparisons were ANOVA.
1 .

2. SpInish-preferring Group I.intludes all children who showed little or no ability.

on the English pretestmeasiires (EMLU=0, PSIB3, ECOMP<3).

3. * p <.. .0500.
.

.
..

4. Spanish=preferring-Group II includes all children who demonstrated ability
..

.

in English on the pretest
mdasures(EMLU>0, PSIE> 3, ECOMP> 3).

ti

94 .
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.Table 13. Composite ANCOVA and ANOVA resul.ts for English -

preferring`-children/ Experimental and comparison Head Start

'children at two sites were compared on six constructs controlling

\ Vfor the effects of -site.. .

211i.ff mEASIMUt

1. LAAGUASE ACQUISITION -111.1 SYNTAX MEASURE'

;immix
Treat-
vent

Site

e
Inter.

action

as

Ri

ns

fts

"as,

Is.

O
Is

cm
a:

au

us

us

no

115

RS

is

as

V,

OS

as

ns

Is

'410'
r

Os

PRETEST

PRETEST,
INC -

AGE
TRITEST.

nurnisi

PRETEST 6"

lltEfTST

'AGENZ

PRETEST,

AGE

Spanish Mean Length of Ut ants

English Neu length of Utterance

z. LANGUAGE COMPREHENSICM-ESMIES4 ?ISO
4

T

Spanish

English

3. LAMM PRODUCTION-YOU SAT IT

Quantity of English Words

t:13 Object Description Siile

r-1-1 KFT.tio tw.scriptiorn Scale fit
i

4. CONCEPT DEVELOPMENT-PRESCHOOL INVENTORY

Spanish Scale.

C:72) E English Scale

S. PERCEPTUAL MOTOROVELDOIRT

Spanish Stale

:):) Enelish Siete

SOCIDENOTIONAL IEHAVIOR,TTSTER CMECELI P

SoCioemotional functioning5

21::>

CO

POSTTEST MEANS4
ER F lRW CTS

EXPERIMENTAL UN MARCO

MEAD START MEAD AU MOWS II AtIERTO I

4.07' -3.16 3.71
,4

4.25
1036 1030 1041 1414

WI MI 1411..52 g.15

.1030
80

1

1041
114 '

. ,

4601 47.43
1,36 N.30
112 4.01

12.70 11 76
N.36 1410

7
it 1024

4.16
1.41 ,1022

12.12' 12.33

1041 124

20.13 11.56 211.751 20.03
N115 No41,T Nett 4 ,t

's

11.35 II.

N'114 NI. 7

.$4

;
11.25 11.32

1064 Nett

Ittatistical comparisons were either ANOVA er ANEMIA. Coverlet's used to ANCOYAs are listed I the schwa 'covariates's se entry in this,

maven indicetes that the statIstfeartest Word was.ANOYA. That measugeffor which eel tistical comparlsoes were made because

distributions did not Allow for parametric tests err indicated by a tm mark in till "41101Ifica a' columns. .

.

mr

IThe following symbels are reed SA depict significance,

p tr.0500 ,

1
.

. , .

a .0500 4 0 $ 11:00 . A.
no .1000.4
la significance not computed

._
.

3 Co...effete' are identified lifthe followinu_nwehon, 1. AGE (Child *0), L FACALantasgli evlrimment factor), 1. INC II .144. E0A11
/-

(Education Aspirations of 'Perot), 6. 11CIENT-,(AXtendeece
Record of Child), 6. PTC1f(Teatbi 1 by Parent at tome), 7. PRETEST re se

Individual tritest Obasurdj.
4 ,

4i., 9,
..

4
Meals are adjugCed fetefvellates 11 tht *ODA Eschlique wee mid; vnadlusted otherwise.

.#

.

_.,111ott Speeish and Ing11ih Preferring thildrgeltX five sites
wereb4otledod ar'euhjecis to polite for tils'oessure,

a ;fir
* , .

r



-69-

'TA

as shown in Table 13, suggests that there is no price to be paid 41

in terms of first language developmnt for English- speaking Oil-
dren who participatein a bilingual program. Thechildren's scores

, on most Spanish measures tended to be zero, thus precluding para-

metric tests-on these measures. These-results are consistent with

the classroom observations that most English4referfing children ..

tended to use primarily English in the classivom.

2. Classroom Observations'

Observational data were obtained on a subsample of 48.chil-

dren at four sites.. Twenty-six of these children were Spanish'

preferring. The analysis of the.obseviItional .data supports the
trends found in the analyses of the test slate and provides specif-

ic information asto the practice received by children in the

classrooMs.'t

a. Spaniiblireferring, Children" 4
7

Analysis of the, classroom, observations revealed that' the 4

treatment the 26%Spanish=-preferring children received varied de-,

pending largely'on the.levelrof linguistic d6elopment at which

the children entered school:. Across all sites the children could

generally be divided -into two main groups; those children be-

ginning the year with observed productive ability in their non-

preferred language and those with ltttle or no observable pro-

ductive ability in EngliAA,

'Ten of the children were identified as, having,productive .

abilities in .English at the beginning' of theyee..° As can be

, seen from Table 14, the children as a group were usingsEnglish

in more, than a third of. their classroom interactions even early

in the year. Most had sufficient knowledge of English, vocabu-

.
Lary and grammatical structures to understand and answer queStions

addressed to them although they usually initiated spontaneous
conversation in their first language. Even at the beginning of

the year they were receiving dirRct input in,their nonpreferred

language from both teachers and peers. By the end Of the yeai,

an average of 73% of their classroom interactions were in English.

They often used English in spontaneous conversation with peers

and exhibited the ability to use their new second language for a

variety of functional purposes. English,-too, was the language -

in whir the majority of individual input was directed to them.

In four,cases the children even went from using primarily Spanish

in the classroom to using English almost exclusively, thus chang-

tng their classroom language preference.

s%
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Table M. Relative frequency of. observed linguistic conceptual, p
antsocioemotional classroom behavior over time for
Spinish-preferring subsemple children grouped by -

English entry level ability: NA,

LANGUAGE
DEVELOPMENT

SPANISH

ENGLISH /

DEVELOPMENT
I

\(?)CONCEPT

SPANISH .

dINGLISH

NON-LANGUAGE SPECIFIC

SOCIDEKOTIONAL
DEVELOPMENT
APPROPRIATE

INAPPoqpRIATE

ENTRY .

LEVEL'

OVERALL SPANISH PREFERRING

GROUP'

SPANISH PREFERRING

GROUP 1
2

SPANISH PREFER11NG

GROUP. 1I3

OBSERVATION PERIOD 1 2 3 1
2 3

79 67 58 '100 88 78 50 38 2,

21 33 42 0 12 22 511 73

47, 27 21 58 32 24 28 11 13

14 ; 17 31 0 14 30 3 "27 344

39 56 48 42 54 46 33 62 . 55

72 68 75 NA NA

28 32 25 NA NA

'Overall Spanish-Preferrfng Group refers to Spanish-preferring subsample children across all four sites; N26,

2Spanish-Preferring Group I includes these children who demonstrated no ability in Englislion the construct at pretest. 'For language development N16; for

V

the area:of concept development, N719..

3Spanish-Preferring-Group II includes those children with some demonstrated ability in English on the construct at pretest. For language development, N10;,

for the area ofconcept development, N-T.,

o, . . ..

97.
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The 16 .Spanish-preferring cilildren,who began the year with

little or no productive ability in their nonpreferred language
underwent a distinct pattern of second language usage and develop-

ment.7 At the beginning of the year they rarely, if ever, inter-

acted fin English. Use of English was limited almost totally to
repetitionbf isol&ted lexical items modeled by the teaqe.c\in

either structured or unstructured second language sessions. 'Their

limited direct English input was supplied entirely.by theteacher
at this time and. amounted to.a very small proportion -oar their total

language, input. Foi. the most part; both teachers and peers tended'

to address them almost entirely in Spanish. Over the course. of

the preschool year they gradually increased their second language -

usage in the classroomlb:form an average of 22% of their total

classroom discourse:43y theend of the year. Teachers and to a

lesser .extent peers began to. interact more frequently with them in

English. They had acquired a sufficient, lexical and morpholbgical

repertoire to respond with single words and short sentences to
both teactiers and peers in their nonpreferred language. Moit of

their spontaneous conversaticurwith both peers and teachers was

still in their preferrenanguage, however.
.

Certain trends were evident_ for both groups' of Spanish-pre-,

ferring children in terms of.the quality of their language prac-

tice,8 depicted in Appendix K. The most notable trend over the '

course of the yeaias that the overwhelming majority of ,the chil-

.dren (92%) diversified their practice with their second language
to include grammatical forms which, they had not. been regUlarly
using at the beginning of the yeak The single category' of lin-

guistic competence in which most children (69%) increased was

that of "incomplete'sentences.'9 , In most cases this served,as an
indication of the children's expanding lexical* repertoire and was
composed plimarily bf appropriate short answers to teachers'
questions. Over half of thechildren also increased their Use-of
complete sentences in English, thus indiciting en expanding
practice with sentence formation. Other area's in which close to'a

majority of-the children expanded their practice were with' pl ural
nouns, the interrogative form, and the present tense. Children's

talk during school activitieg appeared to 'revolve primarily
around events of the present as an 'increase in the use of the.past

and future tenses was exhibited by only about one third of the

subsample children-. Atmajtorityof the children alSo increased
-their instances of incorrect grammatical usages This can'he' re-

lated to the developing linguistic system of the 16' children
who did not use English at the first observation period.

Generally it was those Spanish-preferring children who began,
the .year with some pro.dbctive ability who'achieved functional
competence in the classroom by year's end. 'Althbugh observed

behaviors in the,, area of functional competence were limited, the
data showed,a consistent trend a'molig. such' subsampi children to

diversify the uses .to which they putrtbeir ,second language. By

the year's end they were observed expanding the functional reper-
toire to include descriptions of themselves and their environment._

, .
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The English functional ermpetence of those children with no demon-1
strated productive ability at the beginning of the Year was limited

almosttotally to the giving of verbal instructions, the nature of
which did not usuallprequire the use of Complex grammatical struc-

tures.

Despite the increasing use of English by most of the Spanish.. 7

preferring students at all sites, children were observed practicing a

variety of forms indicative oflmaintained linguistic competence in

\their preferred language As evident frod Table , 81% of the.

Spanish preferring group expanded the variety of Spanish grammatical

forms.which they practiced. Such expanded practice.was primarily with

plural nouns, theoegative and interrogative forMs, and the present
and past tenses. Probably.due to the fact that a greater proportion
of Spanish rather'than English was directed to peers'in spontaneous,
conversation, increases in thefrequeriey of.theuse of'oomPlete sen-

tences was quite common. Aspwith the use of English, children's talk

about the futurelin the preschool situation appeared limited, as only

about one third of the children expanded their practice with the "ture .

tense. increasing practice in using first language for the variety
of purposes defiRed, by the model developers was limited to about one

,third of the.Sparlish-preferring children'. This was probably due to

the fact that even upon entrance to school most children exhibited

functional competerice'in their preferred language.

In the area of concept development, 10 Spanish-prkferring children

received the majority of their practice primarily in behaviors which

were nonlaRguage specific such as painting and drawing. As.was the

case with language development, however, there was an,overall trend

toward increasing uselof English in the manipuiation of concepts. 101e .

experience of the children,. however, varied somewhat depending on the

level of conNptual development at which the child entera'scheol (see

Appendix K). The 19 children entering school with little or no-knowl-

sedge of English concepts account for most of the increase as Vrey did

not use English irthese endeavors at the start of the year but in-

creased their practice to re ash an average level of 30% of their total'

practice by the end of the sAbol.year. The relatively few (7) ch41- .

idren who entered with some knoWledge of English concepts had even at

the start of school a fairly high proportion (39%) of their practice

in this area in their second language, a level which they maintained
throughout the year.11

The trends in language use were reflected in diversification

patterns also. Practice within the construct of_concept development
for all Spanish-preferring children occurred principally in the areas

of visual discrimination and symbolic representation across all models.

There was, however, a general trend toward diversification as 81% of

the subsample children expanded the number of conceptual areas ex-,

perienced. Diversification was due primarily to'increSsed practice in

,riglish where many of the Spanish- preferring children progressed ,from

100



no practice to include behaviors in the area of visual discrimination'

invobiing identification of bjects and their characteristics. Th

variety' of Spanish concepts racticed often decreased as a result o

the increasing.emphasis on E glish. More frequent pehavior,indica ing

develoraent in the area of seriation/seqUencing vra especially evident

across all sites,

In the area of socioemotional behavior,12 observed instances of

appropriate behavior consistently outnumbered the converse of such
behaviors throughout the year. The increase in the average proportion

ofiagpropriate socioemotional behavior of the Spanish-preferring chil-.

'dren was-due primarily to thg gains of 58% of the subsample children

in the area of mitivation. OAkr the course.of the preschool year chil-

Triren became increasingly willing to complete activities independentTy.

Thrqughout the year the majority of observed behaviors in the area

,.of self -esteem wat positive. The'only notable increase in inappro-

priate- behavior,.recorded in the.arei of school readiness by a fairly

large percentage of Spanlsh,preferring children, w due primarily to'

.
the waning interest 'in presch651 as summer vacatio approached, lead"

ing to less participation in group activities.

The example on the folloWing page; abstracted from a participant

'researcher's fieldnotes for the evaluation year, illustrates the de-

veloomental pattern of Spanish-Orefering children with some entry-

level abilities in English. '

4
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Luis Pan alert child with big brown eyes., was a

,Spanish - ,preferring boy who began the yeah with some prO-

ductive, receptive, and conceptual ability in his second

language 'as measured by pretests, With peers he tepded
to restrict his interactions to Spanish when he first

arrived at school, Typical of-the Texas communftyin
which he lived, his speech was interspersed with English

-lexical items., One morning early in the pretshdol year as
he ate his:breakfast fare of milk and toast, e.example,
he talked'about breakfast time at home with thAe seated-
around the tiny table with hini: "Ndsotros hacemos esto

[toast) y le ponemos peanut butter." Although his class-

room speech Slit predominantly Spanish at this time, he
exhibited some receptiveability in his second language
and,periodically employed shok English phrases with
adults such as the time when he flattered his favorite
teacher with "Miss Maciel, you bootiful."

By the end of the school year over 60% of his total'
verbal interactions in the classroom were. in English.
With his Spanish-preferring peers he continued to use

mainly Spanish, which had developed to in-

clude complex tenses such as in his statement when
directinga classmate in the block area, "Aqui pa' que ,

no se salgan." With the 'teacher and English- preferring

classmates, 'however, he talked totally in. English. Dur-

ing independent play; for example, he proudly displayed
his tunnel of blocks ,which he skillfullyserected in the
block area with a classmate to anvadult observer stating, ,.

"Look' what we're doIng,,Mr. Cirdenas. It's not gonna fell

down.'' Although his English was not always grammatically
correct, he had become communicatively competent in his
second language in the c)assroom situation over the,
course of the preschool year while maintaining aevelopment

in his preferred language as shown by both his classroom

- and test performance. .

jr
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The case of Eva exemplifies the experience of those Spanishpre- .

ferring children who began their participation in a bilingual bicultur-

al curriculum model ytth no demonstrated ability in English.

Eva, a young girl with dark eyes and very curly dark

hairo.was a Spanish-preferring chird. who hew the Pre-

school year with little speaking ability in her second

language. At the pretest the only English measure in'

which she achieved any score was in English comprehension.

Eva interacted in the classroom almost totally iniher

first language at the beginning of the year. In October

she was observed playing teacher by herself. Pointing to

some of her classmates' art work on. the wall, she re-

peatedly asked herself, "IDe que color es?" and then sup-

plied the answer, "pUrple.", When a Spanish-preferring

e peer approached her, she pointed to a lens in his glasses,

saying, "Estas son de aquel huequito," The sole English

word in her 'speech waS a,color concept previously intro -16

duced in the classroom on which she appeared to be drill-

ing herself.

By spring, Eva continued to use Spanish mosX of the

time with her 'teachers. and peers. Her EngIishIvor-

cahulary, however, had expanded considerably and she was

able to respond in short but complete sentences,to the

teacher's-Oestions in English, During an English as a

second language session, .for example, when asked by the'

teacher to' think of a word in English, Eva volunteered,

"television." When the teacher asked the'function of the

subject, "What can you do with.it?" Eva successfully

replied, "Turn it OR."' Fifteen minutes later, in a

transition period as she and the teacher patiently waited

for the other children to finish their activities, Eva

was observed sitting on the floor in the rug area moving

her fingersas she counted "one, two, threefour."
Catching the teacher's attention she switched to her pre-

ferred language to explain what seemed to be some fantasy

play, "AIlt tiene una castta y se esconde.allt." Eva's

spontaneous speech- Ws largely in her preferred language,

which she used for'complex speech functions. However,

her English had developed to the point where she could

meet the demands of ESL sessions and certain basic com-

municative 'needs with English monolingual peers. Her

posttest scores reflected these trends as by the end

of tie year, her scores on all but one measure had risen

considerably tn,both English and Spanish. .
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b. English-preferring Children

Like'the Spanish-, preferring group,the pnlish-preferring
children exhibited variability in the second language proficiency

with which they entered school. Fifteen began the-year with no

demonstrated productive ability, in Spanish while seven, three of

'whom were at the Oedominantly Spanish- preferring site of Rio
Grandeicitty, used some Spanish even during the first observation

period.' Unlike their Spanish-preferring counterparts however,

the English-preferring ,Children engaged only minimalty 'in verbal

interaction in their secdnd .language over the course of the pre- .,

school year. As evident from Table 15 only 13% of,these children:s

k
verbal interactions at theestart ands of of their total classroom

discourse at the end of the year was i panish. The'overwhelm-
ing majority of this.Spanish interaction was accounted for by
those seven children whO entered the classroom with some bilin-
gual ability. Even their proportion of Spanish usage,'however,
decreased from the first to the third observation periods.

Appendix K shows that for the most part ,the progress of
English-preferring children in Spanish was limited to the use of
incomplete utterances which reflected the production 6f-isolated
lexical items in response to teachers' questions, usually during
Spanish as 'a Second Language time, This is reflected in the fact

that 41% of the English-preferring subsample children,increased in

this category. That the same .relatively high broportiiih of .chil-

dren diversified their practice with their second lan''uage is a

result of the fact that only about one fourth of the English-
preferring subsample children used Spanish with any regularity

during the first observation period. Those children accounting

for increases in such categories as the negative andainterroga-

tive forms and use of the present tense were mostly at the site

where Spanish was the predominant classroom an0 community language.

These same childrent accounted for the very feral increases registered

in the area of functional competence in Spanish by English -

preferring children asa group.

Because of the predominant English classroom environment in-.

three of the four sites, the children had considerable-practice
in their preferred language, Patterns of English language develop-

ment Were similar to those of Spanish-preferring children in

,Spanish, Eighty-six percent of this group diversified their
pralltice with grammatical forms in English. ByVe end of the
year,the areasn which the majority of children increased were
the use of the negative form, past tense, present,tense, and

future tense.

Functional14,a greater proportion of English- preferring.
children were increasing their practice with their first lan-

guage through diversification and greater use than were their

Spanish-preferring counterparts. Almost two thirds of the chil-

dren diversified their practice in vgrious uses of language. Over

the course of the Head Start year the English-preferring children

04
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Table 15. RelatiJe frequency of observed linguistic, cohceptual,

and socioemotional classroom'behavior over time for,
English-preferring subsample children grouped by

Spanish entry level ability.

LANGUAGE
DEVELOPMENT

SPANISH

ENGLISH

CONCEPT
DEVELOPMENT
SPANtSH

ENGLISH

NON-LANGUAGE SPECIFIC

SOCIOEMOTIONAL
DEVELOPMENT

APPROPRIATE

INAPPROPRIATE

ENTRY

LEVEL

OVERALL ENGLISH PREFERRING

GROUP1

ENGLISH PREFERRING I2 GROUP ENGLISH PREFERRING 11 GROUP

OBSERVATION PERIOD 1 2 3 1 22 1 2

13 12 10 2 2 39 33

87 88 90 100 I 98 98 61 67

5 6 3 0 7

(
31

2

5

54

41

58

36

81

- 19

67

33

46

r

59

41

44
29

44

53

74

26

NA

NA

- 30

/39

.26

69

NA

NA

4

IOverall English- Preferring Group refers to English-preferring subsample children across all four sites;,22..

2Ewlish-Preferring Group I includes those children who demonstrated no ability in Spanish on the construct at pretest. Fon language development Nr15, for

-the area of concept development, 1N19.
, '

- .

.
, 0

joil?3English-Preferring Group II includes those children with some
demOnstrated ability in Spanish .on the construct at pretest. 'Ior language development, /7;

for the area of concept development, N3.

A
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provided relatively More descriptions of themselves an _greater

amount of verbal inStruction to English, . .

.

English-preferring children recieVed practicein the irea of

cecaltapd-comprehensiop primarily. in,Engiish. During the year,

dearly two thirds of the English-preferring children engaged in recall

and comprehension activities in English: Close to one half o1 the re-

maining children were frombnesite where the English-preferring

4 children were essentially receptive bilinguals.upbn entering

School, In their first language English-prdferring children dis-

played a trend toward greater diversification of recall tasks

At theffht obsefvation period behayor of this type tended to

be in those'areasdirectlYrelated to the child or "the child's

- immediate environment, Toward -the end of the year, however, the

childrb had developed the ability to comprehend and recall unreal

Qr abstract'events%

In the area of concept development, English preferring

children, unlike the Spanish- preferring group, received Most-

.yll*their practice "in their first languAge and in thenonlanguage

/npecific area (see Table 15): Practice in concepts in their

second language was'Targely limited to the three English-pre-'

ferring children who entered the program'with some cognitive:

abilities in Spanish, and such practice was confineci'to the first

m observation period: ,

As with the Spanish - preferring Chiqdren, the areas of con-.

cppt development where practice was emphasized for all English-

preferring children were visual discrimination 4nd symbo)1ic

representation, By the end of the_year approximately orie half of

the English-preferring-group had increased the frequency of prac-

tice with matching and classification of objects and sedation

and sequencing, especially in the nonlanguage spectficarea.

The Socioemotional behavior of the English-preferring chil-

dren, was highly appropriate thrbughOut the,schoot year _This

''was especially true in the areas'of self-esteem and motivatidn

where observed behaviors were consistent with cross-model

objectives for over 90% of all observations.. The area in which

the majorttFof children showed the greatest change was that of

school readiness. As was the case with the Spanish-preferring -

- group, this can be attributed -to waning interest in the preschool

activities as iummer vacation neared, ''

The following-case study Summarizing the experience of one

Engligh:preferring child as recorded in thfocused observations
over the course of the year serves as an illustration of the .

general development pattern for Melt children of this -language

preference.
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Peaill, a trim young girl wtth'a rieh comple ion, was

an- English mopolinguil, She expressed no inter in

learninepanfsh. at first, responding negatively t the, .

teachers question at the 'beginning of the year of
whether the :Childrerf.w6ted to learn Spanish. Pe was .

very verbal in her Black English _dialect; character ed'bp,

'the dropping df the .1 in ,the:third person singular
preSent.tense form, as exhibited by her enthusiastic:

li
participation in a discussion of Christmas: "Chritt as

,tree ... I got ,one, Know what'? We spoke to Sinta C ut'

friend okthe phone, My daddy say we don't have to
i

,talk. He carry all iNz:toys."
.

lb By spring of thtnpreschool year Pearl' Was'paying
Aclose-attentionur. g the Spanish language activities

and eagerly singing Spanish language-songs such-eiglPi
Escuelita," She frequently joined the teacher IOW-
minding ler classmates of cleap-up time, spontaneously .

chanting7 "Es bona de-lippiar el salon:"' gtill, how-,

ever Ape spoke to both teachers and peers almost
tOttio1y.in English, In the meantime, she continued to

develop' rapidly in her native language, learning new

concepts of size.tnd numbers as shown in theexample
WO Wows, It was the end of the year and Pearl.

_was responding to the teacher's querie bout arecent

visit to the Bronx Zoo:

'Teacher: How many gorillas did you tee? .

Pearl Two.

(And then pointing to the
picture of gorillashelok
by the teacher:1 -

IkThat's a fat, fat gor4lla.
Two daddies and two mommiet

. I saw two daddies.
. .

Both classroom observations such as thii.and test data

show that Pearl, like many-of.the English-preferrind' .04

children, benefited from, the learning activities at'
school to' maintain and expand, her vocabulary; functional
repertoire, and conceptual,knowledge in her firs;slan-

guage, Development in her new second language., 1154-

ever, was limited to learning.of isolated lexical items

and rhymes,
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B. Pareht.Outcomes

1., Background Characteristics
I

a.

a

The mothers comprising the parent sample had similar backgrounds
despite the geographical diversity of the Sites. At all sites the

majority of the experimental mothers were Hispanics, with the total

representation of individuals of this ethnicity-ranging from above
90% (at-five sites) 'to approximately 70% at the remaining three sites. .

Comprisbnmothers (exhibited patterns of ethnicity similar to those of 1

experimental mothers at all, but one site where the control group, was

limited to fOur Anglo and two Black,individuals (See Appendix

Occupations for those respondents who were employed here in the

areas of clerical or,sales, service, and semiskilled Tabor,fbr both

. experimental and catrol groups. FaMiiy income was also similar for

both groups of mothers within a site. However, average income at

different( 'sites ranged from $6,250 to $9,8b0 per year as A result of ,

regional' variations in wage structure. In general, thp.respondentg

,*

had completed elementary school and is most cases had had some high

school education.

10 1

Mean.familysize(ranged across sites from 3,7 to 6.2 individuals,

an average of three of whom were children. The children of these

A - families were young their ages at different sites ranged from 5.4 to t
6.5 yeari.

t'

Parent Attitudes
# .41

As-s wn in Table 16, experimental mothers felt that greater .

gains h made in the,Eng i -ability of their children than did

mothers ldren'receivingon si those educational experiences pro-

vided by e.home environment: Similar ratings of their own language

ability Nereexhibfted by experimental mothers and both groups of,

domparisormothers. Although all groups rated their own language

ability as superior in Spanish',.they were more likely to instruct

their children in-English. While change in the amount of formal in-

struction provided by.alf mothers was similar, mothers of children,

attending Head Start centers with a bilingual' curriculum and those of

control childre6 enrolled in preschool both reported providing signi-

ficantly more instructional playthings thanAid mothers of children'

notiattending preschools.

All sample parents were highly positive toward the educational.,

system and bilingual education throughout the year: Also., the

,hoped for a college edu for their-chilarin. However, preschool
mothers had similar ed anal aspirations for their children; l

h

.most

comparison mothers related their children's e4ittation more directly

to capeer preparation than did the other two groups.
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Table 16. Comparison of the attitudes and perceptioptof
mothers of all sample children.

i.,2'

_. .
MOTHER ASSESSMENT MEASURES

0
I:,
A.

.0
ai
if
-E

.0
.<1

gr-i;.'

fc
......

".
'4

--Adjusted

f7
pp

Experi.enzal
Grotto

Mans I (N)

Preschool
Croup

Adjusted
Mans

. .,
(N)

Stay at Noce
Group

Adjusted
Means (N) .

4 ,

Lan a Sooken by Child MOW

ns

ns

RS

AP.

-
RS

"s

1.97

1.91

206

206

2.06

1.84

119

119

2.08

1.71

SO

50

,at

' Spanish Ability (CSPAR) .

,English Abil ity (CEIIA)
. .

,

- Mother.'.s Lancuace Ability .

As

ns.

As

As

ns

N.,.

6

As

ns

ns

,

' As

a

ns '

2.30

0.33

1.91

a.

205

77

206

2.34

0.40

1.81 .,

117

28

119_

2.28

0.27

-1.80

50

17

' 50

'
Mother's Spanish Ability (MSTALK)

Mother Instructs in Spanish
(M3201)

.

,Mother's English Ability (11ETALI)

Mother's Pate as Teacher , .

ns

*
ns

As

ns

*
ns

* -----

a

0.80

0.64

204

203

-.

0.77'

0.65

119

II;

0.81

0.58

48

46

,

Provider Formal Instrustion(MTCH)

Provides Instructipnal Playthings
(PLAY)

Mother's Attitudes Toward Education

ns

*
ns3

*
IS

ns

*
ns

ns

AS

ns

°As

AS

AS ,

ns

AS

ns

*
AS

,

.

3.79

2.36

4.14

4.20

16.40

205

161

179

179

199

$
3.78

2.66

4.07

4.14

15.88

118

100

103

103

112

3.90

2.45

Mr

443

16,42
,

o

r
.

50

40

,44

.44

50

Overall School Effectiveness
(SEFFECT)e

Yl ;,

Career Preparation (CAREER)

Importance of ellingual Education
(81510)

Impertanca of Self-Concept
(SELfC011)

. Mother's Edutationil Aspiration
for ChM. (EDASP)

1MCOVAs for averaged treatment groups

2
The follieng symbols'ars used to de prat significance

* ;se .0500
a , {ZOO p .1000
ns" .1000 p

significance noComputed

ironed test of homogeneity of.IMithtia 0611 repression slopes; p 4.0500
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The'Oedominint feeling3 about the curriculum models were post -%

tive. The %formal interviews conducted by the fieldworkers brought

to Tight certain..thoughts which provide a strong endorsement for the

bYlingull 09.41tural curriculum models..

ofr;om Spanish-preferring parents:,

'It's'good for my son to be in class because children his age

learn more quickly than adults. It's like my husband said:

HEJ Papa habla espanol, el iresidente ya habla espanol y

nosotros nada de ingles." (The Pope speaks Spanish, the

Presidqnt even speaks Spanish, and we don't know any English.)

I want my datighter to speak both SpaniSh and English. This

crass (w,ith bilingual curriculum) is good because Iknow my-

salf that Iliad roblems going to college without a good know-

ledge, of English and flow my Spanish is not sogood when I go

4ack to Puerto Rico.

From English-preferring parents:
yy

-I want E tolearn Spanish and I would like to learn it myself

beiause so Many people in the community are Spanish-speaking.

I really enjoy it when E comes home and tells me the Spanish

words he's learned in class.

s r

4 .

?
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C. 'Teacher Outcomes
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1. Background Characteristics

.- Common background characteristics shared by the majority of the

teacher sample were female sex (32.of 33) and Hispanic background

(29 of 33). For the ihost part, the ethnic make-up of the teaching"

staff reflected that of,the Head Start students, with Puerto Rican

H1'spanics predominatiWat ALERTA I and Marco Abierto 11, and Mexican'

Mexicans at all other ,Sites. Non- Hispanic teachers were limited to

one Black .at ALERTA II and three Anglos at Nuevas Fronteras II. .

3eacheri were divided in language preference. Almost one half of the

teachers reported-speaking English most of the time in a range of

home, school, anCcommunity situations. Only four teachers, three

Of whom were at the predominantly Spanish-speaking community.of

.Nuevas Fronteras I, expressed a Spanish language preference. Most

of the remainder reported that they spoke English,dIld Spanish to

equal proportions, and only two considered themselves to have

little or no ability in Spanish. (see Appendix M)

,

.
Average age at a site ranged from 27 years at both AMARECER site

to 49.4 years alt Nuevas Fronteras I. These same age differences were

-also reflected 4n the total years of residence in the United States.

Although nearly all teachePs had speht most of their lives in

the United States,-averiges per site varied Considerably, Whereas

all the teachers at both Nuevas Fronteeas sites were native' born,

7
those at 1NOrco Abierta II had lived an average of 12 years oat- ,

- side of th .antinintal U.S. Length of residence within close proxi-

mity of th ead Start center also varied. At three sites (Nuevas

Fronteras' , Lin Marco Abierto II, and Alerte,II), the average number

of years in the neighborhood of the Head Start center was over 10,

whereas at four other sites only one of all staff members at each

center lived in close proximity.

Although the average (overall) level of education for the teach-

ing staffs was about one and one-half years of college, the average

years of schooling at individual sites ranged from .a minimum of 11 ,

years at.Un Marco Abierto II, where some staff members had not com-

pleted high schliol, to 16 at AtERTA'II. The majority of teachers had

acquired a coA Oredeniia.115 or child center permit, and dne teacher

held an M.A. .degree. Only 27% of the teachers reported little or no

. previous teaching or aiding experience (two years or less). More

than five 'years of teaching experience was .the norm for over half of

the sample..

2. Teacher Attitudes

When interviewed informally teacheri and aides were generally

quite-positive toward the particalar bilingual bicultural preschool

curriculum model which they were using. They liked the structure and
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organization which the model-specified schedules and classrqom manage-.
ment techniques brought to the preschool day and felt that t he chil-' °

dren adapted well to and benefited from the recommended learning

activities. At times, hqwever, especiallY.in the caloo.,ofthese .

models closely tied to detailed theoretical bases, they expressed un-
certainty as to some of thegoals of those models or the most appro-

priate means of implementing them. Some members of the classroom

staff viewed he model's emphasis on individualization of the prograTs.
to the developmental needs of each student as the causq,of paperwork

and 'planning which required extra hours of work for which they, were

usually not reimbursed. Although'the problem of unpaid work hours

remained an unresolved administrative problem, teachers' feelings of

doubts regarding their understanding of the models seemed to be

successfully overcome through the in-service trainingsessions ko-
vided by the model developers as these feelings were no longer voiced

late in the year. Instructional staff espetiallY noted the value of

those morkshops which had a practical component allowing them to

apply specific skills In the classroom under the supervision of the

trainer.

Teachers' and aides'. general attitudes toward bilingualism and

bilingual education as assessed by a questionnaire remained fairly

constant across-all models, as evident from Table 17. The majority

of teacheri continued to view the advantages for English-preferring

Hispanics and non -His panics as well as Spanish-preferring children as

being primarily in the area of Witegrative motivation; that is, such

benefits as cultural awareness; intercultural communication, and

self- enrichment were most frequently cited. This integrative orienta-

tion appeared to be heightened by the teachers' experience with the

bilingual preschool/Model: as is evident from the consistent drop in

identification of pragmatic benefits or instrumental orientation at

the end of the preschool year. Teachers consistently differentiated

between bilin9ualism'and eduCation, tending to attribute

lest value to bilingual education for totally practical purposes.
Where teachers and aides.did attribute the greatest amount of prag-

matic benefits in both bilingualism and bilingual education --

especially in the areaof employment opportunities was to native

Spanish-preferring children, although there were no major differences

in the perceived benefits by language. preference of the children.

When Interviewed informally during the year, teachers summed up thpir

feelings as follows:'

Fo'r English-preferring Hispanic children:

Being aware of their Hispanic heritage and language will en-

able children to develop in both English and Hispanic cultures.'
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Table 17. Orientation toward bilingualism and bilingual educ.;tion-

of teachers who participated In the experimental Head Start

. bilingual bicultural-curriculum models.!

tr

INSTRUMENTAL INTEGRATIVE k

Total N a 33
Pre Post Pre Post

Advantages of bilingualism.for:
2

English-preferring Hispanic3
21 .12 13 82

a

English- preferring non-Hispanic
27 18 '73 82

Spanish-preferring,
24 21 '73 79

Advantages of bilingual education:

English-preferrinq'students
s,-

12 88.

'Spanish-preferring students
,

.9

12 82 88

1

yr

a

For the purposes of
presentation,attitudinal data related to bilingualism and bilingual education have

been collapsed to two construcWbased on the frequently cited distinction betwe0 "instrumental" and-:

"integrative" mettvation established'by Garciiiirand Lambert, 1972 "Instrumental," motivation refers

to-attitudes reflecting a view 4 language as a tool for some pragmatic purpose (i.e.,for educational

or career advancement).
"IntegOltive",motiVation relates to all non-pragmatic reasons for learning a

language,.based on the intrinsic value placed on both linguistic and non-linguistic characteristics of

the target language community and the learner's drive to integrate with that cOmmunity (1,e., cultural:

awareness, heightened self-concept, intercultural communication, etc.);

2
In the questionnaire, a dtstinction was made btween "being bilingual"-and the "importance of bilingual

.

multicultural curriculum":.

_Percentage totals do not equal 100 due to two responses
indicating "no advantage" and one lack of

ti

, response.
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For-nonzHispanic children:
r

Children can understand thetr'.0spanic peers and there is,

a greater degree Of,interactiOn. The cultural differences

would be understood without-prejudice.

-For Spawish-peefenring Hispan4c chqdren:.

It is important for nativeSpanish children to speak. English

in this country because'molle often than not, they will be con-

fronted with only English-:speaking persons in higher. positions.

h.C ildren get a better self-concept because they recognize that

speaking Spanish is just as good as speaking Englitb. This

helps them learn not to be ashamed of their language.

Table 18 summarizes changes .in teachers' attitudes toward various

language models over the course of,the preschool year. At pretest,

teachers were generally more favorable toward the use of home and'com-

munity language rather, than textbooks as models.for either first or

second _language development. 811 the end of the year, however,

teachers' attitudes toward the use of textbooks had become more favor-

able. This may have resulted from their increased familiarity with a

variety pf texts in English and Spanish as a resultof tbeiroxpgi-

ence with the curriculum plodels. Although only one model provided

specific language lessons as part of the curriculum package,%all en-

couraged establishment of bilingual, book corners for the thildren..

Whenititerviewed at the end of the.year teachers also, with theex-

ception of second language development.of English-preferring children,

increasinglyexpressed ncreasingly positive attitudes toward ute of langUage

as spoken in the community. *Although the attitudes toward use of the

home language.as a language model.remained.predomthantly pbsitive,

. there was a decrease in favorable responses ip this area. %Percep-

tions of less than perfect'home language may have resulted from in-'

*creased contact with parents-0r increased teacher awareness of chil-

dren's language usage in the classroom basea.on the asses ment meth-

odsprescribed bi.pe curriculum models.

For V* most part, the language preference of the child f

(English vs. Spanish preferring) Oa not affect teachers' attitudes,

toward different language varieties. leachers did, however, both at

the beginning and end of the year, appear to place greater value on

English textbooks.
. -

After experience with the preschool currlculumHmodelt, all pf

thd teachet, tatple continued to view parental involvement in education

as important. Comments such as the following illustrate this feeling:
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Table 18. Attitudes toward different languag6 -models

of teachers who participated in the experimental Head Start

curriculum models. 1

Models fpr First Language Usage

Home

community

Textbooks

Models for Second Language Usage

Community

Textbooks '

1N- 33

4

Spanish Speaking Children

2"

Important
g

Neutral

.

-Unimoor-
tiAnt

PRE ;;POST'
r
PRE I POST PRE ; POST

. 1

1 1

54 57 39 27 6 15

45 53 45 '27 9 9

30 39 33 36
.

36
r
24

_

. ,

42 69 42 21 15 9

45 54 27 24. _27 21

.

2Categories co).lapsed
from a 5 point scale

)

English Sptakirig Children'.

Important Neutral
i ,

,
Unimpor-

tAnt

PRE; POST
PRE I POST II! I POST

%
I

%.
I

% % %
I %

60 54 33 i 30 6 15

45 60 42 36 12 9

48 51 24 ;20 27 '
.

42 32 42 12 15>

.35` 48, 30 24 h 27
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Par nts can help'with the daily dutItes like tying shoes,

getting the food,/and doing things at home. I think it would'

have been nice to have my mom involved (in the classroom).

I like working with parents but some consider us babysitters.

It's good that they come and see 'all that gods on in the

classroom.

It's, good to have parents working in the classrooms. I wish

more of them would come.

As shown in Table 19, nearly three fourths of teachers responses

various aspects of parent involvement were positive or yen', positi e.

The area in whic the most notable favorable change in teachers' t-

titudes occurred was in their more positive view of the accuracy f

the information rovided by,parents. This probably resulted fro the

hasis ofall he models on teachers' gathering of relevant to .

from parents regarding the children's home life and language u age.

The least favorable responses in this area were consistently ose

related to the teacherslpersonal success in involving parent in

their children's education. Although, there were clear indic tions

after the course of the preschobl year that teachers had no had.

success in involving parents, the majority of these resOop s were

4
- from teachers where physical isolation of tht site presented serious,

obstacles to parent inTiolvement. Teachers also Showed-decreased en-

thusiasm toward the idea that teachers could do a, better job with

more parent participation. WI!

D. Degree of Implementation'

Each experimental classroom was assessed on the degree to Watch

'the suggested procedures of a curriculum model were successfully im-

plemented. The principal features .of each.model, as identified in

its curriculum guide, were assessed through the use. of observational

checklists. In addition, ethnographic notes were used to identify

factors outside of the classroom which'influenced the implementation

process at each site. Five areas: schedule and organization, physi-

cal setting; instructional materials; individual behavior; and in-

structional.strategies, were assessed. All of the sites were some-

what successful in implementing a model and the overall. degree of

implementation was generally similar for the two replication sites

for each model. Maximum scores for all classrooms, however, were

slightly more'than one half ofthe total points possible if absolute

lementation,ias defined by the observational instruments, were to .4

be achieved. This finding, together with those of the more ethno-

graphicgdata, suggests-that an ideal level of implementation may be

difficult to achieve. Given the impact of the various models, how-

ever, it would appear that the curriculum models need not be per-

fectly implemented to be effective.'

r
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Table 19. Attitudes toward parer-it inicolvement of

teachers who participated in'the experimental Head Start

..biltngual bicultural curriculummodels.
ti

Parents should be involyed

in the classroom

If parents cannot be. in the

classroom, teacher should

haVe frequent, contact with

them

Teacher should attempt to
involve seemingly uSts
terested parents

Teacher personal success in

involving parents '15

IVERY POSITIVE

1

i

I

Pre ,
a Post

S

48

42

66

Teacher could do a better
job with more parent parti-

copation * 52

Parents provide accurate
information to teachers * 22

4

S

54

33

45

15

43

35

POSITIVE NEUTRAL -

Pre

39 36

V
45 48

9 18

48 48

s

I3 ' 17

52 43

Pre : Post

12

e.

--NEGATIVE

Pre I Post

9

15 6

C
.1

24 36

30 24

22 : 35

. 22 22

.o

0

0 -

6

13

4

I

3

12 ,

4

0

* N for these items is 23 due to missing data from two sites
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The overall pattenis of implementWon and the results related.

to the five general categories'of implementation differed across.

sites as the emphasis given each category and the items which inadeup

a category were different for each model.. These differencts are dis-'

cussed in subsequent chapters of the report. A number of factors,.

however, were found to consistently influence the implementation prop

-
primarily in terms of their effeett on specific areas' or.catego-

ries of implementation. 'These are depicted in Figure 1.

. schedule and Organization. That aspect of programming most

consistently implemented across all models was adherence to a planned

schedule. Teachers generally carried out activities in the time

planned for them. At some, sites, however, there was a tendency to re.... -%

ly on one or.two activities (e.g.; play orlarge group) at the end of

the year when the children were anticipatingsummer vacation. Vari-

ations in'the amount of time devOted to specific activities on a given

day's schedule were a result of such factors as late arrival of buses

at the more isolated Head Start centers, child or - teacher absences, mid

behavior problems. Changes in the schedule itself were related to

factors beyond the control of the teacher such as equipment breakdown,

special events,.and adverse weather conditions.

/ The type of daily session (i,e., full day, hale-day or double

session) in which the teachers worked afiected their success in imple-

menting the curriculum models. For the cases studied, a_single half-

day session was the most effective type of teaching situation. Teach-

ers who had a half-day teaching load could use the remainder of their

work day for planning,
completing.obserVational forms or profiles on

the children, or making home visits, depending on the emphasis of a *.

particular model. All of the classroom activities called for by a

model were also carried-out-in full' -day programs and by those teachers

teaching two sessions each day: Ancillary activities and paperwork

associated with the,curricula were, however, seen by teachers working

with such schedules to suffer owing to time constraints.

2. Physical Setting. With One exception, all of the saes had

suff4eient space for implementing the curriculum models. A moderate-

to-large-size room with a rectangular shape was generally_thesetting

for classroom activities. This type orenvironment allowed for separa-

tion of the classroom into model-specific learning centers or areas and

permitted the children freedom of movement in utilizing the space.

Lack of space at one site forced the teachers to stress structured

activities and emphasize Standard behaviors in carrying out transition

activities, at the expense of free play or child-initiated activities.

' A batanced use othe learning areas or centers was often diffi- ?

cult to achieie, especially during lets structured activities. Most

children had a favorite area to which they gravitated and children of

different sexes generally preferred different areas. In some cases,
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all of the areas called for by a model were not present owing to

funding difficulties.

g

3. Instructional Materials. Instructional materials provided

by the model developers or those suggested by the curricula were con-

sistently used by the teachers at all sites. Items from Hispanic cul-

ture were lacking at'some sites. At those sites where such items were

present they were'used regularly only in those classrooms with homo-

geneous Hispanic populations. Parent participation in the classroom

was adversely affected at some sites by the distance of the Head Start

centers from their homes and a lack of transportation to the sites.

This reduced the role of parents as a resource in 'implementing bi-

cultural aspects of the curricula. Both the use and variety of irk-%

structional materials increased after in-service training sessions

dealing with the production of such materials.

4. Individual Behavior.^ Approaching a balanced use of two lan-

guages in the classroom proved the most difficult implementation goal #

to reach. Bilingual teachers tended to rely on one language, that

which corresponded to the language 'preference 'Of the majority of the

student population, regardless of their own linguistic preference.

Even at those sites where many of the children had some bilingual

abilities, the language used in the community in which the preschools

were found predominated for classroom ,use. Although some rodels did

not require that all classroom staff be bilingual, monolingual teach-

ers coujd not always resupd-to children in spqntaneous interactions.

The linguistic input provided.to individual-children va,ie with the

entry-level abilitie$ of the children. Spanish-preferring hildren

with some initial ability in English received increasing pr ctice in

Engl$sh throughout the year and, iethose clatsrooms where E gligh

predominated, actually demonstrated a decided preference for using

English in the classroom context at the end of the year. Spa ish-

preferring children who demonstrated no ability In English at pretest

receives increasing input in that languaggrbut in general maintained

their preferenCe for Spanish in most clastroom interactions. With

the exception of the few English-preferring children at sites where

Spanish was the predominant classroom,language, English-preferring

children received direct input only in English.

.

.

5. Instructional Strategies. Carrying out the model's direc-

tives with regard to language instruction or practice seemed to be

that aspect of programming most related to,positive.child outcomes.

It was at tho sites where the teachers most consistently followed

sk-blr
the model's stra gy for language practice that significant differ-

ences between exp imental and comparison Head Start children were

generally found. `It appears, however, at most sites that English- and

. - Spanish-preferring children received different treatments within the

' context of a bilingual curriculum model. English - preferring children,

received only "instruction in their second language" during second

124



-.93-

,lahguage.sessions or those situations structured for language prac-

tie. Spanish-preferring children received both "instruction in their

second language" and "second language medium instruction"; that is, the

the second language, English,. was the vehicle used for conveying most

subject matter. In addvition, teachers using models recommending 'Ian.,

guage separation.encountered,difficulties in maintaining the ose of

a single langUage during language' sessions. At sites where profi..

,ciency with the second language was very low, children often-did not

.0derstandWesson conducted entirely in their second langauge and

became bored.. At other sites where second language proficiency of

the children was high, they often persisted inispeaking the second

'language even when the teachef was conducting the session in their

first or preferred language.

Staff turnover affected the instructional strategies employed by

the teachers. It was generally-impossible to Carry'out small (group

.or language sessions effectively with a single teacher, and new per-.N

needed time to adapt to a curriculum before they were able to

effectively carry out the lessons as the models directed. Training

- ,sessions proved especially valUable in providing all teachers with.

,an opportunity to practice skills targeted by the models as important

for carrying out their instructional strategies and in ensuring that

the teaching personnel had understanding of and confidence in the

model.

The following example, taken from in observer's fieldnotest

serves to illustrate a number of the common elements in the teachers'

efforts to implement the various curriculum models.

a Five Spanish - preferring children are sitting _with the

teachers Ina circle in an area often used for language

activities. The teacher, Miss Huerta,'asks Donna in

Spanith to tell her the color of an o.ange bead she is

holding it her hand. The child responds correctly,

"Anaranjado." The teacher then holds up a purple bead

add Donna says, "Purple." Miss Huerta says, "Purple-

muy biew Donna. 0 en espahol?"° Donna responds, "Green,"

hereon the teacher asks another child, "Yen espanol,

pay?" Ray answers, "Triangle." The teacher begins to

distribute beads to each child. Ruth on receiving hers

begins tossing it in the air. 'It slips through her small

fingirs and rolls on_the floOr where it is retrieved by

Donna. Ruth commands, "Gimme it," end after first refus-

ing; Donna accedes to her demand. Juan, sitting next to

Donna,,taps his°bead on the floor'and says, 'It's hard."

As Miss Huerta passes out more beads Juan states, "No, I

don't want no colors." When the teacher.aiks Juan the

color of his. bead he correctly asserts, "Vetde," but con-

tinues with his protest: "I don't.want no colors inside

there." Miss Huerta, slightly exasperated, states,

"iNolas Donna va a jugar en las areas:"

o , 123



-94-
4

Here a first language lesson for Spanish-preferring children took

place as scheduled in an area dormaly used for such a lesson. The

children interacted with materials but these were not especially repre-

sentative of Hispanic culture. As was the case for all models, the

,adult-directed activity provided a context to review concepts, speci-

fically those related to color. The teacher used a concrete object --

colored beads -- to stimulate the discussion of an abstract concept.

Tht teacher conducted almost the entire lesson in Spanish, As

-happened frequently, at many sites, ho*ver,"even he Spanish - prefer'

ring children tended to answer spontaneously and even converse,emong

themselv. in English, thus preventing a balanced use of the two

languages.

too
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FOOTNOTES

1These three tests were 'Oaten as they appear to be the most con-

sistent measures and because on all of them children were tested in

both English and Spanish.

2
It may be.argued that collasping across all children may result in

one or two sites accounting for the significant differences. However,

the qualitative results were similar at all sites and across the

three sites where cell size was sufficient to run quantitative

analyses controlling for site generally, similar results were'found.

3 .-
Despite the preference for English exhibiteeby a number of the

Spanish-preferring children, as a group they reached the level of

their English-preferring classmates only in English comprehension.

Significant differences favoring tnglish-preferrin0 experimental

children over Spanish-preferring experimental children with some

pretest knowledge of English and favoring English-preferring com-

parison hildren over their Spanish-preferring counterparts were

found on both,EMLU and PSIE.

4The.characteristics of each site at' which observations of subsample

children, were made are discussed in the sections on the individual

models.

5
The exceptions to these patterns were what might-he termed the "non-

talkers" and the "good language learners" (Rubin, 1975). The "non-

talkers" were those children who, despite teachers' efforts to dr,w

them oUt,rarely spoke in the classroom.The "good language learners"

were those children, who despite entering the Head Start program

with littleier no demonstrated productive ability in their second

language, sought out situations to practice their second language.

It was'these few children who by the second observation period were

usually observed limiting their interactions with peers to English.

Together, those two types of chiraren accounted for approxipately

15% of .the Spanish-preferring subsample.
#

6
Of the 19 Spanish-preferring

subsample children for whom test scares

are available, five demonstrated some prdductive ability in their

second language, at the beginning of the year (i.e., EMLU>0.0).

Only one of this group did not interact in English during the first

observation period.

7Four een of the 19 Spanish-preferring subsample children for wbbm

test scores-d-e available began the year with a 0.0. EMLU. Only one

of these children was observed interacting in English at the first

observation pieriod.
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.

8Behaviors related to language development are divided into two

general areas: . linguistic competence and functional competence..

LINGUISTIC COMPETENCE refers to those categories identified as

cross-model objectives that reflect mastery of the basic structural

patterns of the language (e.g. complete/incomplete sentences; plural

nouns; negative and interrogative forMs; present, past, 'and future

tenses; and grammatically incorrect usage). FUNCTIONAL COMPETENCE

relates to those categories identified as cross-model objectives

that reflect the purposes for which language is used within various

sociolinguistic contexts (e.g. description of self, others, and .

feelings; telling of a story /event; verbal instruction).

9Half of the children increasing their use of incomplete sentences

were from one site where all but one subsample child entered school

with little or no productive ability in English.

10Behaviors related to the areas of concept development are, as follows;

VISUAL DISCRIMINATION - identification of.objects, of attributes

or properties of an o$ject, and of likeness and difference among
objects; SERIATION/SEQUENGING - arrangement of objects, letters or
numbers in a sequence, description of the relationship of sequenced.
items, and identification of the correct sequence of numbers;`MATCHING/

CLASSIFICATION /GROUPING - sorting and matching of objects, description

of relative quantity; SPATIAL AND TIME RELATIONS - demonstration or
description of the relative position of things and the use of clock
to mark 'the passage of time; SYMBOLIC REPRESENTATION - use of materials

symbolically, creation of drawings or paintings, imitation of action,'

and sounds, and identification of abstract symbols; UTILIZATION OF

OBJECTS - identification of purpose or correct utilization of object's.

11
Of the 19 Spanish-preferring subsample children for whom test

scores are available, six began the year with some knowledge of English

concepts (Pretest PSIE scores All of the six were observed

receiving practice in English concepts at the first observation period.

A
12

Behaviors comprising the areas related to,socioemotional behavior

are as follows: SCHOOL READINESS - particiipation and non-participation

in group activity, cooperation andlack of cooperation with others,

compliance and non-compliance with directions, sharing or taking turns

and refusal to share or take turns, and distracting other chinren;

SELF ESTEEM - demonstration of pride in accomplishments, communication

of capability to master new situations, crying tnd throwing tantrums;

MOTIVIATION - independent completion of activity, reception of praise

to maintain interest on task, reception of discipline to maintain

interest on tasjc.

13Throughout the text, names for all individuals are pseudonyms.
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14
Ofthe 16 English-prefehlng children for whom test scores are avail-

able 14 began the year with a 0:0 SMLU. Three of these were observed

using Spanish at the first obsemation,period. Of the two that did

have a 3MLU, one did not interact in Spanish dui.ing the first obser-

-gation period.

15
CDA training is intended to, prepare child care personnel to assume

direct responsibility for daily activities in child care programs

such as Head Start, day care, nursery schobTs, and other pre-school

programs.

ti
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IV
HIGH/Cb,E:',UN MARCO ABIERTO.

The High/Scope model is a cognitively oriented curriculunrthat

emphasifes children's active learning through developmentally grounded

key experiences. A "plan-do-review" process encourages children to

exercise control over decision Baking by developing probTem=toJving

strategies and goal-oriented,behavior. An abundance of Materials en--

courages exploration, while open-ended queitions stimUlate-crbative

thought. Un Marco Abierto, the bilingual bicultbral-adaptation of the

High/Scope model, also includes the goals of second languagelearninT

or'
and multiculturalfamiliarity. The model's apprbach to language

learning is "ndtural".in-the sense that language is integrated with on-.

going activities rather than developed through scheduling of'first or

second language sessions. The balanced use of two languages,inclUding

concurrent translation, further encourages the model's aims for cog-

nitive development, language development, and learning through key

experiences.,

This chapter describes the'results of the Jufirez and Associates

evaluation of the implementation of High/Scope's Un Mailte.Abierto at

two Head Start centers, Site I in East Los Angeles, California, and

Site II in Milwaukee,WiscOnsin,6 Discutsion of the data is presented

in three sections which corres06nd to the overall evaluation goals.

The first, impact of the modelcdncerns the effects of the Un Marco

Abierto curriculum on'the three study sample.groups -- Head Start

children, parents, and teachers. 'The second section of the chapter

discusses the degree to which the two replication sites and thefr res-

pective classes were obserVed to fulfill the aims of the.High/Scope Un

Marco Abierto model. A summary, and consideration of the feasibility of

transfer of the Un Marco Abierto model is found in the third section

of this chapter.

A. Impact of the Model

What follows i?'.4 detailed discussion otchildren's test.perfor-

mance and their observed verbal interactions and behaviors in the

classroom. Changes ikattitudes of parents and teachers as,reflected

through intervfews and questionnaires are also discussed.

4.
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1. Child Outcomes

a. Sample of Childrel

One- hundred - twenty -eigIt children were administered the

battery of standardized tests. Thirty-four of these children were

enrolled in the East Los Angeles Head Start using the Un Marco Abierto

model; 33 comparison group children' attended a nearby Head Start. The

Milwaukee site had 38 children in the Un Marco Abierto program, a
comparison group of.12 children in a Home-Based Head Start program,

and another n who did not attend a preschool. A complete discussion

of the comparison groups is presented in a subsequent sectionof this

chapter. '
-

4
The sample children at the two sites differed in, certain charac-

teristics (see Appendix N ). There were relatively equal numbers of

boys and girls in the East Los Angeleeexperimental and comparison

,groups, but boys outnumbered girls in the Milwaukee coMparison, group.

Roughly 60% of the Los Angeles experimental group was Spanish pre-

ferring, compared td 70% of the comparison group, although all but two

childen (both,in the experimental site) -were Hispanic. In Milwaukee,

about 45% of the experimental children Were Spanish preferring, coin-

pared to.87% of the comparison children., This difference was due-to

the six Anglo childrenrin the experimental sample, whereas all

comparison children were Hispanic.

b. Test Results

(1) S anish- ref rrin Children. At both sites the standard-

ized tests were a ministers to c i ren participating in the Un Marco

Abierto model as well as to groups of comparison children. Cell size

/ was sufficient toralloi0 a comparison of Spanish-preferring children

across the two sites. A number. of differences were found .on the

. measures betw4en the Spanish-preferring samples at the_two sites.

When the effects for sate were controlled for in the stati %tical anal-

,
ysts, significant differences favoring the children participatin

the Un Marco Abierto model were found. (Table 20 ).

.
The analyses reveal that all significant differences favored the

experimental group over their comparison group counterparts. The

effect of the model was most evident for Spanishrpreferring children

on English language measures. Despite the fact that the comparison

gi was also-receiving a Head Start-treatment from bilingual teachers,

th Un Marco Abiefto children showed greater gains on the of the four

me ures given in English. These measures were English Language Acqui-

si on,'Englith CompriOension, and-Concept Development. In addition,

the Spanish-preferring experimental children demonsplted'significant

loins over the Spanish-preferring'comparison children on the Narration

Description Scayn, Spanish.1

131.
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It was also possible to contrast the Spanish-preferring

children at the Un Marcd Abierto site in East Los Angeles2 with their

comparison group in terms of entry-level abilities in English on

selected test measures. As can be seen from/fable 21 , results are

consistent with those found for all Spanish-preferring children ex-

periencing the Un Marco Abierto curriculum model. Significant

differences favoring the experimental children were found on two of

the three English measures -- English Comprehension and Concept 'Develop-

ment.J On the third English measure -- English Acquisition -- signifi-

cant differences between the Spanish-preferring groups with diffdrent

entry abilities in English were found. These results suggest, as do

those presented earlier, that experience in a bilingual bicultural

program allowed children who entered school with little or no English

ability to make up initial differences on these constructs to such an

extent that they significantly outperformed similar comperisdn children:

On the measure which required greater verbal command of the second

language, however, they 'continued to lag behind those children who

entered the classroom with some command of English. The Un Marco Abierto

children also outperformed the Head Start comparison children on the measure

of Spanish Acquisition suggesting, as
do the results at the model level

which favor the Spanish-preferring children in Spanish, that, this

lingual bicultural curriculum is also contributing to development in

the first language.

4fii )
(2)- English-preferring Oildren. Owing to a lack of English-

preferring comparison children at the Milwaukee site, no model level'

analysis could be carried out for the English-preferring children. As

can be seen from Table 22, no significant differences were found

favoring either the English-preferring children at Site I or/the

English-preferring Head Start children to whom they were` compared. This

suggests that there was no price to-be paid in terms 'of fif-St_language

deveiopnent byInglish-preferriny children who participated the Ur

Marco Abierto bilingual bicultural model. Similarly, no significant

differences favoring either group-were 'found on the measures adminis- ,

tered in Spanish. Consistent with the classroom observations which

.suggested that the English-preferring children in the Un Marco Abierto

classrooms had very little practice with the second language, posttest

scores on a number of Spanish measures remained at zero.

Asan insufficient number of EnglishLpreferring comparison ehild-

ren was l'Ound at Milwaukee, the .19 English-preferring experimental

children a* this site were also compared to the English-preferring Head

Start comparison group at East Los. Angeles. As can be seen from Table 23,

results were generally similar to those found'at Site I. No, significant

differences between the two groups were found on any of the language or
concept measures in either language. The comparison children did, how-

ever, perform significantly better than the experimental group on the

measure of Socioemotional Behavior. In addition, with a third group

in the statistical model the expecrimental children at East Los Angeles

performed significantly better than their comparison group on the

measure of Engli,s Concept Development.
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cHILD MEASURES,.

W w

Table 21. Un Marco Abierto Site 1 comparison bf Spanish-
preferring children grouped by English entry level ability.
Experimental and comparison Head Start children were- corn-

pared on selected constructs.'

LANGUAGE AcsitstimmatmAL SYNTAX

Spanish Mean Length of UtteranceS

English Mean Length of Utterance

LANGUAGeCESPREHERSICW-ESCUCHEN ESTE CUENTO
trnut TO THE STORY

Spanish.

English

CONCEPT DEVELOPMENT-PRESCHOOL INVENTORY

(7)

=` C:7
,:t%, .r,
....0 -..

e52The following symbols are !old. to depict significance-

r- vm
:t), p 1.0500

Co A 150:44 1:6100°
.

.
1.... 0 significance not amputod

('Ti 3Coveriates are identified byl the following numbers: 1. AGE (Child Asl, 2. FM (Language
Environment Factor), 3. IHt (Income)* 4. EDASP

(Education Aspirations of Parent), I. PRESENT (Attendance Record of 1d)( 8. ITCH (Teaching by Parent at Home), 7. PRETEST (lore ei

Individual Pretest Measure).

411eins are adjusted for coverlet/Is jf the ANCOYA technique was usdd; unadjusted
othevigse.

5.Coverfates initially selected to
adjust posttest stores on this

dependent variable were dropped because their regression slopes were

.heteropeneous within celldwof the model. Where possible other coverlet's were selected. /I
!
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Spanish Scale

English Scale

- .

SIGN1rICANCE
2

COYARIATES3
'

f , )
EXPERINENT1
WAD START"

IT KANO (STD. ERROR OF MEAN) ,

N NUMBER OF SUBJECTS
.4

I .1

4.

.

TIM

4i

ti.

7

I

f -
ARISON
START

SPANISH-PREF.
GROUP1

RAWISH-PRIC
8W1UP2

...

.

ns ns 4.32(0.16) 3.67(0.15) 3.17(0.61) 4.16(0.15)

N ' 20 N 23 N 19 N 24

1110 ns FAC 2.24(0.33) 1.56(0.31) 1.32(0.34) 2.48(0.30)

X 20 . If 23 N 0 19 N I% 24

1

we ns ,ns 9.15(0.45) - 8.11(0.47) 1.53(0.44) 9.42(0.47)

N 20 N 23 N 19 N 24

ns ns FAC 8.64(0.52) 7.17(0.50) 7.36(0.54) 8.46(0.48) ,

-N'20120 N m.23 N 19 N 24

A h ns PRETEST 20.25(0.71) I6.57(0.60) 18.51(0.73) 20.32(0.66)

N 20 N 23 N15 N 24 .

a ns ns PRETEST 18.73(1.22) 13.31(1.17) 14.43(1.33), 15.0(11)4

N Zit N 23 N 19 . II 24

1Statistical comparisons were either ANOVA or ANCOVA.
Coverlet's used In ANCOVAs are listed in the column-icovariatese no entry in this

column indicates that the statistical test employed was ANOVA. Test measures for which no statistical comparisons were made. because-distributions

did not allow for parametric tests are indicated by a mark in the significance" columns.
Children were grouped by English entry level

abilities follows:
Spanish-preferring Group' includes all

children who showed little or no ability on the English pretest measures (EMLU 0,

PSIE113, ECOMPli3).
Spanish-preferring troup, Includes all Children who dgmonstrated some

ability In English on the pretest measures (EMLU)0,

PSIE73, ECOMP73).

1



CO
rri
Cr)
......t

C7'7> r-r.. 44.-

"V rrt
smc: CZ,
:):D. ...,..,

"ct::

.calipeasera'

;E! (:) t
' --,.. y

1. 1,0311A11_ ACMISIT10111tINOWL MilMS,

00
.ipeifeliikaialempth of Ma me .

teglishllmie Length of Uterine

rrl

11-able '2 Un Marco Abierto Site I ANCOVA and ANOVA result s for

English-preferring Oildren. Experimental and comparison' Head

Start children were compared 9n six constructs. 1.

z
.

Spseisk

Mellish *

A.t,!..1.. fl ,AA

RP14.11(111:'&W

-63. LANGUAGE perCTION4011 SAT rt

(Omit? of teplisa Nerds

Object Oeseriptios Seale

Itarretien Oescriptiem, Scale --

"4. ,grafikaitagatenseungam

Swish Sods

ti

mk.
.

.joilsk Sege

c
S. tlignallnalfalkaga .

ipasisb Scale

Mgllih Sal*

ay SOCIOCIOT10114 IINAVI0R.TIMR1104SLIST

Secleemetlesel fuectiesies

.

POSMST IMO Inc asefor *NI)
mmunce ummiage unVumirl Irlitil"Icopppisoi
Treatment NEADSTART NERD STMT

4

,-

0 ,
.0.01 (11.1:4) 4432

1

(11.32)

I 14 I

le fAC 4.31
14

(0.11) 4.21
1
(0.21)

I

,..4.

.

iS 31 n
we

4.64 (0.11) -

% " N 14
M .01

es .
aaa 1.31 (1.06)

taint p 14

_
./-

.._ _

fl
$4.41 (3.11f

1114

SI 4414. 1. -IS
I r

es . ' EDASP
.30) 4.31 (0.41)

1 .I M el

114
or itc 12.7343011)EOM o k a

) ' 11.17 10.71)

,
I

. N 1

:
41

11

.

11111!3)

6.21_(1.11)
II S

is, ,
.. 11.111- (1.63)

I/An tme)
1.11 14

0 I

- ; k
A

,
.

. C) :14110.34) 1.:041.")-

: trii°x) -- trle."'
-- .

.. .
at, . 13.1) (0.311: 11.00 (1.46)

. LETIDASPIT
II 14 N 7

ts,

/StitlitiCII 6401,1146011$ mere either AIWA er
NOVA. COVIP4,41 weld le MCOYAs ere listed 11 thocelmem sleverlites's as

vary I. Ibis .

{elm iedicatis that the
statistical test employed was NOVA. Test measuret Tor 'Nick

sestatistleel towhees were mile because

611triblIisoS 116 lar allow
Tsrfrottric tests are

ledlceted by a.d mirlMa tke 6slielflciecei calms! ,

s
21114 Miklos spbels sr...sorts (Wet tiptfiesses

smx c p i.1,1130
,

.

0 p S .600

- . me .10004p

136
a sigalffuseerat coputsir .

,

-

ividael Pretest liessere).

3 1deetifiad by bo filltowlpupumberst 1. 213 (OilldJupe), 2.
ferfroverest tutor), I. INC (teams), 4. 21111,

Matto Paintlaws ef losresSh S. NUM (11,teedeacs Record of Child), 1.:11 (040119 by Pewit at Nome), 7. fIST[ST (Scare se

.
.,

A 11. . .

1140.6 Ste ad3ustsd for esieflates If
Sbwhelltistheigie wss wadi esed.lested otherwise. .

-
Oa All

Il
: All Alb a '71. , ka



II mr.

Table 23, Un Margo Abierto Site I and Site II ANCOVA. and

ANOVA results for English-preferring children. Experimental

children at both sites were compared to comparison Head Start

children at Site I on six constructs. 1 -

CHILLIMSES

°

1. ).ANGUAGE ACQUISITION-811MM SYNTAX VEASUii

Spanish:Non Length of Utterance

English Mean Lemgtheof Utterance

2. iULLitglrUCIIIIMPItEliENSOINSTE

1

Spanish

&English -

S. LANGUAGE PRODUCTION -YOU SAY IT

Quantity of Spanish lords

Quantity of English Words
4

Object- Inscription Scale

Narration Description Scale

4. CONCEPT DEVELOPMENT-PRESCHOOL INVENTORY

Spanish Scale

English Scale

6. PERCEPTUAL MOTOR DEVELOPMENT

Spanish Stale

English Scale

6.' SOCIDEMOTION9. 9EHAVl0E-TESTER CHECKLIST

Sociomootional actioning

SINN! !CAKE

.. 1trtit,
.. !A

L'

2

.

1.. 91trl.
e4 in0

9

COVARIATES
3

.

POSTTEST MEANS
4

(STD. ERROR OF MEAN)

4 NUMOER OF SUOJECTS

EXPERIMENTAL
HEAD START

SITE II

EXPERIMENTAL COMPARISON

HEAD START HEAD START

SITE I SITE I

P'" ,1

In .
0.60 (0.33)

../-

0.08.20.C4) 0.32 (0.32)

N19 .11-14, 0.10

lls As As PRETEST (0.16)4.1AI6 gt, 4.4214 40.19)1'a 4.08 (0.23).19 ' N P 0.10

.

:
ns ns ns PIETEST, FAC 5.841684 (0.87) 03.93)

6.488(1.16)
.5.714

070.

RS RS RS. 9.21 (0.65) 8.14 (0.67) 9.50 (0.78)

014 '0.10

0 . 0.06'(0.06) 0.00 (0.00) 0.00 (0.00)

'ns

4.1 N.14 . 0.10

ns

ns

ns

ns
..,

ns

must,

EDASP

53.97 (4.41)

N.14 . ,

4.13 (0.37)

51.31 (3.18) 51.12 (5.95)

0.14 - 0.10

4.07 (0.38) '3.88 (0.40)

.1 6 0. 14

As ns As AGE 13.040 (0.53) 12.67 (3.62) 121.161 (0.73)

N12 N14 N10

lb-

, As- ns ns fat 4,18 (1,14) 3.93 (1.20) 7.13 (1.58)

.411

N16 - N14 N.8

41 ns . PRETEST, AGE 18.22 (0.66) 21.97 (0.81) 18.62 (0.90)

N.19 N14 0.10
.

C2 1.11 0.37) 0.64 (0.34) 1.40 (05(1)

0.1, N14 11.10

0 '
.

.

3,84 (0.12)

N.19

3.93 (0.07) 3.50 (0.22)

11.14 0.10

. / .

.
.

. AS PRETEST 16.42
7

(0.63)

0.1

18.61
4 0.
(0.69r 19.15

9

(0.89)

0.1

4I, .
.

,

I. Statistical comparisons were either ANOVA or ANCDVA.
Covariates used in ANCOVAs are listed in the column icovarial°1 no entry in this

column indicates that the statistical
test Implored was ANOVA.' Test measures for which no'statistical comparisons biro

made because

.

distributions did not allow for-parometris
tests are Indicated by a Ka Ark in the "significance' Columns.

.
2The following symbols are used to depict.significance-

.,

, * p 5 .06t4
.

4

i A .0600 < p i ;1000

Otd significpance net computed
-, .

.
3Covariatis are identified by the followine numbeal 1: ABE (Child Age), 2. PAC ((Language

Environment Factor), 3. INC (Income), 4..EDASP

(Education Aspirations of Parent), 6. PlfSEET (Attendance ReCerd of Child), i."PTCH (Teaching by Parent, at Homo), 7. PRETEST (Score on

Individual Pretest Measure).

4Neens are adjusted forcotioriates if the ANCOVA
technique as usedi unadju!ted @therein. 13 7,
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c. Classroom Observations

Focused observations of a subset of, 11 children were conducted

at three points in time over the school year at Un Marco Abierto I..

The observations of the preschoolers, six of whom were Spanish-preferl. I

ring and five of'whom were English- preferring, were then coded for be-

haviors that had earlier been identified as cross-model objectives in

the areas of language, concept developmentor and socioemotional develop,

ment. Frequency counts of these observational protocols and samples of

classroom interactions provide dimensions' of process and quality.

against which to view the test results.

(1) Language usage. Figure 2 shows the overall language.usage

for subsample children. during each of the three observation periods. '

Although Spanish-preferring children received extensive practice in

the use of Spanish throughout the year, there was a general trend

toward more English use over time (30% to 48%). English-preferring

children, on the other hand, received almost no ,prectice -in Spanish as .

more than 99% of their verbal interactions occurred in English at

each observation,period.
g,

An examination of the experiences of individual Spanish-preferring

children suggests that practice in the,second language earlysin the year

was limited to those children who entered the Head Start center with

some verbal abilfty in English as measured by their average MLU on the

Bilingual Syntax Measure. As can be seen from Table 24, Jose,

Carolina, and Lea used some degree of English in the classroom at the

first observation period; the latter showed a slight-pfeferende.

for English even at this early date. By the end of the year all three

children could be classified as English-preferring in the largely

English language environments of the Un Marco Abierto classrooms.

They did, however, continue to perform better on most Spanish

measures at the posttest.

The interactions of the three children and the direct verbal

input thex received reflected their increasing use of English.

Early.in the year most of the input supplied by peers to all three

children and by teachers to two of the three children in their indi-

vidual interactions was Spanish. By midyear almoit all of the input

received by Lea and slightly over half of that received by the other

two children wa% in English. This trend continued to the end of the

year when at .least 70% of the input given directly by teachers and

50% of that supplied by peers tq,any of the children was in English

(see Table 25).

Crispine, an additional Spanish-mferring,subsample child,

although enteting the program with little demonstrated ability in the,

second language (as shown by the test results) showed incremental

change similar to that'of h.js more bilingual classmates. He also

tended to interact with English-speaking children as the year progressed,

At midyear he As observed responding to queries in hfs second language



,

IF

- 0
-106-

' Figure 2. Classroom observations of child language use

were obtained fora subsample of Spanish-preferring and

English - preferring children during4Fall, Winter, and

Spring. The figure below stows the proportion of Spanish
and English use in Un Marco Abierto subsample children's
language,over time. %
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SPANISH PREFERRING

Inns 4

Victoria

Crispine

Lea .

Carolina

-Jose

ENGLISH-PREFERRING

-Ernesto

Lucia

Candido

Barbara

Danny

Table 24. Relative frequency of observed usage of Spanish and English

by inaividua; subsample.childreh-over.three points in time:

Un Marco Abierto,A

SPANISH ENGLISH
.

I
6

\ II III I II
.

.,

III.

. %

'100

100

90

44 .

76

65

2

%

93

96

85

3

67

60

,

%

00

87 ,

56 .

22

42

2

S

0

: 0

. 0

53

.. T4

27

S

3

2

7,

97

28

27

%

0

12

42

77

57

92

S

0

, 0

0

O

0

S

-5

0

0

o
- 0

S

'0

0

0

0

0

S

100

100

100

100

100

S

95

100'

100

100

100.

Z -

100

100

100

100

100
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Page

LANGUAGE MIXING2
40

I II III

% S %

0 4 0

0 2 1

10 b 2

3 0 1

10 5 1

8 13 .
6

,

S % S

0 0 0

'0 0 a

0 0' 0

D 0 '0

0 0 0

1Percentage totals may not equal 100% due to rounding.

2Indicates switching of languages within a single sentence or phrase

(e.g., Me das un yellow).
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IV

CHILD'S NAPE

ONE TEACHER

PEER

OVERALL

rIK NO TEACHER

PEER

OVERALL

'AITHREE TEACHER

PEER

OVERALL

3.

V ,or V V

-
Table 25 . Proportion of obseryed Spanish and English input

directed to individual subsaniple children by teachers
and pegrs over three points in time: Un Marco Abierto.1

IPIVIISH-PREFFPRItfi

IRMA VICTORIA CRISPINE . LEA CAROLINA JOSE

5 SP. 5 EKG. 5 SP. S ENG I SP. I ENG. S SP. I EN(f.'" S SE. 5 ZNO. 5 SP. I ENG.
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.

with; short answers in English and by the end of the year he would often

.7 use English through entire 5-minute observation pertods: Teachers'

input to.Crispine went from'93.7% in Spanish, at the first observation

period to 67% in English at the final observation.

aF

The final two Spanish-preferring children, Victoria and Irma,

entered the program with abilities similar to those of Crispine.

They, however, as evident from Table 24, received little verbal practice

An the second language. Victoria was a sfiy child who had difficulty --

adjusting to the classroom and generally avoided speaking at all. In

attempting to draw her outboth teachers and peers
spoke to her,ex-

clusively in Spanish throughout the first two periods..

By the final observation period the child-had begun to participate,to

a greater degree in classroom activities and thereby came into,contact

with English-speaking peers who provided input in that language. Irma ,

expressed herself throughout the year in Spanish, although she demon-

strated enough understanding of.the second language to be able to

respond correctly toinput in English from both teachers and classmates'.

despite the increased use of English by most of the Spanish-

preferring children, children were observed practicing a variety of

forms indicative of'linguistic competence in Spanish The number of

linguistic categories in which the children received practice in their

preferred language increased for four of-the six children (see Appen-

dii 0 ). The two children for whom this trend did not hold,true were

those who were 'using English almost exclusively at the end of the year.

The most general trends
occUrred,with the increase in plural nouns

and negatives.; Functionally,all but one child increased the percentage

of verbal instructions given in Spanish. Diversification of functional

competencies were, however, observed for only two of the six.thildren.

In English all but the child who consistently interacted in Spanish'

throughout the year showed increasing diversity in the lingua tic

competencies they practiced. Three of those children who shoAd the

greatest increase in English usage,
Carolina, CriSpine, and Lea, also

showed general relative gains across most of the cross-model objectives

in the area of linguistic competence. One child, Jose, who demonstrated

relatively large increases in English usage, tended to show gains in

only a few areas suggesting that his .linguistic repertoire was not as

diverse as that of the other children exhibiting similar increases

/, in their use of English. Victoria, the child who was slow to adapt to

the classromi environment,.obtained some practice with complete senten-

ces, the present tense, and interrogative form by the third observation.

period. Those four children who alloWed,tpe greatest increase in

English usage also exhibited the greateV relative gains in the

practice of functional competencies. Their increased practice was

observed to occur principalJy in the areas'of self- description and

verbal instruction.

All English -
preferring children appear to have had very'

similar experiences in the Un Marco Abierto classrooms. They inter-

cted primarily in English throughout the year. The verbal input

143
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that they received from both teacher's,and English-speaking peers was

also principally in English. (Table 25 shows that between 911 and 100 %'

of all input directed at the individual children was in English.)

r. The number of areas of linguistic competence which.the children

practiced increased for all of them over the year. The most general

trends, shown in Appendix P , were increased-practice with complete sen-

tences, where four out of five children unproved, and use of the past

tense, where all children showed gains. There was also a tendency by all

children to use more grammatically incorrect utterances over the year

as the children diversified their speech. Functionally, trends

similar to those observed with the Spanish-preferring children were

found. Consistent with the model's practice of a structured session

for resalltili the day's events, most children increasingly described

themselves and their feelings over the year. All but one child also

provided more verbal instruction, an ability emphasized by the model,

as the-year went on.
, --,.....

.

In the area of languagetcomprehension ant recall, although

observations for individual children were limited owing to the lack

of emphasis on circle time, the children's language use pitterns were

- similar to those observed in.general (see Appendix Q.). The four

Spanish-preferringchildren who greatly increased theirlisage of

English in the classroom went from recalling entirely in Spanish to re-

callimalmost completely in English. For two of the children there

w , however, an accompanying increase in incorrect responses in

f g
lish, suggesting that despite responding in English, these children

isinterpreted much of what they, heard. Victoria and Irma continued to

usonly Spanish when practicing comprehension /'recall skills and all

of the English-preferring children on'ly spoke English in these

endeavors.

-The behaviors of children of both groups which were related to

oss-model goals in the area of, language comprehension/recall occurred

largely during observations of the recall activity. As would be ex-

pected, given the lack of emphasis on 'circle time at Un Marco Abierto

most of the responses related to providing information'about the class-

room or home, an ability emphasized in the recall activity. Lacking

was identification of sounds, voices, and rhymes which -would be

practiced during circle time.

Tt e greatest amount of child language production throughout the

year consistently occurred during the activities of_planning, small

group, and recall. This would be expected because teachers emphasized

language expansion through questiogs during these activities.

A sample of instructional interactions for two Spanish-preferring ti

subsample children illustrates the two maSor trends in learning

perience of individual students of this language'preference.-

Jose, one of the children who showed a, great increase in his

English usage over the year, was an attractive child with straight

black hair and large brown eyes. He was extremely active and at times

aggressive, often taking the lead in,or4anizing games among hp's peers.-

1'
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Al thou he was generafiy well

ness o participate in group si

o f turn and distract other

better on all Spanish measures

and understanding of Egglish.
in the classroom was aTso Spani

./

behaved in the classroom, Jose's eager-
tuations sometimes caused him to speak

children. Pn the pretest he performed

but also exhtbffed some verbal ability

Early in the year his preferred language

sh, as noted in a planning activity.

Teacher: What area? . . . LQUI Srea?-

Jose : Area tranquila.

Teacher: LCnn que vas,a jugar?

Jose : Co h esbs.
,(Points to some balls of string. )

Teacher: What are you going to do?

Jose : Ponerlos en una cinta.

Teache: Put them on a string.

Jose : Con bolitas de contar.

Teacher: Cqunting balls . , . anything else?

Jose : (Fails to respond to the teacher, but

goes to get `symbols requested by other

children.)

.

Here although'the teacher made repeated attempts, to elicit res-

ponses in English through similarly structured WH questions and

simultaneous translation, Jose persisted in answering in Spanish.

responses were, however, appropriate to the questions,revealing his

comprehension of English. The teacher used this comprehension to 4

provide Jose with vocabulary through the continued translation of

his utterances in Spahish. '

By midyear Joseq productive ability in English had expanded to

where he often spontaneously responded with incomplete English utter-

ances, even to questiOns addressed to him 1n Spanish by the teacher. He

still, however, exhibited a lack of familiarity with basic English

vocabulary and tended to language-switch back to Spanish to fill in for

unlearned lexical items, The exchange below, recorded during a planning

activity in March, shows this behavior:

Teacher: LQue vas a hacer?

. Jose : AphoUse.

Teacher: Qui vas a hater?

Jose : Una casa con dos ventanas, it gonna

have five doors, un techo.

Teacher: How do you say it in English?

Jose : (No response.)

As the end of the year approached, Jose demonstrated a greatly

improved vocabulary in English as well as an ability to effectively

handle a variety. of functions. Another planning sequence, from June,

.
typifies Jose's speech after nine months in the Un Marco Abierto

program.

6



71,
-112-

Teacher: What's your plan?

Jose : Block area.

Teacher: Whatare you going to do?

Jose : Mate a house, use wooden blocks.

(Pepts to hollow blocks.)

Teacher: What are those?

Jose : Domino blocks.

Teacher: No, hollow.blocks. What are you

going to put in'your house?

Jose : Windows, doors, roof, and chimney

that's all.

Teacher: Do you have a second plan?

Jose (Nods his head affirmatively.)

Teacher: What is it?

Jose : Quiet area. I want thiLittle sticks.

Teacher: Show me the ones.

Jose : (Gets up and points to the box

of rods.

Unlike his performarfce at the beginning of the school year, Jose

responded effectively in English to a variety of questions, including

both WH and yes/no type, all of which were now posed by thOteacher

in English. He not only replied to the questions but, voluntdVily

expanded his answers and elaborated (e.g., "use wooden blocks" to

"make a house" as opposed to simply "mAke a house"). The dialogue also -

provides evidence of Jose's ability to respond to directives in English

and to successfully use such lexical items as "window" and "roof" which

a few months previously he had not mastered. His progress was also

reflected tg his test results where,with the exception of the English

acquisition measure," he performed better or as well as his English-

preferring classmates. As can be seen by the above examples, such

abilities were fostered VI the .planning sessions as teachers consistent-

ly provided lacking vocabulary and often ended a session with a

directive.

Irma was one of the chi' en who did not crease her use of

English in classelSom over the school year. She was a pretty child

with bright brown eyes and a charming smile. Irma performed as well as

other Spanish-preferring children m tests given in her first language

but showed no comprehension of or verbal ability in English. Although

very outgoing and concerned about others, she tended to interact most

often with Spanish-speaking cla mates. She'quickly picked up an

understanding of English words ut almost always used Spanish, in

which she was very articulate, in the classroom.

Early in the year her interactions were much like Jose's in that

the teachers' repeated attempts to elicit responses in English through

simultaneous translation were answered in Spanish. With Irma, how-

ever, this pattern of behavior was still common at midyear as shown

in the observation of a recall activity in which an upcoming trip

-to the snow was discussed.

JIG
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Irma :
Nosotros vamos a perder en la montane.

Teacher : LQuien to dijo?

Irma : Mi mammS.

Teacher : Si vamos en grupo no nos vamos a perder.

Irma : aamos en el carro?

Teacher : No, en el bus, what color is the bus?

(Holding up a picture of a green bus.)

Carolina: Green.

Teacher : (To Irma:)

Is it green?

Irma (No answer, then says:)

No se comen la nieve.

Teacher SI, si estS limpia se puede comer.

Greg : (To Irma:)
You give me your symbol. I give you

mine to Mike.

Irma (Handing Greg the symbol.)
.10

Mira to manchastes to si'mbolo.

(Greg'ssymbol had gotten wetlr

In this sequence Irma exhibited her willingness to interact

with both the teacher and her peers. Her language choice, however,

was always Spanish. This was true even when addressed in English with

a question which she obviously understood. When faced with a situation

in which the teacher was attempting to encourage her use of English by

following a classmate's
lead,'Irma.adopted the strategy of changing

the- subject in Spanish,

Late in the year, Irma continued to make the same types of

language choice. The folloWing interaction observed in the art area

where Irma was attempting to take a paper crown with the aid of the

teacher typifies this tyndency.

.Teacher:

Irina

Te,ther:

Trim :

'VP

Let's see if this works.

(Placing the crown she has just

made on the table.)
Is that the coronita?
Es, para un rey.

,(Translating.)

For a king. Do you want to make One?

$1 to me vas a decir como.

Despite the teacher's efforts to encourage the child to

speak English both through translation and questions which required

only yes/n answers, Irma chose to reply in Spanish. Her answers were,

however, a ropriate to the questions asked demonstrating her under-

standing of, her second language. This was also reflected in the

posttest re ults where-her score in English comprehension was.equiva-

lent to tha of most of her English-preferring classmates, although

her score i English verbal ability remained relatively low.

er
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The similarity in the experience of the English-preferring

children in the Un-Marco Abierto F classrooms makes the example of

one child sufficient to characterize Classroom interactions.

*Denny was an average-sized.child whose warm smile reflected an

outgoing personality. Like, many of the English-preferring children at

Un Marco Abierto I, Danny was encouraged to speak only English by his

mother, even though a grandmother living with the family spoke only

Swish. At school Danny interacted in English with.both Spdnish and

Eitlish speakers. Ibis led tq periodic communication breakdown with

his Spanish-speaking peers during the early part.of-the school year.

During the first months of school Danner tended to use short, incomplete

phrases in English with adults. Such speech behavior is seen in the

following lalguage sample taken during a planning session in November.

Teacher: ,Did you decide? .

Danny : Block area -- play with trucks.

Teacher: What are You going to make?

Danny :. Going to make a garage.

Teaofer: What kind of garage?

Danny : Like a building.

As Danny demonstrated the ability to respond to both yes/no and

WH questions in English, the teacher made little attempt to encourage

elaboratibn, although expansion was encouraged. Similarly, no effort

was made to use Spanish in aqy way with the English-preferring'hild.

Thus, Danny's responses were confined to the bounds of the questions

asked by the teacher and, as reflected by his inappropriate word de-

letion in "going to make a garage," showed a still developing

proficiency in English.

-By the end of the school year, Danny exhibited greater verbal

ability in his interactions with the teacher. Although interactions

remained limited to English, he was now able to elaborate spontaneously

and to offer a rationale for his actions whert previously his answers

had been limited to providing only the information requested.

Teacher: Danny, what area are you going to?

Danny : Block area. This is the only one

I' can find.

.
(Showing an area symbol.)

Teacher: That's all right. What's your.

second plan? o

Danny : Play with the paint.

Danny's productive ability in Spanish even at the end of the

yer-was limited to catch phrases and food names, used exclusively with

Spanish-preferring peers, shown by a luzhtime request in June to

"pass me the beans, por favor." He haCllowever, increased his under-

standing of Spanish; for example, when a friend. expressed in Spanish

0
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her dislike for pears he encouraged her to "taste it."

(2) 'Concept Development. Broadening children's experience with

concepts, many of which are represented by "key experiences," is a

fundamental goal of the model. Although the model makes no distinction

between concept development in English and Spanish, it appears from the

resulti of the standardized measures and the classroom observations

that, as with language development, the teachers at Un Marco Abiei-to I

emphasized concept acquisition in English nd in areas which were .

nonlanguage specific.

Table 26 shows that five out of the six Spanish-preferring

children decreased their relative use of Spanish in this area. This

decrease was accompanied by relativ increases in English usage and/or

nonlanguage-specific behaviors relad to concept development. -,

English-preferring children's'prdctice was limited almost entirely to

their first language and to behavior5-which do not require the use

of language.

Visual discrimination and symbolic representation were the

areas in which children were observed to consistently receive the '

most practice (see Appendix5). During the first observation period

practice was.related principally to the identification of objects,

object utilization and role-playing activities. Thus, much ofthe

early practice with concepts was related to familiaription with the

classroom envtrent through identifying objects and their functibn.

For children of both language groups there was atrend toward in-

Creased diversity in concept delfelopment both within and across.the

skill areas that made up the construct. Spanish-preferring children

diversified, principally in their second language when all but one

ichild showed increases n the number of areas in which they had

practice and in nonlanguage-specific behaviors where .Cour of the six

children diversified (Appendix-JO. English-preferring cbil'dren's

diversification was primarily in their preferred language despite

slight relative increases in Spanish by'three of the five children

at the second.observation period.

AlthoUgh small group activities were-those designated by the model

as specifically designed for concept development, learning experiences

related to this construct also occurred in planning, work time,-or re-

call. The trend toward diversification and English usage is best

illustrated by examining the learning experiences in these activities

of children from'different language backgrounds within a single classrooef.

." Carolina was a Spanish -preferring child of medium sizewho

generallTii6Fiher-long brown hair in banana curls. ale enjoyed co-

.
operative work-and.eagerly sought out Other childrenliF adults,

interacting j'n Spanish,and English,as the year progressed. Despite

her verbal: and comprehension abilities in her second language, she

demonstrated almost'no grasp-Sf concepts in English when tested at the

start of the year. At the posttest, howevir, she,received near maxi-
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by language for indtvidual subsample chtldrenover three points In time:
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tuts
Scorei on both the English and nish versions of the concept

- development mealtre..
<go

The
following,example of a November small group activity, in

which the teacher used dishes from the house area to discuss similari-

and.differences,
exemlilifieftthe,experience of those Spanisti-

aking children\who made the greatest progress in.their second

age%

Teacher :

Jorge :

"Teacher :

Carolina:

Teacher :

Carolina:
Teacher :

Carolina:,

Teacher :

Alicia

What can you do with,a_plate?

Eat.
ZQue mas? '" .
Puedo tomarlo y poker la taza asi.

(Demonstrating with,her hands the

placing of a cup on .a $eueer.)-

(With two plates in each hand.)

'Do you hive the samepount of plates?

/Son iguales?
Yes.

(Holding up a blue plate:)

ZQue color es?
(With others.)

Blue.
'What coloi- in Spanish?

Azul. 4

In thitmtample the teacher was exploring such concepts as

function, size; andcolor. She encouraged both Spanish and English

speakers to'particioate by asking questions in both languages and call-

ing for translation of the word "blue." Even at this early date in the

,school year there was artenden, on Carolina's part to respond to

questions in English even, when sual qUestions were posed in-Spanish.

When, however, the concept-called-for an answer which was beyond r

one-word
response, as in the case of the function of a plate, her

tendency wad to resort for first language.
.

Carolina used English in nearly all s4tuations related

to concepts where verbal response was required. Even when responding

to.questions in Spanish, Carolina often language-switched
using the

-.English word in a Spanish tentence. When Carolina and a teacher

looked through an
Instruction book for tinker toys at atable in the

quiet area, the
teacher pointed to a house that the child might construct:

ti Cardtine: . Too lithe the house.

(Spying another pitture sheicontinues:)

I already made that one.

(The teacher and child begin to work and

the teacher asks about a missing piece:)

teacher : /Que.falta?

4151

a



4.

-1f8-

"ocarolina: A-little yfllow.
(Locking a yellow tinker toy the

tray_she turns to another child and

says:)

Me das un yellow.

The following example characterizes the experience of the
Engltsh-preferring children at Un Marco Abierto I

Ernesto was an attractive child with MIR) curly brown hair

and blue-gray eyes. An English-preferring child from a single parent

family, Ernesto was very,uarbal with adults and preferred interacting

%
ivith.theM. When testedratithe start of the schodl year his score,

even on the measure of concept development in English, was relatively

low in comparison to English-preferring classmates. At the

posttest, however,.he ored'near the average for the group.

Teacher: (Holding up a book she has been

. ',reading to a group of children in

a January small grodp.)

What's happening here?

Ernesto: It's raining. ..

Teacher: What's he doing?

Ernesto: He's hiding under a rabbit tree.

Teacher: (Pointing to butterflies in the

' picture.1
.Are they all ,the, same?

'Ernesto: Yeah, they're thesame.

During June, Ernesto, with the teacher at his side, was

-working on the puzzle of,a cow. , h.

Ernesto: . (Molding up a piece..)

Where's this? .

Teacher: I'm not going to tell you. You're

playing games with rit.

(She then identifies the. 'piece:)

That's the leg.

Ernesto: (Says nothing but_pUts'sthe piece

in'place,) $

Teacher: )Very gopd,,Ernesto. I don't think you

need my help anymore.

Ernesto (Picks up another piece.
What's this?

C.

Teacher: That's the body. What belongs'up front?.

Ernesto: (Picks out the head.)

Teacher: The head, right.
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In both cases, the intera ions were conducted entirely in

Eiplish. The first example, o ved at-midyear, shows the teacher.

expanding the child's iangupge w ile exploring such ,condepts as

relative position and similarities and differences. The second high-

.
lights the child's ability to identify parts of the body and matching

obj4gts. Whereas'earlier in the year Ernesto demonstrated the ability

to respond correctly to a varietyof WH questions, at- the later ,

observation he also.hid the-ability to formUlate such questions and

seemed to have internalized theecharacteristic mode of teacher-chilit

classroom communication.

a

. (3), SocioemotionalfOnctioning. As can be seen from Table 27 ,

a humber of the Spanish-pre-Perrin! children exhibited inappropriate

behavior at the first.observatiOn. As might be expected, these were

almgst entirely in the area of school readiness and related to such

behaviors as the failure to partiCipate in group activities or to

,follow directions as,tir children adapted to the preschool routine.

For all but one child, Jose, such inappropriate behavior decreased by .

the end .of the year. Jose throughout the year continued to act as a

class cromn'and was Olen observed distracting other. children. 'Dien

Victoria,'the extremely shy child who was observed to consistently

exhibit inappropriate behavior in the area-of self-esteem, degreased

in such behaviors as the year progressed.
P

English - preferring. children showed a more varied pattern of

socioemotional behavior over the year. As with the Spanish-preferring

children;-almost all inappropriate behavior was observed in the area

of school readiness. With the exception of Barbara, however, who, as a

relatively solttary.child throughout the year, ref4sed completely to

paiticipate 4n group activities al the year tloSed;'the inappropri-

ate behaViors within the category changed frail lack of participation

and inability to follow`directions to being distracted or distracting.

others. This suggests that with the coming of summer, children were

anticipating vacation and becoming slightly bored with the routine,

t

.
Throughout .the year children of both language preferences

exhibited consistently more appropriate than inappropriate socio-

emoti.onal behaviors. There were also fairly consistent trends on the

part of most.children.toward
'`such school' readiness behaviors follow-

ing directions and sustaining interest in group activities. While early

in the year it was common to have such observations as "Enrique sits at

the taple but does-not participate in the activity of the group" or

"Shelwanders-, looking at the other children working," by the end. of the

.. year such observations as the following became -the norm: "Daniel 'sings

along in English and does all of the hand movements. tie is sgiling as

, he sings." "Jose stands when his number is counted in 'Ten Ottle

Indians.' He, falls down when it is time for him to sit and count the

10 children.in the circle when asked to do so by the teacher."

41
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SPANISH-PREFERRING

Irma

Victoria

Crispine

Lea

Carolina

Jose -

ENGLISH-PREFERRING

Ernesto.

Lucia

--candid°

'Barbara

Danny

Table
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27. Relative frequency of observed appropriate and

inappropriatp socioemotion'alo behavior& for individual

.subsample children over three points in time:

Un Marco.Abierto.1
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2. Parent Outcomes

a. Parent Sample

The 105 parents that were interviewed as members of either the

experimental or control group appear to reflect-the ethnic character-

istics of the communities in which the Head Start sites are found

(Appendix L ). At the East Los Angeles ,site, the 56 families were a

mixture of about 60% first-generation Mexican Americans who had been

in Southern California 10 to 15 years and about 40% second genera-

tion Mexican Americans. The only except/Ons were one East Indian

family in the comparison group of 28 parents and one mixed Black/

Mexican American family in the experimental .group,4rf\ 28 parents.

In Milwaukee 68% of the total of 49 farAiis was Mexican American

and 22% was Puerto Rican. One AmericaOndiao family, One Black-

,
family, and four Anglo families also fOrmed part of the 22 experi-

mental families interviewed in

a

At both sites the majority of the mothers who responded4to the

parent interview descriVd themselves is ':not working.." Anotheeadult

member of the'household, usually the father, appeared to _be the prnci-.

'pal breadwinner A' all groUps. Income distribution was similar for

,experimental and'control families within'a site. Annual family incomes

of about $9,000 in Milwaukee wee h1gher than the $7,000-$8,000 mean in

East Los Angeles. No significant diffeOtncet were fdund in family

size or average age of childi.en between experiMental and comparison

groups at either site.

r

b. Mothers' Attitudes and Perceptions

The parental in view results, summarized in Table 28,.revea%thatmothers of experi ntal,and comparison children at both sites

felt their children sp e better Spanish than English. They per-

ceived the Spanish Oaken by children as "correct" but thought that,

their children spoke "poor" Eng)iih even though practicing it more.

Respondents' self-reports claimed greater pgpficienty in Spanish than

English., no doubt because the Hispanic networks of-churches, groceries,

clubs, family, and friends enabled womerL'Iethe two 'areas to retain 4

their first language.- East Los. Angeles mothers also. reported a

'slightly better, English ability than did:their comparison counterparts;
;,

'Both Milwaukee and Los Angeles mothers 'exhibited highly posi-

tive attitudes toward the importance of bilingual edUcation and

self-concept. Interview data show that many - second - generation

individuals at Site:I felt that although they were discouraged from

speaking Spanish themselves, they wanted their children to grow up

proud of their ethnic heritage. There was also an increasing recog-

.nition of the practical benefits of being bilingual. 'Community

members saw a higher,demand for bilingual teachers, receptionists,

secretaries, and salespeople. In most cases,'a bilingual person was

'perceived as _able to earn more money.,'
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pmucle Assessment of Child

Spanish Ability.

English Ability

Maternal Language Usage

Spanish-Speaking Atillity

Instructs in Spanish

English-Speaking Ability

Instructs in English

Mother's 16;Pcks:Teacher

Provides Formal Instruction

Provides instructional
Playthings

Mother's Belief About Education

Overall School Effectiveness

Career-Preparation

Importance of Bilingual Education

Importance of Self-Concept

Educational Aspiration for

cpild

Socioeconomic Status

Family bcome

- VP Ila
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Lack of differences between the two-sites and betweenexperi-

mental and comparison mothers may be a result of the majority of all

mothers having their children enrolled inkijasses which provided some"

sort of bilingual experience. All of thenthers hoped for at least

some college for their children, and some experimental and comparison

mothers at Site II held the aspiration of their.offspring pursuing

a graduate degree. 1 4

:Fable Z8 further illustrates that Los Angeles 'experimental-

,mothers4rovided significantly more formal instruction and greater

amounts of instructional playthings to'their childi-en than did

comparison mothers, No significant differences between experimental

.and, compariion mothers in Milwaukee were reported..

(.

Mothers were also asked to describe their children's daily

routine (Appendix V ). At East,Los Angeles, Mothers of both compari-

son and experimental- children saw their offspring's principal'.

activities between the hours of 9:00 A.M. and 3:00 P.M. as school

related. Percentages of time spent in activities' such as watching

television and playing differed little between the two groups' over

the year, and' instructional
acttvity outside the classrooM was

reported as rarely occurring in either group.

As ,would be expected, the major difference between tht two

-groups of children at the Milwaukee site was in the area of school-

,related activities (see Appendix V ) . All of the experimental

children were involved in preschool activities during the period of

9:00 A.K. to 3:00 P.M., whereas only four of the comparison group

children were ever involved in such activitiM During the time

that the experimental children. were in school,playing isidentified

as the primary activity of the control'group. It appear that the

presc of activities engaged in by the four comparison children were

not g nerally viewed by their parents as the primary activity of the

chit en:at any one point during the day, a result perhaps of the

ther loose structure of.such activities.

3'. Teacher Outcomes

a. Teacher'Sample

The interview sample consisted qf fotr teachers and aides at

SiteeI and six teachers and aides at The classroom staff

ratios were approximately 8:1 at SiteI and 6:1 at Site II. Only /
pre-post interview data were used in the analysis. These were ob-

tained only from teachers and aides who remained in the classroomt

throughout the preschool year.

Teachers and assistant teachers or aides at both High/Scope

sites were all Hispanic women; at Site II all wereMexican Americans,

while there were twp Mexican Americans and four Puerto Ricans at
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Site II.' All of the four teachers at Site I were English-

preferring, 0 while the majority of teachers and aides at Site II

reported speaking Spanish and English equally.

All High/Scope I teachers had lived in the Los Angeles area

for most of their.tives,'while their counterparts in Milwaukee aver-

aged a total of approximately/19 years' residence in the city. 4
- ,Classroom staff at Site II generally resided in immediate proximity

to the Head Start center.

In California', teachers ana aides ranged from 27 to 38 years of

age. Teachers were somewhat. more stable financially, owning their

'own homes, while all the aides rented homes within walking distance

of the site., In Milwaukee-ages of clasittom staff ranged from 32 to

53 years, and the three teachers owned homes while the aides rented.
e;

In terms of education'and'experience, although none of the three

teachers:at-Site I was CDA certified, all held Children's Center

permits obtained by taking 30 units at a local community college.

The head teacher and site representative for the agency lacked a few

hours to complete B.A. requirements. All .teachers' aides but one

held high school diplomas. Teachers' educational experience at the

Milwaukee site ranged from completion of the 11th grade to two years

of college credit and one held a CDA certificate. Two of the three

aides had GED degrees, and one had a Children's Center permit re-

flecting completion of two years of an early childhood education

program at a local college%

Each teaching staff member had worked Ar way up to the

teaching level by gaining experience as either a parent volunteer,,

nutrition aide, parent coordinator, or school janitress. East Los

Angeles teachers all had five or more years of teaching experience

except for one who was in her first year. Classroom experience at

Milwaukee ranged from 14 years (dne teacher and one elide) to less than

one year for two aides and one substitute aide for whom 1979-1980 was

the first year. (For complete teacher characteristics, see AppendixM).

b. Teachers' Attitudes .

;

Teachers at East Los Angeles generally expressed more positive

attitudes toward the High/Scope model thin did those at Milwaukee.

In informal interviews the classroom staff at Site I expressed their

satisfaction with.the diversity of the schedule and felt that most

activities were well suited to children's attention span. ,Certain

activities calledlor by the model, however, were,received with

mixed,feelings. One of the teachers felt that recall time, became

boring and repetitive after a few months as the numbeii of things

to_talk about were limited. Other teachers expressedleeling un-

comfortable with'role playing situations.
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Comments of the classroom staff at Site II revealed aJeeling of

insecurity as to understanding the basits of the model. Some teach-

ers felt that the, language of the teacher's guide was too techqical

and that early in the year they really did not understand how' *eae-

velop "key experiences." In- service workshops were important in

helping the staff to understand the model.

° Teachers and aides at both Wigh/Scope-sites changed slightly

over the year illtheir orientation regarding the purposes of bilin-

gual education. The majority of the teaching staff felt that-Cultur-
. al awareness, communication and understanding, development of self-

concept, and language acquisition were important for their own sake.

likere wasi however, a slight trend atthe Milwaukee site toward re-
cognizing the instrumental advantages of bilingualism, especially the

,creation of employment opportunities for natime Spanish speakers and

non-Hispanics.,
.

Both groups viewed participation in a bilingual curriculwn,by

both Spanish and English students as having integrative benefits,

primarily those of enhanced cultural awareness and communication'

skills, Teachers at East Los Angeles also mentioned the socializ-
ing integrative function of a bilingual 'curriculum for both English

And Spanish speakers, whereas Milwaukee teachers identified personal

skills (self-concept, language acquisition) only for English speaked.

Concerning views of different models for children's language

use, the pretest East Los Angeles-teachers generally considered the

language used at hOmand in. the community to be more important mod-

els than textbooks for both first and second language learning. lhe

one exception was the teachers' highly positive attitudes toward the

Use of textbooks as models for Spanish-speaking children's learning

of English. At'posttest, the teachers' attitudes toward home and

community languageobecame somewhat less favorable, .

As in East LoS Angeles, teachers at Milwaukee,consistently
placed higher value on the use of the language of home and community

rather than of textbooks as a language model. Their- attitudes to-

ward textbooks as language models for children of either language

preference, however, became more positive frop pre- to posttest.

The trend at both sites may be'a result of the teacherS' increased

contact with individuals whom they viewed.as speaking "correct"

Spanish,

Both classroom staffs were consistent in viewing parentilinvolve-

%i. ment,ih education- as important (see Table 29). East Los Angeles

teachers, however, 'seemed to see parent participation more postive-

ly than did those from Milwaukee. They were also very positive in

their feedback that teachers should attempt to involve seemingly un-

interested parents, while Milwaukee teachers were generally neutral.

An increasOn negative attitudes toward personal success in invol-

ving parents reflects the limited success teachers at both sites had

in this, area during the evaluation year.
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Table 29. Attitudes toward parent involvement of experimental
Head tart. teachers: Un Marco Abierto
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.
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In judging the Amportance o a va ty of procedures for incor-

porating Hispanic culture int the class om, East Los Angeles respon-

dents altered_ their views 'uring the year. Whereas at the pretest

three of the four had considered teaching.children Hispanic values

to be extremely impbrtant, by posttest only one held that view.

However, exposing children to Hispanic customs, 'foods, and dress

seemed important to these teachers at posttest, perhaps because of',

their experience working in these areas during e school year,

Milwaukee teachers, on the other hand were y consistent across,

the two periods. They considered theta aching of Hispanic.valuesas

extremely important and thought it very portant that children be

exposed to Hispanic role models, daily routines of,Hispanic life,

songs, dances, material culture, special rolesle.g., comadres),

and Hispanic' holidays.

B, Implementation it

This section provides the results of the evaluation related to
the factors affecting the implementation of the.Un,Marco Abierto

curriculum and to the extent to which implementation occurred. The

discussion is augmented by Appendix Y , which provides descriptions

of (1) the sociocultural envjronment of thepommunities, (2) the

----administrative aspects of each site, and (31 the Head Start set-

. tings. A description of the principal features of the Un Marco

Abierto curriculum begins this section. Th4 success of both repli-

cation sites. and the.individual class rooms within each site fn meet-

ing the goals of,the model in five areas -- schedule and organiza-

tion, physical setting,' instructional materials,.individpal be-

havior, and instructional strategies -- is then discussed. .The

section closes with a description of the cbmparison groupeforeach

sit.

I. Principal Features

The Un Marco Abierto curriculum,'an adaptation of the High/

Scope cognitively oriented curriculum, is based on Piagettan princi-

ples, and emphasizes the learning of developmentally grounded tasks.

Designed to encourage intellectual development through active'learn-

ing, the model stresses the importance of the hild's initiative in

the learning process and the need to,en ura children to have con-

trol over.decisionmaking and problem-s wing activities.

a. Mode/ Goals * 10.

Thee stated goals of the High/Scope model include the.following

provide children with a rich array of materials which, encourage ex=

ploratlon and hold...interest; motivate children to set goals and help

them cpmplete these goals through a "plan-do-review" process; stim-

ulate Ihe child's thinking process by asking open-ended questions.
.

162
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The bilingual bicultural adaptation of the High/Scope model, Un

Marco Abierto, includes as further goals the incorporation of second

language learning end multicultural experiendes in classroom activi-

ties. This dual emphasis is designed to help children understand

and accept more than one cultural heritage and to develop during

the first year tf the curriculum a positive attitude toward a second

language. Specifically, Unifarco Abierto calls for (1) the concur-

rent useof the children's first and second languages throughout the

day, by using concurrent translation apd langbage switching, (2)

mixed language groupings so that there is a balance of the two lan-

guages spoken by adults and children, and (3) the use of language,

art, music, and role-play to represent the children's cultures and

everyday experience

The student population should be divided into small groups (fiVe

to eight children) that work primarily with one adult throughout-the

daY:, These groups should represent a cross-section of the class in

age, sex, and language preferenee and should change in their compo-

sf!ion about every six week-s. Ideally, teachers should be bilingual

and parent participation should becencouraged td help assure a con-

tinuity between home and school environments. 4

The model developers have identified,approxiMately 50 "key

experiences" far cognitive development. This myriad of learning

experiences may be grouped into three basic categories: representa-

tion, logical relationships, and physical relationships. The de-

velopment of representation is said to be closely related to a

Chiles language acquisition and early reading skills. An example

of representation would be children drawing pictures of something

they remember from a field trip; then verbally describing their

drawings to others. Logical relations -deal with processes such as

classification, seriation, and number conCepts. Many materials in

the classroom will be of different sizes so that children can,

practice arranging items according to size (seriation), Physical

'relations include deveroping.activities involving time and space,

All "key experiences" are intended to foster learning initiated And

carried out by the learner. . .1

Teachers and aides work as a team in planning daily lesions a-

round one ,or more key experiences. They should specify which

teaching strategies and activities will be used to introduce the key

experien for example, illf a teaching team wanted to work on

clissif4cition and the Offtept of "alike or different," they might .

.pllawrif period in which the children were given a bag of buttons and

asked to identify which:were alike and which were different, foster-

ing distussion of shape, color, size, and number of buttonholes.

The model emphasizes the need to evaluate each day's activities

prior to making the' next day's plan. Teachers are to plan in a work

team (one teacher and one or two aides) with each memberilliscussing

theevents of the day and reporting on each.child's responseto the

+

1 6tl
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lessons, Via/thin the team, every member is responsible for the
gren in hiFor her group, The model-ideals cal] for teachers
assistant teachers .to. have -similar roles in the classroom, the eby
circumventing childre,P's identifying a classroom hierarcitybased.on
language-Or ethnicity, Theses teacher evaluations should determine

1( the needs of each childand focus the lessoe141ans for the next day.
,-

4

.%
b. Classroom Organization.

. c -

(1) Cgre Areai.. An tin MOT° Wert° classroom is designed to
entouragewexproration.and to p1' 'de children the opportunities for
making!decisi als. The mode'. specifies four core
areas- per clastrabd: rea, house area art area, and
quiet area. There should 'als Q area large enough for the. en-
tire tlass to meet (which may be}o ained within'one of the core
areas) and an outdoor plafarea. Inrldition, supplementary areas
'like music, science, and water may,brinclueled'inothe classroom.
Core areas are to be labeled and,separa:ted from each other with,

. shelves and other low-rise dividers -where a wide variety of stored
materials can be easily seen-and grasped by the child.- lath area

. should encourage"at leadt oneof many different keyexperiences.

. -

The bloek area,*for.examplel should contain building mat lair
of different size, shape, and substante, to encourage sortie h- ,.
ing, grouping, and arranging objects. Illhe -block and house as,-
children are to use, the blocks, small dolma and animalS furnituie, '
and vehicles in role play. There are also numerous adult-size ma-
terials in the house area that encourage fine motor manipulation ,
and sorting. ,Each iteni's place on the shelf is clearly labeled' so
children have futher opportunity'to sort according to, shape, size,
and color when they replace toys. Whenever possible:the actual
classreom.materi is are tO reflett the InultiewItural traditions of'

.

.

the students.r a

.

(2) Schedule, The curriculumLmodel emphasises the need to
establishTaTrisistent daily routine for both teachers and children,
To facilitate the Objective Of heloidg children set and arri outer
goals, the major learning activities -cdnsist-Of plarining4.work time, ,**

and recall Other scheduled daily periods should include small
group (for concept delielopment),,outside time (for large-muscle"-
activities), and circle time (which gives children the opportunity
to participate in a large group). .

.

-
During planning time children discuss with teachers and peers

where they wish to work and what they want to do. -This processts
meant to foster,language development throu§h verbalization and self-
reliance through active decision making. Wortime, when students
are to carry out their; plans,, occurs in_the heart.of the school day

and represents the longest single amount of time outlined, in -Ve
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daily routine, Wring Work tigl, children may Use the entire room,

interacting with persohr aDd milterjals. The adUlt's role during

this ti'e isto observe individual students, to-deviie strategies

for helping' theinvrith.problems, and to recognize"and support chil-

dren's work, pCleihup time follows work time and fs the activity in

- which .chiTbreh ,learn to feel responsible for replacing'the materials

a they have been ustilg, to segerate and'shrt materials, and to work,

cooperatively, .

Recall 4me:givps children the opportun4ty to.yemember,.dtScussi

or represent what they did ar_woek time. Ideally,-children recall

whatiethey.didat work time not only by talOns,about their weri-

entes, but. also by showing 'their groupsthe toys and materials they

worked With, by drawing or painting pictures.of what they did,'or by

actingoout.what OccurredNearlier during the day. 'Small group time

should be organized brteachers to offer further opportunity for

adults'to introduce some of the key experientes seen as integral to

active learning. The basit differences between small group time and

work time, according to the model, are that children plan for work-

time and the teaching team plans for small group. Small group ac-

tivities introduce all children to particular materialsand'projects,

which' they can later pursue.individually during'work

Outside,tjme providesIveriod in which children can use their

aYge muscles and possibly extendoWorktime activities. The adult

should play the same rble outside as she or he does during work

time, i.e., being actively involved with children by talking to

them, encouraging them to talk about hat they are doing; helping

them to solve problems, and ,otherwisd'extending.their:activities,
Circle.timeAthe.period during, which he entire group 'gathers to

play finger,games, sinmongs, do dances, and.liSten.to stories, is

. the only time when pv41100e is doing the same activity at the same

place. Children rearero share, to take, turns, wind to be both

leaders and. followers, Stories and songs in both languages are also

4 to. be presented,, -

.2, Model Level Implementation .

The assessment of the degree of implementation was accomplfshed

through the use of forms which .cootained model-specific items across

five gener &l ca;egOries,pf schedule "and organ nation, phystoal set-

ting, instruct nil mat4Fials, individual behavior, and ihstruction-

al strategies. Althgugh the items within'each category have been

weighted in terms of their relative importance to the model, the'

number of items within a category varles. Thus, total scores wtthin

,a catego4dtinot be compared but. rather ompariso'ns are made i'n the"

relative degree of implementation within each category (Figure 3).

Ot.
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Table 30 pr'esents. ag11-egate scores of three classrooms implement-
,
ing thein Marco Abierto model at each ofthe two'rbplication sites.

As can be seen, the twosites vary somewhat.in their patterns of

implementation. Both sites show an increase in overall degree of

Amplementatin from the first observation period to the third, Which.

may be related to experience gained from working with the model for

d. school year. Site I, however,,shows rather large incremental gains

whereas Site IIareveals a more consistent level of implementation

for the year. The sizable increase in total implementation between'

observation periods at Sitel may be due to the orgapization of

teacher preparation time which permitted teachers to take full ad-

vantage of the training they received. The free time allowed by a

half-day teaching as nment provided teachers with ample time to

analyze their exgeri ces and those of their children as suggested.

by'the motel. They We ften observed using such free time to;plan

future activities based both on their own,ideas and those suggested

b Ate model's trainer. The,lower.scores during early implementa-
o0eriodsreflectachee turnover, which led to each teaching

it haying a member who was inexperienced with the model. The con-

istent'leyel of implementation at Site II may be related to the

act that all instructors were familiar with the model and that

aching units remained constant' ver the evaluation year.

, .
Pk bath sites activities were planned and carriedgOut with fair-

.

1 strict adherence to the schedule as shown by the near maximum

scores in this category. In fact, for 12 of the 36 observations

across 'the two sites, all planned activities occurred during each

day of observation.. When scheduling requireMents were not met it

was usually a result ofsmall group activities being omitted from

the daily routine. As this period required prior planning and

preparation'of materials, its omission could occur as a result of

teacher absence, a lack of understanding of the requirementi of the

actjyity, or the pressures of time related to two-a-day sessions.

The use. ofthe physical setting was similar at both ,sites in ,

-)that the four.core'arees (block area,,art.area; house a1ea; quiet-

area) were available in-all classrapps and were Well.usgg thr0046*

out the year. Variation in scores the greateei4Ober,Of

. ancillary areas (e.g.,. music, plant4ral4pimal'andigater) used at ,

various times' t one or the tither t
,

,.

Instructional materials were available,in large,number variz."

ety at each site, which, is reflected in the relatively high scores

in this' category. 4s specified by the modjtthey were generally

'laid out on shelves at the children's eye levet' All classrooms at7.

both sites, however, lacked culturally specific materials. The few

that existed,such as molcajetes, pottery, an4 posters, reflected 1 .

,
Mexican culture and generally servedi;symbolic fJnction within the

classrooms.
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Table 30, Un Marco Abiarto implementation scores ite

- over time.

Implementation
Cate.ories

4

Maximum
Possible
Score

.

_
Site I_

.01

:

-
Site II

.,

.

Ti 2

.

.. Sche ule/
Org nization

.

Physic .l

Setti g

Instructional
Materials

.

. -

Individual
Behavior

Instructional'
Strategies .

.

'

.

12.04 .

.

10.17

5.68

.

2.42

8.67

6.97'

,

11.46

6.62

--4.96

10.67

.

'

.

11.89

-..

8.54

. .

3.00-

.

9.99

15.41

10.89

1

, .

. 6.22

2.58

10\.73

10.75

11.32

.6.41

. 2.58

10.01

.
.-

9.79

.
.

.

- 11.75

.6e30

.

2.50

11.27

14.01

, 3.00

24.42

26.70

TOTAt .
80.17 33.91 40.71 48.83 .41.17 4041 43.29
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The major differences in implementation of the Un Marco Abterto
model at the two evaluation sites occurred in the areas of individu-
al behaviors and instructional strategies. As depicted in Table 30,
there is an increase in scores of individual behaviors froni the
first implementation observation period to the third at both sites.
Consistently higher,levels of implementation at Site II appear to be
related principally to a better studeniaeacher ratio. Also affect-

ing the scores was the teacher turnovelPht Site I and a seemingly
greater willingness on the part of the teachers at Siten to inter -
act'with children ip all areas (teachers at Site I tended to avoid
the hou-se area), use language that reflected the_language prefer-

ence of individual students, and employ more verbal reinforcement
through either praise or discipline. The relatively low overall
scores for both sites in this category are a result of the low fre-
quency of concurrent use of-both languages and the limited use of
other adults such as parents.

.

In the4category of instructional strategies, the marked increase
over time shown by Site I indicates improving abilities of the re-
placement staff torcarry out the demands of planning and small group
and to use the language expansion techniqUes suggested by thd model.
Teachers at Site II expressed frustration at their lack of time for
preparation and planning. They felt this prevented them from pro-
ducing many dialogues and key experiences called for by the mo
The relatively higher score for period 3 is a result of Site
teachers' attempts to augment their teaching strategies in way
suggested by the curriculum trainer. Althougb children's home

activities were sometimes used in recall, this was not common,
There was also a general lack of organized muscle development ac-

.
tivities ,during outdoor play and circle tome at both sites.

In,general, both sites appeared to be highly successful in meet-
ing High/Scope's goals of establishing and maintaining a consistent
daily routine, furnishing a variety of readily available materips,
and using the "plan-do-review" brocess. There was less success'in
meeting the bilingual bicultural goals of the model, as concurrent
use of children's first and second language, incorporation oT chil-

dren's everyday experiences, and use of culturally diverse materials
were not salient features in the classrooms.at either site. The use (,

of ancillary areas and activities such as stall group or circle time
varied over the course of the year at each site.

As can be seen from this brief discussion, factors such astvar-
ied student/teacher ratios, staff turnover, and the physical setting
of th classroom affect the implementation of the model. Hence,-it
is w thwhile to examine the differences in degree of implementation
wit n the individual classrooms of each site.

14
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3. Classroom Implementation Factors (Site I)

The individual classrooms of Site I exhibit patterns of iTple-

mentation similar to that of the site as a whole (Table 31 ); that

is; there is a general incr'ease in total imp lamentation scores for

each point in time across all classrooms. The classrooms do, how-

ever, differ slOghtly in the magnitude of their implementat(on;

classroom C consistently totals between. two and five points more

than the other classrooms. The higher overall stores in that class-

room indicate a greaten commitment to the goals of the model by the

teacher, for although all of the teachers exhibited positive atti-

tides toward the model when interviewed informally the classroom

C teacher was its most outspoken advocate. a

In addition to the variation in total implementation, which.fa-

vors classroom C, the degree of implementation within particular,

categories varies from ope classroom to another at different times.

The discussion which follows points out such differences within each

of the five categories of implementation.

a. Schedule and Organization

The daily routine, which was virtually the same for the morniog

and afternoon classes at Site I, was posted in large Tetters in Eng-

lish and in Spanish in front of the classroom. The activities were.

as follows:

Breakfast (lunch) and planning 30 minutes

livic time

Cleanup time

Recall time

Outside time

. Small group time

Res.t time.

'Lunch (snack) time

,
Circle time

Dismissal 1.

li

1

1_

65 minutes

10_ minutes

10 minutes

25 minutes

20 minutes

15 minutes

30 minutes

20 minutes
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. Table 31 . Un Marco Abierto I implementation scores
'

by classroom over time.

.

Implementation
Categoriet

Maximum
Possible
Score

Classroom A

.

Classroom B - Classroom C a
Time 1 Time 2 Time 3 Time 1 Time 2 Time 3' Time t Tin31,.. Time,IFA

Schedule/
Organization

.

.

Physical
Setting.

Instructional
Materials

Individual
Behavior

/nstructiopal
Strategies

i

.

.

12.04 10.32

.

6.35

.
.

2.50

8.51

5,34

11.18

,

7.17

3.00

8.38

10.23

,

12.04

8.69

3.00

9.99

14.68

9.88

.

5.52

.

2.25

-8.62

7.12

12.04

6.58

3.00

5.92

9.79

0.
12.04

8.46.

3.00

8.88

14.24

10.32

5.17

2.50

. vir

8.88

8.45

11.18

-----,

6F1

.

3.00

, o

12.58

12.01

11.61

8.46

i v,

. 3.00

11.10

.

17.30

,

'1

.

14.01

..

3.00

.,

24.42

., .

26.70

.

TOTAL &p.17 33.02
.

39.96 48.90 33.39 37.33 46.62 35. 44.88 .

.

51.47
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All-of the Un Marco AbieOto I Classrooms planned activities and

carried them out in accord with the schedule. It was fairly common,

however; esOcially during the first two observation periods, for

teachers to omit small group activities from their daily routine.

This was. a.result of either teacher absence or attrition which led

to a volunteer or parent unfamiliar with the demands of the model

taking the place of one of the regular instructors. As small group

required prior planning and preparation of materials, it wrs gener-

ally impossible for the substitute to carry out the activity and it

would be omitted. Similarly, small group, recall, afid/or circle

time were customarily shortened or cancelled when other activities

exceeded their'allotted time periods, when clean -up time was not

adequately supervtsed and had to be repeated, orwhen neighborhood

trips were made to the bank, post office, fire station, library,

market, and bus. Full-day excursions to'the beach, zeo, pumpkin

patch, snow, and puppet show necessitated the cancellation of all'

scheduled classroom activities for a day. The slightly lower

scores across all three observation-periods shown on Table 31 for

classroom C may be a result of the teacher's administrative.duties

which at times conflicted with her teaching responsibilities.

b. .Physical Setting

>

All class "improved their use of the activity areas over the

course of the ear. Lower scores during the first observation peri-

'od are related to the. lack of a music area which was not introduced

until December. In the, case of classrooms B and C,,classroom man-

agement procedures also had to be developed to socialize children

to two dittinct classes that simultaneously followed the same -'

schedule within one room. 40

At the beginning of the.school year, the classroom was organ-

ized into four distinct areas: a block area, art area: house area,

and quiet area. In December, the music area was added in an open

space at the side of the kitchen formerly-containing only the chil-

.drg 's cubbyholes. The sand and water areas were outside on the.

oii round., The.water area, however, was available only from April

to une during warm weather and so was seen in use only at the

third o0ervatioa period. The only area prescribed by the model

that was missing from Site I was the,construction area which had'

not been set up because of a lack of funds to buy the necessary

equipment.

I

1

4

'Although children tended tosslightly favor the art area and to

use all of the other core areas equally, the staff avoided the

'house area and favored the art areal, Preference for the art area

would seem to be a function of a greater availability of tables and

chairs, permitting teachers to sit while working with the children.

Teachers recognized that they avoided the house area; one claimed

she was Uncomfortable with role playing and dress-up because she

had not done it as a child. .

1
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As specified by the model, the seating arrangement at the

gitining of the school year had a representative ratio of En ish,,

Spanish, and bilingual Children at each table, Wtth few exceptions,,

the arrangement remained stable throughout the year. On two occa-

sions in classroom C, children who were not making sufficient pro-

guess were switched in midyear from the newly appointed assistant

teacher's table to the teacher'i table so they could get more per-

sonalized attention, Other changes in the language make-up of par-

ticular tables came about in classroom B as children dropped Out of

the Program and'were replaced by those on the waiting list. Because,'

of attrition and replacement .of approximately 15% ofthe children,'the

language composition of individual tables became less heterogeneous;

by the third observation period onetable had all Spanish-preferring

or bilingual children,

c, Instructional Materials

Materials were used by all three classes and were cooperatively

maintained by the entire.staff with teachers taking items tome for

repair. Throughout the year'a large number and variety of, mateivials

were set out around the room. The materials were all individually

laid out on shelves at the children's eye level, so that children

were free tochopse materials with which they wanted to work. "Each

itemiwas set on top of a picture labelon the shelf.

..
..

It. - Most of the materials in'the quiet area and block area were edu-

cational materials ordered through cataldls. Many of the house area

materials, on the other hand, were brought from-home by the staff,

and teachers were constantly,on the lookout for house old items

that could be used in the classroom., Teachers mentid ed'that the

use of actual household items as required by,tj3e models had made ,

. necessary a complete change_id'inaterials from'the toy-replicas of

household goods used in previous years. .

,
.

A

In using the materials, the teachers first introduced the chil-
.

dren to a'limited number of materials in each area; this may account

for the lower scores in material use during the first implementation

obervations. During planning and small group time children wekv

taught the names of the areas aind materials.in English and in Span-

ish and were shown how materials are used. The practice of combin-

ing concrete objects with language was continued throughout the

yearias children were often encouraged to bring materials to both

planning and recall, New materials, such as an easel in November

and playdough in December, were gradually added in eackarea.r7he

quiet area was alihost completAly reequipped as children mastered

simple puzzles and manipulative materials and became ready for more

advanced taskS, Although much of the preparation of inostructional

materials for a particular lesson, was done by the tea0ers during

their free time, parent voltmteers who were present on days when .

, there were no staff absences were also- generally set to this task.

1 75
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Equipping the classroom with culturally symbolic materials was

more problematic. The model was.not specific as to what kinds of

4 materials shouldbe used and the types of lessons that`could be

planned around them. WItjythe exception of the music area, which

contained records in both-Spanish and English and costumes for Mexi-

can dances, most of the cultural materials were more symbolit than

functional. The house area contained a number of decorative items

such as i.tortilla preis, a stone for grinding corn"; Mexican, clay

pottery, and an Aztecsplacque. Several posters depicting ethnic

scenes were found in other parts of the room. The only other aspect

orthe-program that bad cultural content was the food served during

lunch, which included tortillas, tostadas, enchiladas, and guisado.

The only materials that were consistently underutilized across
L'I

all classrooms were books. This was in part a result of the staff's

'personal bias which favored verbal communication over symboliC repre-,

sentation through reading. Although children were read spries.in

English and Spanish on an average of once or twice a week, they were

not openly encouraged to look at books oh'their own-. 'This, however,

seenied to be in keeping with the model's goal becausa, although it

stresses.representation, it does not specifically addlbess itself to

preliteracy skills, nor does the schedule explicitly set aside time

for children to examine books.

d. Individual Behaviors

This area of implementation focuses on the interactions of the

classroom population. Of primary concern is the language used 'by

teachers in their interactions with children, the types of inter-

, ac 'tons engaged in, and the use that is made of other adults. As

Table 31 depicts, it is this area where the goals,'of the model were

least imOiemented at the site. Although therti was 4 general increase

in.the degreeof tmplementation across the three observation periods,

the maximum reached by any.? classroom-14as 12.58, or approximately

half of the 24.42 points possible. The exceedingly low score in

classroom B. at ,the second set of observations indicates the effects

of teacher turnover on that classroom; it was during this period

that an aide resigned and different parents temporarily filled the

position until one agreed to work until the-end of the year.

,..--xteacher language use shows a general'trend across all classrooms

'toward increasingly higher percentages of English use throughout the

year (Table 32 ). The exception was in classroom B where, upon the

resignation of an'almost English monolingual, aide, a replacement was

found whowwas Spanish preferring. Because she was placed at a table

where the-rearrangement of children had'created an imbalance of

Spanish-speaking
children, most of the

interactions of this aide were

IP in Spanish. The general distributiop of language use bpteaching

40 staff was relatively balanced across the classrooms, with the ex-

ception of classroom C. where a greaten percentage of language use by

the leacher reflects her overall enthusiasm.

. 1 ,
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Bespite the importance of concurrent translation fn thw model,

less than 4% of the total utterances was of thi's type. The apparent

difficulty of this practice tabined with the
predominance of English

accounts for much of the relativelly low scores'in this area of imple-

mentation,

Questions were ehe principal mode of interictain all three .

classrooms regardless of the language of instruction. These gener-

ally accounted for about 60% of the interactions between students and

instructor; direct commands and informational statements accounted for

close to equal parts of the remaining interactions. Praise and/or _

"'discipline reached ajtigh of only 4% in pug Classroom at one time.

Most verbal interactionsof-all types took_place during planning,

work Ube, and recall, with'the highest percentage of questions oc-

curring, as one woulg expept, in the planning activity. In keeping

wish the model's guidelines, teacher. attempted lb ask open7ended

questions and appear to have become more proficient in this as the

year progressed. The percentage of all questions which were 'open-

ended rose from -17..9% f2r,-the firstmonth, to 30,3% and 25.8%, re-

spectively; during the %econd and third three - month OiFiads.

It also appears that teachers in general tended to interact with

students from their,OWn table an' that the language of interaction

was that preferred by the child.kIn one-to-one interactions; English

monolingual children were almost always addresse44 their' first lan-

guage wagreas Spanish speakers and bilingual children tended to be

addressed in both languages. This may be a result of the teachers

continuing to follow the.model guideline that the chtTd's first lan-

g gebe uged early inn the year for social ad5Ustment pursposes.,,

Tn.all classrooms, parents were used4pr'iMarily to assist in the

preparation of food or materials, 'Again, the exception was the sec-

' Lnd observation period who, owing to the instability of the assis-

tant teacher position, patients terved.as substitutes. Although par-

.

ts fulfilled the same, functiov1s in all ci-asses, most volunteers,

came for the morning sessions and tended to be E glish-speaking.

When not serving as assistant teachers,sparents enerally.confine

interactions with children to assisftng in disc plining their own

.chi 1 dren

10
N . f .r4

e, Instructional Wategtes

,g
, Given the nature pf thequodei--which stresses'the,use of open-

.

ended questions jin a diallwe sqpatio t predominant lostrue-

: tional strategy was oneitoyone'int&ac , All classrooms increased

j dramatically in this.AvetWorloll The low- init I scored across all

.'4 .
a Ck seooms reflkot the adiustmant of boer.th children and teachert

tp) uch procedures. As,tbachefs planned with one child,. there was a

td edby.on 'the part °tithe
Others,tespecially4hose who spoke ,an-;

*,

other-lenluige) to,beconteboredIndkihattentive.
The generally

. ,

-.higher scdres 4.pciassr000n rsfleq..;tnp,Ot`the attempts by the

40- .
i . , :-..o. 9,1-,,..,.,

,
. . , . 4

', , . Pt li: . :d!:11' 1 7j. CP ". 4. t- 6

. 4 :2 e'

.. . .

4

. . ' .'''. 4
... 1

. .6 . .) 0 .
./ 4:',..

1

4
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teacher to bring other children into the disZlifijOriby asking them
to translate or clarify What their classmates, had said. All teachers
made an effort to teach concepts through the expansion of the chil-
dren's language, Although small -group waS the activity spatifically
devised' to build concepts,- all staff members used planning, worIc ...
time, and recall to question children about such concepts as colors,
numbers, time, and relati,ve size or position of the materials with
which they interacted while carrying out their daily tasks,.

Teachers attempted. to maintain a high degree of interest in the
activities by providing varjations such as heel -bag .'or planning when

outside, Similarly, when children consistently used the same or.a
.limited number of areas (for eximpl boys in the, block-area and
gThls. in the art area), teachers, 'noting the model directives,
encouraged children to lore new, reas. In order to help them-
selves in-their effort-t provide a variety of active learning. ex-
periences for the childr n, teachers wrote'down the children's plans
and monitored them- from their table during work tine to make sure.
the plans were carried out. Social skills such as' cooperation and

Sharing were also mon4,ored, but when disagreement.arose staff Igen-
,erallysattempted. to letthe children resolve conflicts on their own.

The lens than maximum overall scores in `the category of instruc-
tional strategies reflectoa lac* Of emphasit on bilingual mtilticulr

'.tural, content and on motor devtlopment. While songs in both English
and. Spanish.were presented during circle time, this period was 'gen-
erally used as a transition betw,een one activity and another. Be-

cause little attention was given to child* learning the words to
all songs, this decreased their cultural relevancy. ,As mentioned
earlier, there was also .a*, d.earth of culturally diverse materials, led
irregular use 'Of children ' v.home experiences recall ,.and a "gen- .

eral lack of organized muscle development activities during outdoor

play or circle time,

The follow g excerpt,is from an'evaluation researcher's field- .-

.. notes. It Illus rates various'aspects of the, implementation procest .'
at Un Marco Abierto I reflected in the preaeding discussion.' ,

t (. &.

.

,

eh.

.

156

-



, ,

, -

:f43- f

The hildren'sit around a table in the art area

eating their 'lunch and making their tplans" for the .

day's work. Joaquin speaks first, statinjo Spanish

that he wants to go to 'the art area and paint At the

easel. His teacber, MisiAErma, wantsto know what he

will paint, "nue vas a pintar?" The dark-eyed child

rifles through a box of magazine cutouts saying,.

"Estoy buscando el foto . . . voy a usAY estos .

yellow, green; orange" and'he holds up a picture of

brightly color'ed shapes. Miss Erma asks, '!What are

they?" The little boy anfters, "a circle, a square".

as the teacherlinterrupts, to indicate the desired

answer, "shapes,",but then reverts back to Spanish,

"alue As eras a hater?" .Joaquin pulling %picture

a cottage from the box explains in Spanish that hi

wants to paint a house using markers: "Voy a pint

con lot marcadores." When Miss Erma asks again' to

ejicit more details, "What are you going to do?

INA vas ahacer?" he is quick to elaborate, "Voy ),

hace una casa Como la que yo hizo en la block area, .,/

jugar con los animates." The teacher asks in Spanish

if he plans to make a house for the little animals.

Ilpaquin nods seriously; "Si, que se mataron, Iya se

muri6," telling his teacher that the animal was dead.

'Miss Erma'opens her eyes wide feiglingnurprise

and asks who killed them; "/Quien lo mat6?" Joaquin,

still serious, continues his tale, "Se. mataron con una

pistola en la montana y vfnierol;!osffremen."
.

.t Next,-Daniel, Joaquin's Englishipreferring fr%end,

eaks up, "I'm going to this area, area tranquila."

ss Erma correctOim, "No, we're sitting in the art.

What's the `area ?" Daniel reptuts, "Art area,

de . .,-Area de," but,has trouble saying the

"arte:" Mits Erma asks him, "What are you goiiig

Tirifolding 05 a magizine cutout from the planning

-,box, Daniel replies, "I wanna make a picture like this

one.". The teacher persists, "What are you gonna use?",

Daniel gets up, walks to a shelf in the art area,-and

returns to the table with some bits of styrofoam. Miss

Erma commetS, "O.K. You're going to usestyrofoam."

But baniel returns to the shelf and carries back even

more bits.61 styrofo and a handful ofbottle caps.

Miss.Eria nods. her hea and says, "Tell what else,"

to whieb Daniel answer 'paper." The di og finisfl6s

with.one final-questiqn from the teacher, "Now is the

styrofoamliohna stay on the paper?" David replies

simply, !'91:ite."

A
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Here'the first part of the "plan-do-review" process took plice

as Icheduled. As suggested by the model, Joaquin and Daniel,

children of opposite language preferewes, were seated at,the same

table. They had ready access-to a "variety of Materials on which

-to' workle.g., planning box of cutouts, bits of .styrofoam). The-

teacher used the spontaneous production of the children combined

with her own open-ended questions ("What are you going to do?") to

encourage both understanding,ot concepts in English and the cre-

ative use of the children's preferred languages, as exhibited by

Joaquin in his story of the animals. When Dapiel used ,a nonverbal

strategy, the teacher trieTto expand with "O.K.:youire going to

use styrofoam." Still, her language use with the two childre#

differed markedl
Spanish-prefer
child, she us
force his at

She addressed both Spanish-and English to the

ng child. With Daniel,the English-preferring
only English and did cot trrto expand on or rein-

pt to use his nonpreferred language. .

4

4. ClassroomImplementation (Site II)
. .

.,.

Table 33reveals greater variation in the patterns-of iMple

mentation at Site II both within categories and across classrooms

than As found at.Site I. In terms of overall implementation, how- v-

ever,wo of the classrooms (B and C) followed theloattern of con- &

sistent levels of implementation over the three observation peModsw

with a slight increase in the third period that characterized tht

site as a whole. The third classroom (A) showed h similar ctinsis-#

. tency but with a slight decrease in overall implementation at, the end'

of. the evaluation The general increases would appear 4p, be

related to the tra ng the pachers,receiyed, which helped Them to

improve both their individual interactional behaviors and their. in-

.Structtonal techniques over, the course of the evaluation year. The

teachers inclassrdom A also received such training, but the_teacher/

student ratio was.high because the teaching unit was comprised of .

two individuals rather than three as inthe other classrooms, imped-,,

ing the use of. the strategies learned irr training. The consistently

big* total implementation scorel.registered by C across

he three obseuati* periods indicate greater overall e thusia2n-

\%and understandlEg of.the-mq0 by that teaching unit: Con rgOon*

of the five implementatioh categories_and'the three. observat n ;" .

periods identifies the within-site variation in implementation:scoreq.

Again, it should be recalled that items within a category are weiffited

,in terms of their importance to, the model, but because the numberwbf

items diqers, scores can. aely be compared on their relationshi p to

the maximum number of points. (between 3.0 and 26.70) possnle-withih

,
a .particular category.

4
.
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Table 33 . Un Marco Abierto II Implementation scores

by classroom over time.

Page 145.
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a. iltkilule and Organization

Difficulties in finding a bus driiier who would be available

later, than 4:00 P.M. led to a restructullpg of the entire school

schedule early in the evaluation year. s. about 75% of all of the

Head Start students at Site II were bused, it was necessary to

alter the original double session whiCh ran froillg00 A.M. to

12:00 A.M. and 12:45 P.MJ to 3:30 P.M. to one which ran from ,

9:00 A.M. to 12:00 A.M. and 12:15 P.M. to 3:00 P.M. in order to

ensure that all students had adequate transportation. As a result,

teachers had no real rest periods during the day.. Once this preb-

lem was resolved, however; a general schedule was established in

which activities ran approximately the same length of time for

both morning and afternoon sessions. The activitiesincledeNtthe

following;
OP.

. , .1.

Breakfast (lunch)'

Planning

Work time

Clean-up

Recall small group

Outside time -

Lunch (snack)

Circle. time

Dismissal -

A.M.

05

2a

'50

10

15

15

25

15

05.

P.M.:

05-minutes

25 minutes

45 minutes

10m s

1' minutes

1 minutes

15 minutes

15 minutes

05 minutes

As at Site I, activities were generally planned and cared

as scheduled. The slightly lower score recorded during the fitst

observation period for classroom A was a result of the teachers! ,.

lack of understanding of the purpose of small group ,and recall*.

Therefore, these activities didn't occur until the second ob-

lervation-peAiod ken-the trainer's input and specifjp suggestions

seemed to motivate the teaching team in this classroom .toward Com-

plete establishment of the daily routine. The consistent lack of

completeimnlementatiOn of the,ichedule/organfzetion in classroom

B.ref ects the perception of teaching staff that they were

0

1 s5



prsed for time, leading them to exclude an activity like circle

tints Qr small group from the daily routine,

Although activities generally occurred as planned.and were

therefore recorded as carried out on the impleMentation.fonn, the

length of individual activities in allmlassrooms was affedted by

the amount, of time spent in transition from one activity to another.

Students writ approximately five minutes a.day brushing their teeth,

lost nearly 20 minutes a day Fining up and filing to and from

the lunchroom, and took-at least five minutes to dress during in-

Clement weather; .

. -,

b, Physical Setting -
, .

The classroom ecology of the three rooms under study differed,

litt:le in physical make-up, All rooms'had the four core areas

%Cblock, house, quiet, and art) and each had sufficient space for

four to fivechildren to work comfortablly.

The general low level of impleMentation in-this category at all

observation periods is "a 'result of the lack of. supplementary areas

suggested, by the model, All three rooms lacked a plant and animal

area and 'a construction area. Only classroom B had a delineated

music area, although the other classrooms had phonographs which were

used occasionally during_circle time. Water areas were added dur-

ing the second observation period, but classroom C was forced to

share its water table with another Head Start classroom.

Model guidelines calling for children to be formed into groups

representing a cross..Section of the classroom population were gen-

erally followed in each room. Membert of the teaching teams.worked.

C
directly with children who as a group were heterogeneous in terms Of

language preference, age, and sax. The cne exception was ir class-

room B where one of the aides dealt exclusively with boys. Although

the model requires that the individual students interacting with a

given member of a teaching team should be changed periodicallys

this did not occur in any of the classrooms'. The lackof such

changes may have been a result of teachers realizing that, given the

finite number of students in the classrdom and the' limited number of

possible combinations of children, this goal was in&mpatible with

that of maintaining heterpgeneous groups.

The rooms d ffered in the ratio of adults to children. Class A

had a two-member edching unit for 14 children, while the other

rooms each contai d three instructors for 17 children. Members of

Cteaching team A felt that a group of seven children was'too much for

one,teacher-to handle and resulted in discipline problems and overl-

worked teachers. Teachers from the other teams agreed they had to '

work harder on those days when their teammates were -absent and fllt,

.
children suffered on those days because they couldn't provide as

much individual, attention.. The score for the se of 'the available

1 6
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areas in classroom A is in part a reflection of that teaching team's

efforts to ape with the ilarger number of children for whom each was

responsible by grouping up to one third of the Children in a single

c. Instructional ,Materials

Implementation as regards materials was high in the, three rooms

over the three observation periods% Eath room had approximately' the

same variety and number of materials. As at,S1te 1, teachers were

responsible for the upkeep'of these items and were often observed re-

pairing brdken toys: Materials had particular.places on the shelies

which were labeled wIth,a. picture symbol to aid in clean-up and all

were visible and within easy reach. The generally lower scores, in.

,,,classrdom B during the second and third observation periods- reflect

a lack ofdated,examples of children's work being displayed in, that

Classroom. 4

Materials were obtained in the same manner as at Site. I; most of-

those in the block and quiet areas consisted of manipulative toys 4
.

ordered annually from catalogs. The expendable materials in the art

areas also came from school supply houses, while the houte area_con-

tained real household items contributed by teachers And privlip do.;

-Mrs. %

0
There was also a general lack of culterally relevant materials

at Site II. Those that existedwere a few bpoks written i.q Spanikh

and containing illustratiolp of Hispanic culturei some Mexican folk

duce albutht, and tad Mexitan houtehold items as tortilla presses

and molcajetes. Puerto Rican culture was not represented in any of

, the claisrooms. ,

d. Individual Behavior
. .

Classrooms at -Site II showed the most varied patterns of imple-

mentation in the category focusing on the teaching teams' interper- 4

sonal interactions and language use in theolassroom. Table33 shows

that classroom B had'A steady increase over the three observation,

periods whereas classroom C, while exhibiting relatively` high scores

across all three cbservattons and a gain between, the first and third 11

pfriods, dipped slightly at the second,observatjon. Cfissroom A, on

the other hand, dropped from the initial to the final observation. ,

The relatively high score in this category received by classrodm A '

during the first obseryation *reflects the regular.participation of a.

parent volunteer at that time. The low initial score in classroom 8 'I"' .4t,

is related 'to the extended absence of one of the aides and'her re-

placement byva substitute unfamiliar with the model. This individual

generally 'remained seated it the table ,here planning took place and

during 'unstructured activities did not.interact. with the children

unless apprL oached by, them. IP
.

k

.1
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The distribution of language use Oy.individual also varied by

classroom. As seen in Table 34 , concerning classroom language .

production by teaching unit, the teacher in classrocim A dominated

interactions during the three implementation'data Collection pgriods,

accounting for 64% of the language 'recorded. Because she used more

English than Spanish, classroom )0(s teaching unit shows a predorai

nance of that language even though .tne student population was penly

divided between Spanish-preferring and English- preferring children.

In the other classrooms aides generally predominated in'verbaliza.'

tions, which would be expected as.they outnumbered teachers twg to

one in each room. In both classes, however,;there was a tendeficy

for teachers to become more dominant as the.year progressed. The

teaching units' use of Spanishvand English tended to-reflect the

.distribution Of language preference within the student population.

Classroom -C had a'slight majority of English sneakers and relatively.

more English than Spanish, whereas classroom B had more Spanish-

ftefefring students and aeincreasing proportion ofteachers' Span-

ish usage over the course of the year.

Some effortyds made to carry out the concurrentstranslation

and.language.mixihg called for by the model, as aldost 8% of the

total interactions were of this type. Informational-statements were

the most common type of verbalization; generally accounting for more

than 40% of .the total. Questions made upabout 30 % "of the inter-

actions for all classrooms, with direct commands,and verbal rein-

forcement either in the form of praise or disciOline accounting for

roughly equal amounts of the remaining verbalizations.

As.with Site I, most verbal interactions Of all types occurred

during planning, recall, and work time, Most informational state-
.

ments took place during Work time. Questions occurred principally

during planning activities, They tended to be open-ended as sugr

gested by the model guidelines, although there was a general decline

(from about 50% to 354 in percentage of questions which were open -

ended.

Teachers from all classrooms tended to'interact with students

from their group in the language preferred by'the chiid, but they

were outgoing and affectionate with 'all studtnts with whom they

Came in contact. At least one member of each team was observed to

work at eye level with the children.

Although the model..cdlls for teachers and aides to fulfill egal'

itarian roles in the classroom, in f,actice 'aides rarely led circle

times and in two.classroonis were of en observed to be wiping'tables

or sorting materials.. Parents were teldom observed in any of the

classrooms, and:when present they gebrillit disciplined or assisted

only their own children,

1 S8'
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>Table 34, Lin Marco Abierto II classroom langua.ge
production by teaching unit.

C.

CLASSROOM'

A

Instructor

TIME 1
e , - ,

TIME, 2 -
, .

TIME 3 . -

..
English Spanish

Trans-
lation

-Lang.
twitch

Individual
Percent of English Sp. anish

Trans
lation '

Lang.
SwItc4

,

Individual
Percent' of

.

English Spanish
Trans-
lotion

(Lan.
iiiiich

Individual
Percent of

Teacher 52 14 11 0
- 77 46 13 5 . 0 64 40' 20 5 1. 66

Aide 17 if,3! 0r
Of.
. 1

23 25 11 0.,, ' 0', 36 23 10 0 1 '34'

.
.

TOTAL 69 20 11 0 100 .

.
71. 24 5 0 100 '63 30 5 2

.

.

100

.
CLASSROOM

B
Instructor,

TINE 1
. _

TIME 2 TIME 3 .
.

'English
'.

Spanish
Trans-
ration

.

Lang.
Switch

Individual
Percent of

total`
English

*Trans-
'Spanish lation

.
U119

Switch
Individual.
Percent of

Total
English Spanish

. .

Trans-
lation

Lang.
Switch

,
Individual
Percent of

Total

Teacher
,

3 15 0

...-

, 1' ' 19 18' 24 2 3 47 13 26 2 0 42

Aide 1
.,

. 23 0 2 54 24 16 '5 0
,

'

.

45

.

16 27' 2 2 47-

Aide 2 t 15 9'_ 0 27 ' 3 . 5 . 0 0 8 4 0 0 12

TOTAL 41 53 '3 3

.

100 .. 45 45 ., 7 3 100 . 33 61 4 2 I9,0

CLASSROOM

C

Instructor

TIME 1 . TIME2
TIME 3

English
,

Spanish
1

Trani-
lation

Lang.
Switch

Individual
Percent of

Total
Eriglish Spanish

'Trans-
cation I

'Lang.
Switch

Individual
Percent of

Total
English Spanish

Tans-
lation

.Lang.
Switch

Individual
Percent of

Total

Teacher 20 15 4 1
-

40 16 23 4. 1 44 27 28 2
1

12 1 - 0

57

22

Aide 1 ... 12' 9. 3 1 . 25/ 17 0 4 26

Aide 2 11 41 11 2

.
35 " 19 9 1 ' 1 30

.

,
12 7 1 1 1 ,

,
21

.
'TOTAL 43 15 , 18 .4'" 100 52 40 5 . 3, 100 48 47 4--" 1

.

100 ,
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e. Initructival Strategies

The results presented in Table 33 reveal that developing ac-,

tivities to promote active learning, language expansion, and bilin-

gual bicultural awareness proved the most difficult category for the

teaching staff at Un Marco Abierto II to implement. All classrboms

:generally scored low in this category, and although there was some

'increase from the first to the third observation period, no class-

' room obtained even half the possible points in this area. The low

scores, especially those received by, classroom A, reflect the diffi-

,bulty teaching staff had in implementing activities requiring formal

dialogue. The higher scores at the third observation period are re-

lated to the teachers using suggestions of the curriculum trainer for

improving planning and recall activities.

Two teams emphasized the,teachidg of social skills and accept-

able.classroom behaviors, Children were urgedto include others in

their work time activities,, to take turns, and to share. However,!.

when children argued, teachers usually intervened rather than en-

couraging children to verbalize their disagreements as called for by

the High Scope curriculum, The greater number of students Per teach-

er in classroom A cut down on individual monitoiing.of'student be-

',havior and in part accounted for consistentlY,Tower 'toores obtained

by,this classroom in instructional strategies,.
.

Although-the model states that teachers &re.aides should use

outside time to extend the children'i &ctivitiesl, members of the

teaching staff at Un Marco Abierto II simply took turns watching the

children and taking breaks, Thus, no systematic motor development

activities took'place during this tinie. Having gin work two sessions

with only a 15-minute lunch break prompted teachers to rest during

outside time.

Finally, there'.Was a general lack of bilingual multicultural

activities across all classrooms. Content related to the children's

-home was seldom introduced, and circle time activities such asidngs,

games, and stories usually occurred in English.

The following excerpt is from an evaluation researcher's field-

notes., It-illustrates various aspects of the implementation process,

at Un Marco Abierto II reflected in the_preceding discus \ion.

191
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The period is "work time." One aide,

Miss Tomasa, helps Helen and Rcia °With their

puzzles in the quiet area, Miss Maria, an-

other aide, sits in the corner of the room

talking to Danny, an English-preferring -

child, about the fireman book, She asks, ,

"Who are they? How did the fire start?"

The teacher; Miss Lucia,, is in the block area

i.wth four children using doctor kits. Marta

and Juan scuffle briefly over one kit, but

Miss Lucia intervenes, "TO eres la nursa,

Marta. TO puedes ser la nursa." Then, play-

ing the role of patient, the teacher lies on ,..,

her. back to have the children examine her with

the doctors' instruments.
.

,

- With the "physical examination" finished,

the children.a,
watching Walter, o, and

move away and Miss LuCi oes to

a41506:g( the water are

' Miriam blow bubbles. In the me time, the

"doctors" approach Miss Maria. She 'is now

surrounded by a group of four children, who

lie on the floor like spokes of a wheel play-

ing with sticktogether plastic pieces,,
Herminia gives Miss Maria a shot. Miss lia
reacts, "!Ay, ay, ay, ay: Se me va a qu' ar el

dolor en la garganta, Imo?" She gets up and

.says, "Thank you, doctors, ituanto le debo?"

Miss Lucia announces clean-up time and,

proceeds to sit in the center of the room to

wait for the'children to assemble for "Circle

Time," Miss Maria calls out, "Come sit down

on the triangle line, Vengan w.sentar en la

lirrea de triangulo," After the 'children sing

a song in'English, she continues, "I'migoing to
speak first in Spanish, then in English." She

then explains that they are going to make a

field trip to the local Puerto Rjcangrocery

store. "Vamos a it al Tropicana. It's a store

ltke you go with your mother, Es una tienda

como la donde va con su mama. We're gonna go

look with our eyes and not with our, hands.

What can we see?" The children cry out-eager-

ly, "Cookies, pickles, naranjas, orangei."

After a few more instructions, the teachers,

pair off the children into partners and the

group files out of tyre building for-the morn-

ing excursion,N

< 0,



IS^

-153-

( d

Here three activities called for by the model,-r. work time,.
clean-up, and circle time -- took place as scheduled, The three

adults were dispersed throughou4 the room and freely interacted
with the children in differentohreas, which were well stocked with

.1 instructional-materials such-es ,doctors' kits: sough the field

trip, the resources of the surrounding communilliere utilized 'for

instructional purposes, The aide employed thelangeage strategy, of
concurrenX translation suggested by the mqdel. As was the case with

Un Marco Abierto I, however, pn individigl basis the teaching
staff employed only English with English-preferring children in
contrast to the English and Spanish usage with Spanish - preferring
children, The difficulty of establishing egalitarian roles among
teachers and aides in the classroom was exemplified by the relative
lack of involvement of Miss Tomaia, In addition, as happeneti fre-'

'quently, Miss Lucia intervened in the minor conflict over the -doc-
tors' kits rather than encouraging the hildren ,to.irchalize their

disagreement,

5. The Comparison Groups

At both East Los Angeles, and M
type of preschool educati6n coltiprism
All orthe comparison children in E
Head Start .centerlocated,i6-elarge.house approximately three bl s

from the experimental site, in Milwaukee; of. the 23 children forratng

the comparison.grOup, 12 topk part.in stay-at-home Head: Start classes
called the Home Base. program, while the remainder had .no preschool.

The East Los Angeles comparison site was similar in layout and
schedule to Un Marco Abierto I. Instructional space consisted of

one large classroom, aboneeiice'the size of that at the,experimen61
site. Kitchen and dining facili.ies were in separate rooms. Two

classes of 15 children each and two teacher-aide pairs,shared the
single classroom in the,morning, and a single class of 15'children
and two instructors met in the afternoon% Activities of joint par-

ticipationwere limited to transition periods (arrival; wash-up, dis-

, missal) and the daily 20 minutes of group time. Each class spent

most of the day in indoor and outdoor Ativities organized in one-
hoUr periods, +.

The classroom was organized in a learning-center fashion. There

*-- Was a group center, libtary corner, dress-up area, manipulative area,
and block area' in addition tothe large outside play area. Materials

were available in all areas, although they were fewer and less varied

than-4t414eAligh/Scdpe center4 Art materials were not readily avail-

able to the children but were taken out for appropriate activities.
Paper materials were often px-epared for-the children, as the teachers
felt there was not'egough space for children td cut and paste ,on

their dWn. Outside pf group time wheh particular content was pre-
sented, children coUld,work in whatever center they desired. This

tended to,create some aimless wandering by the children throughout

e, children rAEeiving some
of the comparison groups.

t Los Angeles attended anothe

19
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free pl4y as they finished doing one thing and tried to decide what

to do next,
,

4

-The curriculum of the East-Los Angeles comparison center was

highly focused on the development of,positive self-esteem in the in-

dividual students,' Teachers emphasized success experiences for all

children in accordance with their developmental. stage and asserted

that the focusvasOn "process" rather than "content." The goals

.and objectives of the program were deriVed from a general assessment

form provided by the Head Start office.- In the area of language de-

Yelopment, no mention was made of ,bilingual skills, but such behav-

iors as. "uses words to communicate," "tx0ressesr4elf in words,

phrases, simple and complex sentences;" and "listens to stories and

poems with-understanding" were stressed as lbjecthes. Similarly,

in the area of concept development, objectives included that the

child 'should know his or her name, parts of the body, basic coldrs,

numbers 1-5; and three basic shapes (square, circle, triangle). The

child should also be able to use concepts of quantity, quality, or-

der, Space; and correspondence, and demonstrate an ability to re-

create stories and role.play through dramatic play. Socioemotional

development emphasized that the 'child should be relaxed and-uninhib-

ited, require minimal adult support, show a willingness to. partici-

pate in new experiences, be aware of the,emotional impact of words

and deeds on.others, and. demonstrate selidonfidence and self-Worth.

In the classrooms there was no systematic bilingual language-

development, Language was viewed as part of a child's concept of

self, a viewpoint which led to the use of,the child's doAlinant lan-

guage (determined through teacher observation) in overall classroom

instruction. Only group time, where simultaneous translations were ,

sometimes made, varied from this pattern. -Throughout, the goal was

for the child to feel comfortable.about What she or he was learning.

No commercial curriculum programs were utilized at the compari:

son center, Teachers took what might be called a traditional nursery

school approach, emphasizing self-concept development via 4 framewbrk

that provided latiAode in determining curricular goals: -Iopical.so-

cial Studies themes were used throughout the year to. provide direc-

tion and continuity. Individual objectives were integrated into

monthly themes such as getting to know each other, family, holidays,

transportation, and springtime,

The HomeBase program received by tIMilwaukee-children relied

upon parent involvement in the teaching o basic behaviors-under the

a
.guidance Of a Home Base teacher. ..Three Home, Base teachers, working

from the Un. Marco Abierto II building, began teaching approximately

. 24 children at the'start of the school jear.-Teachers visited week-

ly the children who lived on Milwaukee's North, East, and' West-sides.

, The major objective'of the prograth was to direCtly involve par-

ents in the education of their children-by teaching parents what tO
r

,
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Oath, what to reinforce, and how to observed record behavior.

Teacheri were` implementing a bilingual early childhood curriculums'

called-the Portage Guide. The guide contained a developmental se-.

quence checklist which listed sequential behaviors from three to

five years of age in five develOmenial areas: cognitive, language,

self-help, motor, and socialization. Also include in the Portage

Guide were curriculum cards to, match each of th sequential behav-.

TeaChers pinpoicted the behaviors already exhibited by the.

child to. determine his or her-baseline behavior. From that point,

the teacher prescribed the next behavior on the checklist, modify=

ing what may have been a long-term goal into several weekly short-

term goals. Parents were expected to work with the child between

.teacher visits on sictivities in several areas of development.' They

recorded their child's behavior on the prescribed task and .noted. if-

, the behavior increasede decreased, or remained the same.-
,

.An additional feature of the HomJ Base program, the "ciUster,"

occurred on one Friday every month. Home Base children were bused

to the Un Marco Abierto II center and.had,the opportunity to work in

a group and to experience the materials and setting of a Head Start

classroom. Field trips to parks or the zoo also took plate during

"cluster." Although the teachers were bilingual and materials and

activity sheets were printedgin both Spanish and English, systematic

bilingual language development was not-a program goal. Teachers

generally presented English concepts primarily in Spanish using Eng-

lish only'fbr theexicon related to the lesson. The teacher, who

,
was born in Mexico, felt more comfortable speaking Spanish and rarely

spoke English with her charges.
1

Every week the Home Base teacher left materials such as stencil

kits for numbers 'and letters, coloring books, story books, and puz-

zles or manipulative toys. In homes where parent participejon was

minimal, materials usually got lost or damaged, leading teaChersto

stop leaving materials in those home's.

C. Summary and Feasibility of Transfer

The relative success in implementing the Un Marco Abierto cur-.

riculum at both sites translated into positive outcomes for partici-

pating children, parents, and teachers. Results of the standardized

tests revealed that the effects of the model were most evident for

Spanish-preferring children in their second language. Spanish-

preferring thildren made significant gains over similar children

attending a Head Start program without the Un Marco Abierto curricu-

lum model on measures of English Language Acquisition, English Com-

prehension, and.Concept Development. Both quantitative analyses. and

'classroom observations suggest that the results on the Eorish..



4

measures of language acquisition and concept development are largely

a result of the progress Made by children who entered the program

with little or no demonstrated ability in English. Ilhappears that

the bilingual bicultural curriculum model provided su children ,

with access to situations in which they-could practice Englislh, which

were not afforded to children in the comparison Head Start pr grams.

The expprimental Spanish-preferring children alto made significant

gains over the comparison groups on two measures of first language

ability and were observ-ed to receive extensive practice with Spanish

in the classroom.
4

English- preferring children performed similarly to comparison ,

children on all measures; Thus, participating in a bilingual pro-

gram did not hinder these children's development in thffr first

language: The English-preferring children of both groups failed to

score on most of the measures administered in Spanish. These re-

sults are consistent with the clastroom observations which showed
that the practice these children received was largely limited to
the acquisition of isolated lexical items; The children'i natural

development in their preferred language would. seem -to' be axesult

of the model's emphasis on planning and review in,whichthe'children

were observed to practice complete sentences, vecall outstanding

eventsi,and provide details about the environment.

. Socioemoti4 onal functioning of,both.experimental groubt, pl-
though generally.rkmaining constant over time, reflected a trend to-

ward inCreased behavior indicating school readiness. 'This relates

to the daily decision making and problem solving:inherent.in.High/ '

Scope's "plan-do-review" process.
I

Favorable attitudes,toward bilingual education were found in

all parent groups. Such disposition undoubtedly facilitated the

positive performance of the childsen.in Un Marco Abierto classrooms.

In particular, interviews showed mdthers,of Site I experimentelshil-

dren to have significantly higher-evaluatilan of their children's

English ability than the ,control-group, They also claimed to take

an important teaching role with their children by providing signifi-

cdntly 'greater home instruction and instructional play items. Such

parental perceptions and in-class involvement was promoted by the

High Scope Model as a means.of enhancing the language and concept,

development of participating children.

Teacher. enthusiasm poth fOr bilingual education and for Up Marco

Abierto contributed to a-favorable atmosphere for the adoption of the ,

model. This was particularly the:case for East Los Angeles where
questionnaires and informal interviews revealed that the classroom

staff was,very positive regarding High/ScoheI They were especially

supportive of itt emphasis On children's development,of personal .

directedness. Teachers at Site 4! regarded bilingual education as

verS, important but w lees'secure.in their understanding and sup-

port, for the-Un Marco ierto curriculum, at least until after a ..

0 -
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series of in-service workshops during the latter half of the evalua-

tion year.

--/At three times during the evaluation year; the two Un Marco

Abierto replication sites were assessed for degree of implementation

across the categories of schedule and organization, physical setting,

nstructtonal materials, individual behaviors,-and instructional strat-

egies. 'Although individual classrooms had varying success in imple-

menting particularlipects of the model', in general both sites had a

positive overall experience with Un Marco Abierto. Across all class-

rooms there was a strict adherence to model guidelines related to

schedulineand organization and-the use of instructional materials

throughout the year. I

Given the emphaSis of the modei on interactions by the teacher

With a particular group of studehts, it appears thatthe model could

be easily implemented ina varietylof classroom settings. Although

.simultaneous use-of all areas, is not necessary for model implementa-

tion, without careful monitoring by the teachers there may be .a ten-

dency on the port ofcertain children, as they are allowed Co make

their own plans, to limit their experiencvto rfew favorite areas.

This may, be reinforced by teachers' own preferences for certain areas.

Thus, time 'to plan forigan equal distribution Of experiences With human

and material resourcesould teem essential 'to -the successful imple-

mentation.of this model.

A summary of site and classroom implementaticin results for the'

individual behaviors,category indicates an improvement in stores

across all classrooms°at both Sites.. The model
directives toward

integration of, the two ;It:genes would seem to work well when thei

are carried'out in conc ith specified instructional strategies.

Such a practice may not, however, result in a balance between the two .

languages but instead lead to a systematic increase in the use of that

language viewed/ a6 most necessary outAide.the classro6.1, as was.the

case with English in East Los Angeles. The program may also be easier.

to implement with bilingOal teachers "given the close involvement of

individual teachers wittLa linguistically mixed group bf students.

A generally low level Of pirental_partiCipation.contributed to

the less than maximumimplementatiOn as regards individual behaviors

in the classroom,. It would appear that involvement of parents in the

Head Start programris a crucial factor in community acceptance of a

new program. A comparison of the two sites suggests that it'is

advantageous to haVe a Head Start center iv the neighborhood of the

children that it serves.if parental participation is*to be fostered.

At the East Los Angeles site wheee'parents had immediate access to the

center, they stayed and volunteered in the classrooms,- The majority

of the student population at the Milwaukee site was bused, and be-

cause of transportation difficulties few parents volunteered."", Parents

are thus more likelS, to volunteer when transportation to th9 center is .

available. 1

4
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FOOTNOTES

'A significant effect was also found favoring the experimental chil-
ren on Spanish 'language production. This; however, appears to be 'a

result 'of the extremely high scores on this measure recorded by the
experimental 'children at Site I as Un Marco Abierto children at Site
II scored lower-than their Head Start comparison group on this meas-
ure.

2Site level comparisons were also.made for Spanish-preferring chil-
dren in general at both Un Marco Abierto sites. The findings were
-similar to those at the model level although not as consistent.
-across all n'asures. At Site I all significant differences favored
the experimental children over their Head Start comparison group.
These were found on the measures of English comprehension, English
concept-development, and Spanish narrative quality.. At Site .II, a-
gain all significant differences favored the eiperimental.thildren.
Such differences were on the measures of English language acquisi-
tion'and English concept development when the experimental children
were contrasted to Head Start Home Based children and on English
acquisition and'Spanish comprehension when-the Un Marco Abierto
children were contrasted to children Edith nopreschool exposure.

3There was insufficient cell size to use inferential stati stics in

the analysis of Spanish-preferring children by entry level at the
,.Milwaukee site. Descriptive statistics, however, suggest a trend

similar to that SOund at Site band across all the models. On mea-

lures of Englih'acquisition and English concept development the ex-.,

-perimental.ohildren with little pretest ability. in English had much
higher, po.ittest means' than their Home Based Hed Start counterparts.

(EMLUi = EMLUi =..61' and PSIER = 6.9 vs- PS E- = 2.7, respec-
tively} whereas their posttest mean on English compTehension was
slightly higher ECOMP; 6.4 vs. ECOMP- = 6.0).

4Jose s relatively poor performance in the test situation on the Eng-

lish language acquisition measure was not consistent with his exten-
siveyse,of his nonpreferredlanguage in the classroom.-In class-,

rook observations hranked first even above histEnglish-preferring
peers, thus accounting for a lower correlation than might be expect-
ed on this measure (see Appendix W). Correlations, between test re-

sults and-classroom observations on all other English and Spanish
language production measures were high.

5
Aides from East Los Angeles (oneof whom resigned) spoke little Eng-

. lish. They tried to improve their vocabulary by keeping word lists
and asking children to translate, but their lack of fluency caused
some confusion when.they worked with monolingual Spanish-speaking
children.'
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IDRA: AMANECER .

The AMANECER model was developed by Intercultural Development.

Research Association. In Spanish", AMANECER is a word,thaf means

"the beginning of a new day." AMANECER is also an acronym for the

full title of the curriculum, whickis A Multicultural Action

Network for Early Childhood Education Resources.

The AMANECER preschool curriculum is intended to extend the bi-

lin§ual experience to the first interface between th4b,child'and the

educational institution. The curriculum is cognitively oriented

and is based on three principal ggals. These goals are .(1) to

create a learning environment that addresses the developmental needs

of children, by providing appropriate learning experiences which re-

flect their language and cultural characteristics; (2) to develop

skills that will enable teachers to personalize instruction, sup-

port the childrsn's cultural identity, and involve the parents in the

learning process; and (3) to facilitate the participation of parents, ,

and other,family. members in preschool activities. The model's

approach to language development. emphasizes that children should be

taught?in the language they know best while learning a second lan-

guage., This is to be accomplished through at least two daily

language-focused sessions in which children are divided into groups

based on their language preference..

This chapter nresents the results of the evaluation of the

AMANECER Model attwo Head Start centers, Site I in Corpus Christi,

Texas, anOite II, in Laredo, Texas. The results of the evaluation,

are divided into three sections. They include (1) child, parent,

and teacher impact, (2) the curriculum implementation experiences,

and (3) an Integration of impact and implementation findings.

A. Impact'of the Model

The performance of the children on the battery of standard-

ized tests and in the classroom and attitudinal changes of parents

.and.teachers over the course of the evaluation year are the subjectiof

this section. A brief discussion of the sample characteristics

initiates each outcome subsection, f011owed by an extensive

presentationf the results. ,

.
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1. Child Outcoes

a. Child Sample

Sample children tested at the .two sites of Corpus Christi and

Laredo numbered 139. At Site I (Corpus Christi), Y) children experi-

enced the AMANECER curriculum model while 28 comprised the stay-at-

home control group that underwent no preschool instruction. At

1.aredo,_81 children comprised the sample; 43 oxperimental children

were distributed over three classrooms whereas of the'38 comparison

-children, the majority (29) were enrolled in other Head Start centers.

Characteristics of the Head Start population differed consider-

ably across sites. While 24 of the 30' experimental and-23 of the 28

control children at Site I preferred English, the opposite was the

case a.t Laredo, where 95% of 'both experiMental and comparison children

had a Spanish language preference. In spite of differences,in

language preference, the overwhelming majority of all children at both

sites was of Hispanic background. Comparison and'experimental children

were proportionate in their sex distributions, with boys outnumbering I

girls at Site I, and girls predominating at*Sqe II. (For all child

background characteristics'see Appendix N.)

N..

b. Test Results .

(1) Spanish-preferring Children. Comparisons for Spanish=

'preferring children at Site. I were not conducted because there was

not a sufficient number of Spanish.'preferring comparison children at

that site. Analyses of the data for'Spanish-preferring children at

Site II revealed the following: At the p < .05-level of con-

fidence, no significant differences were found between the experi-

mental and the comparison gfoup. 'Two diWerences were found

favoring the experimental group at the .10 level of confidence (see

Table 35). These difference.; occurred on two subscales of the,

Language Production measure. 1 Spanish-preferring experimental and

comparison children were also examined on the basis of their entry-

level algaritieS in English. Consistent with the results found for the

other cffriculum models,'the effects of the AMANECER model were strong-

est forte those children entering the program with little demonstrated

ability in English. These children performed significantly better

than their comparison counterparts on the measure of English Lan-

guage Acquisition (see Table 36). e These children also tended to

perform better than, comparison children on peasures of both English

and Spanish COncept Development; although their gains did not reach

the :05 level of,Ognificance. As will be shown in a subsequent

subsection, these results are consistent with the findings of

implementation which shoOed that teachers at Site II systematically

carried out those activities related to language,and concept

development in both languages with their largely Spanish mono-

lingual children.
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Table'35. AMANECER SiXe II ANCOVA AND ANOVA results for Spanith-'

Preferring children: Experimental and comparison Head Start children

were compared on six constructs. 1
1

, \ I

.011.0 MEASURES

1.
LANGUAdi_ACOUISITJON-111LINDUAL SVNIO1 MEASURE

Spanish. Mean Length of Utterance

English Mean Length of Utterance

8. ungg_c_m_figue ES WE

Spanish

English

3. ififfiffigiNglatinifiLTI

Quantity of Spanish Words

Object 6escriptIon Scale .

Narration Description Seel*

4. CONCE1 DEVELOPMENTPRESC34001. ININTOPY

.P Spanish.itale

English Sahli

5. pERCEPTUAL MOTOR DEVELOPMENT

C/3 _ Spanish S

English Scahi.

6. .SOCIOEKTIONAL 1111AVIOR-TESTER ZIIECKIIST

7"TJ

-* p A .0503

.
ns .10004p

moo p .1000

r" a significance not computsd

Socionnotional Functioning

1---7-

JIGNIfil...Ner

Treat.
meet

..: 2

Sex j later.

actin'

rOVARIATte
.

Exmouth
READ START

POSTTEST MONS4 (STD. ERROR OF NEAlli-'

N NUMBER OF 144JECTS.

° FEMALES
COMPARISON

. MEAD START

,

MALES

'

MS

MS

a

11

41

as

as

ns

nn'

RS

MS

RS

RI

ti

Li

as

Rs

ns

AGE

-

PRETEST

METES

AGE, 'AC

.

4.28 (0.11)

Na40
0,9 1 (0.18)

1040.
I

. .
.. N.
1.4fla9 (0.33)

n
8.N50

0
(0.37)

a4

411'06 (3.11)
1.31

4.66 (0.18)
1040 .

13.90 (0.40)
0.40

20.07 (0.60)

10.Nse
a40

(0.12)

Na40

3.88 (0.08)

Na40 t
2.32 (0.24)

140

11.03
9
(0.28)1.3a2,

-

,

- .

4.23 (0.14)

1026
0.30 (0.17)
0a26

9.NO2

26
(0.41)

8.03
6
(0.17)

112

. ,

40.19> (3.38)
, Na26.-

, 4.82 (0.26)
1027

12:77 (0.62)
026

,

18.81 (0.62)
Nati,
1.14 (1.17)

1020

.

3.96 (0.044
0.26
1.26(050)
N27

18.81
6(0.18)N

.

- .
4

%I.,
/$7.64 (3.61 )

' Na16

. 4.31 (0.25)
N.26

12.18 (0.62)
N26

.

.

.

e

.

60.13 (2;76
Na31

4.10 (0.1-1

1041
13.10 (0.46

0.41 '

)

)-

)

.

.

RI

IRS

A

IId'

ns

Ws

0

ns

IStatistical caparisons were either ANOVA or ANC014.. Covariates used in ANCOVAs are listed In the colima 'covaristis°; no entry In this

coluen'Indicates teat the statistical test onploya was
ANOVA. Test measures for which no statistical comparisons were made because

distributions did not allow for parametric tests are
indicated by a cs'slaric in the 'significance' salvias.

,

2The following symbols ors ulnd to depict significance

.

3Covarlites arc id:stifled by the fallowing mumberst I. RAE (Child Age). 2. FAC (Leafage Environment Factor). !ANC (Incolie). 4. [DAS, ,

(Education Aspiration of Parent), I. PRESENT
attendance Record of Chi 1),,1. PTCN (Teaching by Parent at Nome), 7. PRETEST (Score en Ar

Individual Pretest Measure).

74Neans are adjusted for sovarietnt If the ANCONA technique was ninth unadjusted otherwise.

initiallj selected to adjust posttest scores on
ilds dependent variable were dropped because their regraliee slopes were

ttrogeneous- wlthtn cells of the yodel.
.here stable ether covarfates wore 'elated.
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Table 36. ANANECER Site' II comparisonof Spanish-preferring
children grouped.. by English entry level ability. Experimental
and .comparison Head Start children 'were, compared on selected

, ccirlstructs.

CHILD MEASURES

Spanish Mean Length of Utterance

English Mean Length of Utterancel r

Spanish Scile

English Scale

LAIGUISULtenklet310111iSriniMPSIETTOR

Spanish

E:glish Pt

SIONIFICANCE
2

COVA R AYES
3

,

.

POSTTEST/M*454 (STD. EIMOR OF MEAN)

'ITriataient

,

TIPITITEN"EVIS
HEAD START NEAR START

I

'' SPANISH-PREFERRING saoupi

. ;
5I

.

.A1

A

RS

as

.

.

!RETEST

PRETEST

PRETEST

I

PIF TESI

.

t

I

,

4

.

4.23
19

(84) 4.11
22

(0.16)

N M

0.63
16

(0.26) 0.06 (0.07)

N a 23
..,

.

19.52 (0.66) lt.2.8 21.(0.71)

N 22

7.7722(1.04)(1.04) 8

M
.00

22
i1.04)

N

. \,

PREFERRING GN)UP2

.

1 .46 (0.33) 9

*
.10 (0.41)-

N AO 25 .

8.50 (0.37) 8.04
26
.(0.371

40 ' N

c,

'

1%

*Statistical comparfeens were either ANOVA or ANCOVA. Covariates mad in ANCOVAs are listed in the column coverlet:4i

no entry in this column ildicates that the statistical test employed was ANOVA. Test measures for which no

statistical comperisom were made Misuse distributions did not allow for parametric tests are indicated by e c=1

mart-in the 'significance' columns. Children were grouped by English entry level ability as follows: Spanish-

preferring
16

Grow includes all chileren who showed little or no ability on the English pretest measures (ENLU 0, ,

PS1ES.3, ICON? '3). Spanish - preferring Group ,_includes all chiliree who demonstrated some ability in English

on the pretestmeasures (EMLUi/O, FUE;03, ECOAP>3). '

IA, following sobeliere used to depict significance
?"

# p 1'.0500

000 < P 1.1000
as .1000 <AIL

signifi set' computed 9'
M::::tes Mfildelatified thp folloeinfsumbers: 1. AOC (Child Age), I. (taAlbage Environment Factor), 3. INC

), 4. pup (Clujetlon Aspirations of Parent), I. PRESENT (Attendance Record of Child). 6. PTCII (Temkin' by

Parent et NM:e), 7. PRETEST (Score on IndividuarPretest Measure),

4M;ane aro.edjustal for coveriates if the ANCOVA technique was vied, unadjusted otherwise.

8
Covatiates allttallho selected to ed:lat postaiiscores on this dependent variable were dropped Wawa their regression

slops wire heterogeneous within cells of the model. Where possible other coverlet's were soldeted.
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Table 37,, AMANECER Site I ANCOVAland. ANOVA resulti for English-
preftrring children'. 'Experiipental,jlead Start and stay-at-home
comparison children,were coppred on six constructs.'

_t

Sigraish Mean Leagth 0.4 Utteraace

EnglishNue Lear if Utteradi

I. LANGUAIE OCI4P1EltIg101.

. 11414i;

TA 1014

Foolish !Ill*

jeletta.ffingiatIOE41-17.

Quastity of balish Words

ObjectOescriptlea Sol!

Marcelo. Oescriptier

Spanish Scale
a

tallish Seale%

."-11=111J24411011010/.1

Spinisk Stall

Engliik Scale_
.-.
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Sex later.
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.

-' 1

I:1
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_
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Iv
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a
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M
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,s
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.

'as

b..

asl,

as
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as.
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,
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. . .

.

fAC

PRETEST

PRETEST

PRETEST

.

fAC

MOIST. FAC

..-..**

?RETEST/ MC

:

,.

...

0.64 (0.33)

.
6.166

ll

30
MI6)

lo

1,36 (0.67)

7.20 (0.66)
No20

39.67 (1.07)
Noll

.342 (0.26)oot
11.N14

20
(0.61)

N20

711.33

(°47),19.
46.12 (1.02)

Noll

3.10 (0.16),

11'17

3./0 (0.16)
6.2006

11.68 (0.68)
Noll

.
,

1.12

3.14

6.44
No

. 6.7820.66)
No

14144,

47.76
No2

2.16

11.N77

Noll

7.

No2616

401.26
N23

MI
. Na13
3.48
4 98

,

. 16.70
N23

0.33) ...,

mis)

(1'41)

4.78)

,

0.26) .

(0.69)

(64,)

(0.92)

(1.12)

(0.16)

.

(0.63)

. .
.

,

,

-

. .

:

.

62.78 (4.67) 64.66 (6.16)

1022 . Noll .

10.44 (0.69) 12.47

N22 11116 .

.. ,
-\

1.71 (0.10 3.31 (0.111
' N$ 111111

,

11.04 (0) .10.3/ (0.44)'
N026 No le

.

,

'', Statistiell)monorisees wens either ANOVA or NOVA.
Covariates void to ANCOVAs are listed to the

taloa ocevarleteals as entry is all
.d. column iodicates that the statistical tint employed was ANOVA. Test immures for which no statistical compariseas were aide because

distributions did sot allaw ftliparametrIe tests are
iodinated by a a mark la tha bsigaificance4 CONMAI.

ISM following symbols an aged to denial 46pettlearao

0 pThf 081410 °
a ANS tp A.1000

-at .10004p
., a siooificeoco seieemputal ,
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40.

3rartatas PS idootified by Ills follerateriatit I.% AN (Child MOO. FAC (Lamm. Entireamset Factor). 3. INC (tstsat), 4. 1041P ,

Cdut44148 Aspiratioas of 'groat). 6.
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aditidual PretstAilleamore). ,

%us aro 'dilated for amulet's If the ANCOVA Wag"' was vied; unadjusted athemise.
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(2) English - preferring Children, The comparison of English-,

Orelrring,children at Site I showed no significant differences be

tween the experimental and comparison groups (Table X).'"' Effects

for sex were fotind on a number'of measures as females tended to .

outperform males on a number of the lesser measures. Consistent

Mth the classroom obiervations, the English-preferring children

showed little progress on the tests administered in Spanish. P

'c. Classroom Observations

Classroom observations,were made at AMANECER,Site It as this

was the, site designated by the curriculum developerd as mftt-rep-,

resentative of their model', Fifteen subsimple children at this site

were selected for focused classroom observations during the preschool

year. Of these, the 11 for which complete d t ,were available were

used in the study. Six had a preference f English and five ilere .

Spanish preferring. Frequency counts and samples of their classroom

interactions offer a qualitative.base against which to
view the

outcomes"Of the standardized tests.

,(1) Language Usage., Figure 4 depiclip overall language use by

ssubsAmple childrtn at this site. The figure illustrates that'Spanish-

preferring:children used both- languages fn the classroom.: The

experience of English-preferring children, however, was limited pri-

marily toEnglish, as at least 93% of the total verbal interactions

during any observatiOn peii'od were in .that language. Theseres lts are

consistent-with those A be presented in the section on impleme tation

which show that-all of the.AMANECER classrooms.favored English anguage

use. An investigation within the langui'ge preference groups, hoWever,

suggests that the expehience fOr dividual children, 'pecially those

who entffedthe'rbgram as .Spa ferring, was van .--

.

. .

. 01

Table 38 (Children!s Language Usage) shows that Spanish-

preferring chndrewat AMANECERtI.exhibitettwe distinct tendencies

over the year. Three Spanish-preferring.cirildren,
Claudia, James; .

and Oorft, showed a tendency to speak some English even at the first

observation period. These children increated their English usage

IIover
the year tothe extent that they became either English preferring'

or relatively balanced in their classroom language use. Two other

Spanish-preferring children -- Ramona and Julio -- had a different'

pattern of language use. They exhibited little practic0 with English

during the initial observalgons but utilized some at the midyear, then

reverted back to primarqypanish use at the final observation period.

The three children who utiliied both languages early in the

year were those who exhibited some ability wi eir second language

, upon entering fhe Head Start. Their abilities e reflected not dnly

in their-own verbal production but also in the dividual input ,j

-provided them by their teachers and classmates (Table 39). For Claudia,

the child who showed the greatest change in classroom language, even '

1
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Figure 4. Classrooni observations of child language use

were obtained for a subsample of Spanish-preferring and

English-preferring children during Fall, Winter, and

Spring. The figure below shows the proportion of Spanish

ar.d)English trAMNIECER sub ample children's language

uW over time.

nSpanish

.FALL
WINTER

Spanish-preferring children"

SPRING

English

100'

.90

.80

.70

.60

.50 .

. 40

.30

.20

.20

ne 4r=
English

English - preferring childre20,5



Spanish-Preferrinq

Julio

Ramona

Doris

James

Cl matt a

Foolish - Preferring

Cfotilde

David

Judy,

Merit n

Gre go rio

Ruth

Table 38. Relative frequency of observed usage of Spanish and English
by individual subsample children over three pOints in time:

Paanecert 4.2 ;

...,-...-
SPANISH

I II III

.
f5

' 9 9

100 76 , ill

100 63 103

55 36 3/

91 43 46 ,

84 3Q It

I -9

38' .0 0

8

0
...,

7

2

0
a

0

0 0 3

0 0 I 6
. .

.," 0 24 7

.of
0

jIS

IL

I 0 ' qi% II III

. ,

9 - 9

0 12 4

0 37 NO
. ea.

-

45 6t 61 ,

.3 ' 44 w39

4 61 . 85 .

6 . 7.
%

. .

62 , 100
.

100
'S

88 93 .0 98 ,

100 98 100

100 . 10b 97

100 - 1110 r 94

100 75 93

'r 14.

LANGUAGE MIXING2

1

1

II III

5 5 5

. 0 12. S .

0 0 NO

0 2 2 -

6 . 17 1St

. 12 3 3,

0 0 0

4 0 2

0 0 0

0 0 0

0 0 0

0 1 0

1Percentage totals may not equal 100 % due to rounding.

2 Indicatit iwitchtng Of languages within,single,sentence or phrase
(e.g., lie das un yellow). . .
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CHILD'S BANE

TIME ONE

TEACHER

PEER

OVERALL

TIME NO
TEACHER

PEER .

OVERALL
MI THREE

7EACHER.

PEER

OVERALL

.r .

Table 39. Proportiofi of observedSpanish and English input

directed to -individual subsample children-by teachers
and 'tiers over three pointsin time: AMANECER.I

SPRNISH.PBEFERRIIII

JULIO RAMONA .. DORIS
44

Min
"

, , CLAUDIA

S SP. % ENO. 1 SPl, 1 DIG 1St. 3 0111. % SP. 2 -1110: 1 W. 200.

4,80 20 67 33 ` 100 0 4 SO 50 33 67

0 0 0 0 75 25 100 0 33 67
,, .. a

80 20 67 33 83 17 75 U. A 67,
75 25 75 25 65 36 SO so 30 70

,100 0
..

50 50
.

' 0.....100. . 33
. .4.

67 17 '83

83 17 '41 29 46 54 40 60 . . 25 TS,

git73 47 .4414. 60 63 - 37 . 25 TS 0 100

60 40 0 . 300 0 100 0 .100 . 33 67
. .

TO. 30 33 67 44 46 20 10 . . 17 83

o
1

;
lorcoltagt ?Atilt my Plot equal 1001 duo to rounding,

t 0 7

EMILISH-PREPERRIII0

CLOTILCE
6,

DAVID - JUT .% MARTIN

,

OREGOBIO RUTH

S sp. ,i us. s SP.
.

s us i v., s ENS. % SP. % IDS. LW.
. .

1 EN.
,

% SP. % ENO.

.

SO
/
0

33

50

100

67

0

33

33

0

67

67

0 100

0 100

0 100

.

0

0
.
0

100

100. . . .
100

0

0..
0

.

0

100. . .
100

.

35
e

0

7,

.

TS

4.
100

93

- 17

20

18

\
83

80

82

0

37

30

100

63
,

70

36 '14..,.
23 71

33 . 67

0

12

. 4

.
100

U

. 36

0

37

.15

/
,163 '

63
.

.
751i.

.

32

33

32

68.

67

68 .

0

0

0

100

100

100

37

37

3T

69

63

63

23 .71

0 100 I

. 20 80 .

15

71

11

.
75

foo

85

33

1815

20

67

85

10.

.37 .

20.
_31

63

BO

63 ,

4
3
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early in the year approximately two thirds of the verbal input directed

to her by both teachers and peers was in E0glish. While this propor- '

tion remained relatively constant for peers over the year, by the end

of the year teachers.were conducting all of their direct verbal ex-'

changes with the child in English.. Although less dramatic, the

direct input to James folloWed the same trends. Doris, on the other

hand, wasaddeessed principally in Spanish by teachers throughout the

year. It was observed that fnputlirovided by peers., however, was

almost entirelyin Spanish during the first obserVation period and

completely in English at subsequent ones.

The two Spanish- preferring children who,did not exhibit a

consistent tendency to use their second/language demonstrated little

ierbal ability with English at the start of the year, although both

had some understanding of that language. The ratios of input received

by Ramona from her teachers and peers followed a somewhat similv

p4ttern to that received by Claudia, James, and Doris although her

language usage pattern1.wqre different. This appeared to be largely

a result of her pers6nality. Ramona, a.four-year-old female, was a

shy child who tended to avoid verbal interaction in the classroom.

She was rarely forced to talk by her teachers or peers; on

occasions when she was addressed, she managed to rely o nonverbal

cues to communicate.

Julio, a tall Spanishrpreferring male, displayed distinct

characteristics froth Ramona's. Julio was an assertive child

'who had difficulty in adjusting to the preschool environment. In

efforts to socialize him into the classroom routine, teachers tended

to interact with him in hips preferred language, thereby accounting for

the consistently high, percentage of input in Spanish*he received

tbroughout the year (over 70% at each observation period). Input

provided by his peers was in Spanish .in most cases.11As.he

generally initiated conversations with his peers in his f=ist

language, he created situations where hi did not have to use English

Practice in English grammatical forms was notable for the

Spanish-preferring group. 74 :ere all able to use more grammatiCtl

structures in their second language over the year, especially at the

second observation period (Appendix 0). The most general patterns

were in the areas of use of the present tense and of complete

sentences where four of five children and three of five, respectively,

increased their practice. Functionally; thosethree children who

exhibited the most consistent use'of English in the classrobth also

.
diversified the purposes for which they used English. The areas in

which these Children received practice were giving verbal instructions

and providing descriptions of themselves or others..
'

Dispite their, increased use of English, Spanish-preferrit*

children also demonstrated increases in linguistic and functional com-

petence in their first language. In their native language, four of the

five Spanish-preferring
children received practice in a greater" umber

V
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. of grainmatitallorms over the yeah. The one exception was that child
' who exhibited M. most verbal ability in Englisti evem early in the

year,,'This.child tended tO*.consistently use the same grammatical
structures'in her preferred language. The only consistent trend
within a category ,was that..related to the use of plural-nouns in.which
three of five thildren received more practice. It is interesting to
note that Jullo,thexhild- who interacted almost exclutively in
Spanish, shOwed the'most general increases in the practice received
with grammaticai-structures. The lack of more consistent'onsistent trendsi can
be explained by,the inconlistency with which Spanish language lessons
were carried,out at'the site, which will be discussed further in the
implementation 'subsection.

)

. f

1k

Practice' in functional competence in Spanish was limited
largely to the category of giving verbal instructions where four of
the five children were observed to have some experience in the class-
room.

Table 38 also presents. the overall language use by English-
preferring children at AMANECER I. These subsample children rarely
utilized their second language; .with one exception at the first
observation period at least 75% of each of the children's language
production for the year was in English. Stondardized test results .

show that four of the-English-preferring subsample children -- Ruth, '"
Gregorio, Clotilde, and David -- had a slight understanding of their
second language on entering preschool. These are the children who
exhibited the greatest .use' of Spanish for-the year. The other two
children -- JUdy.and Martin -- demonstrated virtually no capatity
with their second language in the pretest.

L

General interaction patterns, shown in Table 39, reveal
that teachers, and peers directed their verbal input tg these children
in English in the majority of cases. There was a trhd, however, for
teachers to address English-preferring childrenA Spanish during,
midyear. This correspohds to the greater effort exercised by /
teachers to implement the model during this second observation period.
Ruth and Judy, bottmnembers of classroom A, were the recipients of a
sustained, albeit weak, effort by teachers toaddress them j,ri their
second language.. As wfll be shown in the implementation subsection,
this was also.,the classroom which received the highest score re-
lated to the-language use'stritegies suggested by the,model.

%

English-preferring subsample.children'experienced little
fpractige wi4h Spanish. Most'of the use of the.second language was
accoudted for by two children, Ruth and David, WhO had shown some
ability with their second language at the pretest. Use of Spanish by
any children for the areas of fu ttonal competencies listed as
cross -moder objectives was virtual nonexistent.(Appendix P).

.

English practice, though, was exte sive:and varied. By the end
of the year, five of six English-preferring'children had increased ,

F
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their practice in six of the eight categories related to ltnggi.stic

competOntein English and three of them had- practice in all.egght.

Within the categoriethe most general trends were use of the'past

tense and use of complete sentences. ,

-.

The patterns of children's obser4ed behaviors related :to the` ,

'cross-model objectives in the area of language comprehenkron

generally paralleled'those of language production. Theexperiences en-

gaged in by the children were principally those of recalling information

about the classroom itself or the home environment (see Appendix Q ).

English-speaking children demonstrated recall and comprehension

abilities lrgely in their first language, whereis Spanish-preferring

children showed such abilities in both languages. Again, in the latter

instance it was the, three Spanish-preferring children with the greatest

initial ability in English'who accounted for most of this practiCe.q

No differences were noted in the amount of child language

produced in different contexts. This was to be expected,.as the model

emphasized 'language interaction tn,a number of activities including

large groups, language groups, independent play, and meals. The

following examples of specific Interactions of the children illustrate,

through the learning experiences of individual children, the trends

discussed above.

Claudia, a chubby child with dark brown eyes, whose favorite

area waT.fg-arama_center, was a Spanish-preferring child, who.

demonstrate0 some Ability in English upon entering school. gy the

end of the year she was able to switch languages upon demand. She

willingly participated in .large andssmall group activities. In

interactions with her peers she was assertive and often took, the lead

in organizing her classmates 'for games during independent play.

( Typicalof the
Spanish-preferringchildren at Site I,

Claudia s.performance in her second,language at the beginning' of the

year was largely limited to language lessons. The following exchange

recorded during an English second-language group circle time activity

illustrateslthese interactions:

day't lesson focus is milk produCts.

The teacher has a sampling of cream,

cheddar, and cottage Cheeses.)

Teacher: (Asks children to identify the piece of

cheddar cheese she is holding.)

Claudia: Cheese.

Teacher: Right, what kind of cheese?

Claudia: Yellow.

Teacher: I didn't say what 016%
kind of cheese.

(Interrupts lesson to

male students who are

I said what -

discipline two
fighting and'
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then distributes pieces of cheese

onotoothpicks.)

At thii time, Claudia's English te40ed to ite in incomplete

utterance in response to the questions.a the teacher. She was

able to understand very simple questions in her second language such

as'"What is this?" but had trouble when the teacher tried to elicit

less common vocabulary requiring the child to classify the object.

Theteacher ,mrrected the child, Pointing out the error and

repeating the troub'e source. As called for by the model, the

second language les f occurred at a cogcrete 'level 'with samples

of the physical object -- cheese -- being distributed as a rein-

, forcement appealing to the children's s nse.of taste.

The child's preferenCe for Spanip however, was evident

from her speech when playing in the block area with tinkertoys on

the same day: 411-

Claudia:' No,,eso'es mia. Eso es m'a.

Julio : 'Garra otro.
(As he takes the'truck.)

Teacher: (Tells Jaime to return some pegs to
bis playmate.)

Claudia: Teacher, yo quiero mSs d'estos.t
(Referring to the pegs.)

Teacher: Ahi tienen muchgs,
(And leaves;)

Julio : Voy hacer una casita.

Claudia: Hey mire, ven Te doy estos.

(As she hands him some mind pegs
and takes some lohg on

Although at this stage of her first language development

Claudia still had problems in gender agreement, she spoke in com-

" plete sentences, made repeated use of the present tense, and was

able to effectively give verbal inptruotions in her preferted

language. She also periodically mixed languages.(Using "teacher-1), as

was common for all Spanish-preferring children in /be classroom.

Late in the yelr Claudia was observed generally using the

language appropriate to her addressee. While withale teachers she

.tended to use,English, she addressed her peers in their preferred

language, as. is evident from this language sample from independent

play:

Julio : iPor gue no mSs las mujer(es)?

Claudia: .No mes yo y Cathy.

212
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- Teacher: (Calls to ,)ulio'to Move to theother,

side of the rug 'for circle time and

'threatens the punishment of no outside

'play.)

Claudia: (To JulioA
Go over,der. Go over der. You're not

gonna get to 'go outside. He's a baby.

He no wanna go over der.

She spontaneously responded.to her classmate in his preferred language.

When the'adult entered into the context, however, she switched with

ease to her second language Her English exhibited many of the

charpcteristics of Spanish Oeakers learning English as a second lan-

guage -- difficulty in the pronunciation of the phoneme/th/ ("over der")

and absence of the do-AUX in English negation ("no-wannaAo"). Thus, A

over the course of the school year, she appeared to have acquired

communicative cdmpetence in her second lappage, while maintaining

natural development in her preferred languige.

The follewing excerpt from the middle of the preschool year

serves to contrast Ramona, the SpanAshr-preferring child who avoided -o

verbal interactions, with Claudia. Ramona was a,petite button -nosed

/female with a soft voice who stolid well below her Spanish-preferring

peers on pretest measures of her referredk language. When ordered to

speak, she would use only one or two words in Spanish. In dramatic

play, Ramona often' assumed 'the role of a baby and spent the entire

period with d.,bottle hanging from her mouth. She seldom participated

in the game or singing of large group activities, but,rather sat

quietly observing the,pther children interact.

Ramona is at. the housekeeping drama center. The teacher walks

into the center and engages in play with her. Ramona sticks ale

wooden bread slices into a toy toaster. .

Teacher: Mue es To queine hiciste; Ramona?

Ramona : Papa. -

Teacher: Oa? /Papas? ..

Ramona : (Nods. She gets a bowl and ladle from

a nearby cabinet, stirso'then "serves"

the teacher a plate. She gets the molcajete

and stone and begins grinding.)

Teacher! LYa me hiciste mi lonche?

Ramona : ods? She grabs a mop and mops on the

rug area.)4

eacher: Ramona, 'ta muy sabrosa to comida.

Yo ya me voy. O.K.?

Ramona : (Nods.)
(Elena tomes over,and hands the teacher a

painting. The teacher leaves a ie area

with Elena.)
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Teacher: (To'Elena.)
Oh -this .is so pretty.

Ramona : (Continues mopping.)

r

This example of Ramona's behavior during independent play

illustrates the way in which she was able to interact throughout the

year with little need to verbilize...Here one notes the teacher

addressing her in her preferred language and Ramona's obvious compre-

hension of the questions. Mostof her responses were, however,

- nonverbal. When forced to answer a WH question, she responded with a

single word. Het lick of verbal practice in the classroom was

1'

reflected in her posttest scores which dropped on-all measures in her

f first language and were virtually nonexistent in English.

The similarity of the experiende of the English-preferring

children can be typified V David, an English-preferring child who had

some demonstrated understanding of Spanish.

David, a slim well-dressed child who was the second youngest

in a seven-sibling family, was welf liked by students in his Site I.

classroom. His popularity often caused competition among his male

peers, who vied for his Companionship during.play periods. Like ,

many of the Hispanic children at Site I, David was an English-

preferring bilingual. He eagerlyoparticipated in most activities,

shoing special enthusiasm during language lessons when he would

frequently volunteer Answers.

-At the start of the School year, David tended to speak his

preferred language to both teachers and peers unless he was addressed

by a classmate in Spanish,, when he would respond inhis second

languaglr. The following exchange, which took pldce early in the year,.

provides the English dominant language circle counterpart of the

lesson on cheeses-reviewed in the example of Claudia:

David : (Tastes the cottage cheese, wrinkles his
nose, and puckers his lips registering

his dislike.)

Teacher: (Asks the names of the different cheeses.)

David : (Points-to the cheddar cheese:)

I liked this one. I'm gonna tell my mdthe

liked the chedda' cheese.

Although he hadinot yet maered the difficult phoneme In in final .

position An his preferred language-, David successfully verbalized in

complete sentences to describe bis own feelings. He readily incorpor-

ated the newly learned lexical item" a type of cheese -- into his

linguistic repertoire.

Even at/the beginning of the year, however, he exhibited a

receptive ability in his second language and limited productive ability

e214
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as Witnessed by the following lunch-time conversation with his peers:

"41

David : (Sits,at a U-shiped table, waiting.
for thibowl to be passed.' Pedro and

George, his classmates, compete for a

seat next to him.)

Pedro : To David:
naval° pa"11a.

David : Pedro

Pedro : Hay silla.
(Points to the chair next to George.)

David : SI, hay.

George: Stop it, Pedro.
(After Pedro kicks George's chair.)

David : (To George.)
You like to box?

George: Yeah.

David : (Playfully punches George.

George: N6, David,
David : Poke yOur eyes.

(Pokes at George's eyes.)
Say"poke your eyes," slow.

George: Poke your eye's..

(Slowly.)

p

Although David was much more verbal in his referred language and,

in this example, demonstrated a larger funsfunctional and syntactic reper-

toire, includipg use of the interrogative and an ability to give .

verbal instructions., he had noproblems in understapding the speech

of his Spanish-preferring peers and in using a short utterance to

describe his classroom environment.

Late in the year, David continued to demonstrate some interest

in learning and communicating in. his second language, although his

ability continued to be at a fairly elementary level. This

fanguage sample is taken from a second language cixrie time for

English language dominant children. The lesson is on things found in

the kitchen: .

Teacher: (Asks him to point to a designated
area on,a picture of a refrigerator.)

. . . abajo en el regrigerador.

David : (Points to low point on refrigerator.)

Teacher: (Reviewing lesson:)
LA ver, David, que es otro nombre para

hielera (nevera)?

David : Friger-, friger-.

Teacher: Refrigerador. A

David : Ref-, refrigerad00.

Teacher: Good, David.

415 ."'"*".
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The teacher provided the child with a variety of'lexical items tor

the object "refrigerator." Although exhibiting difficulty with the

five - syllable word "refrigerator," David patiently attended to the

modeling of the teacher to produce a perfect "refrigerador" and was

rewarded with a compliment in his preferred language.

.Hts continued preference for and developTent in English,

hoWever, was evident during this lunch-time conversation recorded at

Aerend of the year:

David- : (Sitting at the head of the table, he
takes a biscuit from the plate, which he
then passes on to his classmate, George.)

Eat the biscuit.
(Addresses next statement to the teacher,
seated at the opposite end of the table:),

Teacho, they should put jelly on it.
TOacho, I saw a movie about the lion.

George : (Tries to interrupt the conversation.)

David. : Wait! And the lion . . . and.the witch died.

Angelica.: I laughed cuz the witch died.

George : It's not funny.

David : (Agrees.)

. Teacher :- David, are you goingbto the carnival?

David : (Nods.)
:reacher, where's the carnival gonna be?

Teacher : Down by the water next to the Coliseum.
And there's gonna be fireworks -- cohetes.

David : Oh, we get,those in Mexico.

Julio : Nosbtros 'amo' a Mexico a comprq' mucha comida.

A

Here David exnibited his substantial grammatical repertoire,

successfully employing the interrogative form, regular and irregular

past tense ("saw"), and the model "should" to give advice. Hjs

variable use of the In (as appeared in "teacher") exhibited progress

toward complete phonological development. Within the cOntext of the

s oom, in which English became the primary means of communication,

David demgnstrated greater deve'opment in his preferred language than

in his second language, which remained limited in lexical and

functional variety to the demands of language-focused activities and

of his monolingual Spanish-speaking peers.

(2) Concept Development. Experience with concepts is one of

the fundamental goats of the AMANECER model. That experience is to be

provided in a child's first and second language:, However, it appears

from the results of psychometric tes,s and observations that practice

in the use of concepts followed a pattern similar to that for

language production in that English was stressed. As evident from

Table 40, early in the year all subsample children's practice with

21
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concepts i ntified as cross-model objectives was largely limited to

their pr erred language and to areas that were nonlangUage specific.

Spanish-preferring children in'general tended to have re rac *re

in their second language than the English-preferring group. Th

English-preferring subsample children experienced practice ith

concepts largely in English throughout the year.

Fourof the five Spanish7preferring children increas d their .

practice with concepts'in English from the first.to subseq ent ob-

servation periods. There was also an increase in the pra ice of.

nonlanguage-specific concepts for most children. Ramona, sustaining

her nonverbal strategy, engaged almost entirely in nonlanguage-

siieciftc practfte throughout the year. Only one English-preferring .

child was observed to. increase her practice with condbpts in Spanish.

- This was the child who showed the most ability with that language at

the pretest. .

Eight of the total of 11 subsample children displayed

diversification in their practice with concepts, with the Spanish-

preferring obildren.redeiving broader practice primarily in their

second language and English-preferring children primarily in their first.

The variety of experiences with concepts differed in the two language '

preference groupS. Whereas Spanish-preferring children's experience

was concentrated in the areas of matching/classification of obdects and

symbolic representation at the first obserVation and symbolic rep-

resentation and visual discrimination at subsequent observationk,

English- preferring children had more diverse experience' with the cate-

gories within the construct of concept development.., Visual

discrimination in English was the category in which children were

observed to most Consistently increase their practice, with four out of-

five Spanish - preferring children and,all six English-preferring ,

children displaying behaviorsivelated to this area of concept'develop-

ment. Prpctice centered on the tdentification'of objects for

Spanish-preferring children and identification of attributes of an

object for English-preferring children. In addition, both groups of

children receiyed practice in syMtolic representation, usually in rqie

play situations: As will be discussed in the implementation subsection,

the lack of structuredradult-child interactions, especially in Spanish,

allowed children of .that language preference to function on

their own during Me play. This led to a concentration of these

children in the drama and manipulative areas late in the year. That

these areas lended themselyes to symbolic representation and visual.

OP discrimination is evident from an examination of Appendixes R and S.

i
f

,

As with language production; concept development occurred in a

variety of contexts. Lunch was especia amenable to concept

development as it presented concrete objec from which the abstract

extrapolations called for bf the model coul be made.

Julio illustrates the trends for the Spanish-preferring .

children while Judy serves to characterize the experience of the

'English preferring subsample children.
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'Julio, a husky child.lvho came from a large family, was a

Spani -preferring child. He spent most of his time in.the block'

are constructing street or, city scenes. His progress in concept

development was typical of many Spanish speakers at AMAXECER, who

exhibited more evidence of understanding concepts in their second

language late.in the year.

Early in the year, JUTioss exploration of concepts was largely

limited to his preferred language. The following interaction was

observed during dominant language circle time:

Taacher:

Pedro :

Teacher:

Julio :

Teacher:
Julio

Pedro, Ltu mamiusa los limones en

to casa?
Si Pa' tomer eon sAl .

(Cuts the lemon into slices, gives
eadh'Child a-piece to taste, and
asks 'him or her to describe the
taste:- She then asks for the lemon's

color,)
'Marillo. )

Amarillo!' II' a que sabe?,

Ageio.

As the activity was in the chtld's preferred language, the teacher'

explored two concepts -- color and taste.-- appealing to the sense

of taste through Use 9f the concrete physical object. She repeated

Julio's correct pespoose for emphasis and to ensure modeling of the

correct form and attempted ta-encourkge conversation among the

children by inquiringabout customs at home. ,

? -

The teachers used lunch time.also aia means of relating

concepti learned in lessons'to the cultural reality df individual

.///' children, as.exhibited'by this brief.interchange recorded at the be-

ginning of the year.

Teacher: (Asks the boys to ;fi at-the table.)
Doeiolnybpdy know what were having

for eakfast?

Julio : Atofe.

Teacher: 2C6mo sabet?

Julio : Porque trajeron la.cuchara.
(Referring to the ladle.)_

When the teacher recejveda response in Spanish, she immediately

switched to Julio's dominantNlanguage when asking question requir-

ing a logical explanatibn. Julio responded with the correct answer,

arrived 'at through a somewhat uniquepattern of reasoning but none-

theless correct.

Z:26
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By the end of the year, Julio had progressed in his under-

standing of concepts-in his second language, as evident from this

exchange observed during a large group review lesson after nap tithe.

Earlier in the day'during dominant language circle time and second

langUage deVelopment circle, the teacher had used pictures of objects

to Kaye the children employ, their sense of touch:

Teacher:° Julio, can you tell me what you
learned in circle time?

. Julio : Cold . . eh . ,
David : (Interryptig.)

I know,, I knoii. Cold and hot.

Julio f- (Pushing David.) ,

IMO dijo aid!
Teacher: ZY en espanol, Julio?

Julio 1 iCaliente y frfo.

Teacher: Caliente y
(Nodding.)

Julio : (Turns to_David And lowering his

eyelids.smiles.proudly.)

fi

Although obviously much more comfortable with the concepts of

"hot" and "cold" in his preferred language, Julio was able to provide

at least part of the correct response before being interrupted by his

English-preferring classmate. Unlike his English-preferring peers,

then, he showed progress in the area of concept development in both

his, preferred and his second ,language..

Judy, a blond blue-eyed'girl with a small upturned nose

and an engaging smile, was a socially oriented child with well-developed

verbal skills in English:- She demOnstrated no verbal abilities or

understanding of concepts in her second lalbuage at the pretest. At

posttest she received close to maximum scores on the English concept

development measure but conttRuol to demonstrate no ability illoSlahish.

Her lack of ability in Spanish forced her to limit her interactions

to English-speaking children; this also somewhat limited her choice of

centers in which to play. *Eventually; however, her, outgoing person-

ality made her'one of the favorites in the class, and. she was sought out

by the Spanish-preferr'ing dhildreri-with some knowledge of English. By

the end of the year, with the combined' influence of preschool and ler

two older sisters, she had mastered colors and the alphabet in her

preferred language:
,

. Although Judy was one of the few children who began and ended ..

the school year nearly English bonolingual as indicated by the test

results, early in the year she weS observed effectively participating :\

in this"secgnd language circle time focusing on the five senses:

221
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rn first circle time, the children
have been introduced to tasting and
smelling pepper, salt; and sugar, with

emphasis on the differences between

sweet and sour.)

Teacher: Esta es ml boca.
(Points to her mouth.)

Judy, :. Boca.
Teacher: _Usamos la boca para comer. A ver, todos.

Judy : (Repeats in unison with other children.)

Teacher: (Asks each child what the mouth is

used for.)

In this second language circle time the children were introduced to a

limited number of concepts, emphasizing both the identification of

the-object "boca" and the function of taste performed by the mouth.

Judy's participation was limited to the repetition of the lexical item

elicited by the teacher.

Often independent-play provided Judy with opportunities to

explore' concepts in her .preferred leguage. The following interaction

was observed early in the year when Judy was playing With her peers

in the art area:

Judy : (Pounds clay with a plastic bowl in

.
the art center while sitting at a
rectangular table next to a classmate,

Doretta. She shipes the dough with her

hands.)
. (To Jorge.)
Get some more play dough. Just play dough.

That's all you can play with.

Jorge : (Pounds,Judy's clay and laughs.)

Judy : (Judy ,ignores him and begins rolling

the. dough.)
I'm gonna make a big snake -- alrattlesnake.

(She drops,some clay and addresses Jot-60

Will you gimme that?

. Doretta: (Takes Judy's clay.)

Judy : That's my big rattlesnake.

Here Judy exhibited behavior typical of AMANECER children early in

.
the school year, using materials symbolically to create a snake.

She alsdisuccessfully identified the size of theiobject as "big."

Midway through the year, Judy was observed exhibitidg her

growing. understanding of concepts in her preferrki language:

222'
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Teacher: (Begins dominant-language circle time

with a box of paper fruit slices --
bananas and apples.' She pins an apple

on'Brenda, one of Judy's classmates.)

Judy : I Want a banana. .

Teacher: You gotta listen cuz at. the endof the

circle, you're gonna have to listen to

who"goes first -- the apples or the

the bananas.
(Teacher then distributes the remain-
ing fruit to the rest of the children
in the circle and continues with the

lesson.)

Judy :
(Thirty minutes later in the art area,

tracing apple and banana fruits with
crayons-on sheets of paper, Judy talk§

with her companion", Barbara:)
That's the wrong color. I was getting

the blue.
(Sticks her hand in a blue container

to retrieve a blue crayon.)

Barbara: (With pencil, traces on the edge of

Judy's paper:)
O.K., teacher, Judy, I wanna do it.

Judy : Is this. an apple or a banana?
(Later, when the children line up
for outside play, the students are

.
drilled on their fruits or told to

line up first if they are wearing

an apple. Judy correctly reviews her

fruits and is allowed to line up.)

In this case, the children were encouraged by the teachers to

abstract the shape and color of the fruits they had learned during

circle timesto the concrete paper fruits pinned to their clothes.

Judy demonstrated her understanding of;the lesson in a vivid form '\

by imitating the behavior of the teacher in drilling her peer.

Finally, late in the year-, Judy exhibited a similar pride in-

her understanding of English concepts in the following sequence

which took pThce during independent play:

Judy:

(Judy is in the block area building
a large tower of blocks.)
(To the observer.)

Look it, Mr.
(Tower wobblii7F-

It's gonna fall.
(Then reassuring herself:)

It won't fall.'
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1(Robet=t, a classmate, walks by and ,

accidentally brushes the tower, cawing

the blocks to topple to the floor.)

Robert, Robert did it. Robert broke

it down: I gotta fix it again.

(Turning to Nancy, a classmate.)

1

Can you hand me a small one? I might

not need any. Careful, careful.

WO : (Counts the blocks in the column.)

Judy . (As the column leans forward under
the wht of the new blocks, Sudy,

anges the blocks until they are

balanced and in a column about three

feet high.)
Look its, Look it, Mr. .

(She counts to 14 co75-TETTy, pointing

,to the blocks. .

7.

I knothow to count. I'm a good counter,

right? /

Observer: Nods.)
1Judy a I'm a gbod builder.

.

(

Typical of the English-preferring children at Site I, Judy by the

end of the year demonstrated a greater diversit' of behavior in

the area of concept development. She exhibited avowing under-

standing 'of seriation and sequencing by employing the correct

sequence of numbers in her preferred language, as well as pointing

out the cause/effect relationships between her peert'' actions and

the resulting desk ruction of her tower., She also was able to

differentiate objects by size ,( "small" and "big") and make eompari-

sons of size. ("bigger").

. (3) Socioemotional Functioning. Although classroom observa-

tions were limited in this constructothey show relatively

consistent trends for most children: With the exception of two

children at the initial observation period, all children exhibited

.relatively greater appropriate socioemotional behavior than inapprop-

riate behavior (Table 41). This was especially true in the areas of

self-esteem and motivation where only one instance of inappropriate

behavior was observed for a child at any of the three observation

periods.

.For Spanish-preferring children much of the appropriate

behavlbr in,the area of school- readiness could be attributed to two

children -- Ramona 'and Julio. Although Julio showed a tendency to

fail to follow directions and to distract other children throughout

the year, there was a decrease in Such behaviors over time. Ramona,

on the other hand, exhibited an increasing tendency not to engage in
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Spanish-Preferring

Jul io

Ramona

Doris

James .
a

Claudia

English- Preferring

i

Clotilde 4,

David

Judy

Martin

Grigorio

Ruth .

I.

,

7--
Table 41. 'Relative freqUency_of observed appropriate and

inappropriate socioemotional behavior for individual

subsample children over threepoints in time:

AMANECER .1

APPROPRIATE ii.

,

1 'II III

%. % , .
, %

e .

0 50. 60

/10.0 67 . 60

100 '67 100

A 67 00 .

75 0 100

% % %

-

33 "75 1..67
-AP v

100, 8 83 .

75 100 88

10C 100 100

.100 0 60

100 50 90 .

1

r

INAPPROPRIATE

-I II III

190
1

5Q 40

0 33 40

0 33 '0

-.-.

0 33 0

25 0 0

% % , %

.

67 25 33
s.

, 4

00 17 17

85 0 12

0 O 0

.

100 0 401

0 . 50 10

Percentage totals bay not qyal 100% due to rounding.
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. -group activities as the year progressed.

Among the English-preferring children, one child, Clotilde,

accounted for most of the behaviors that reflected the lick of

school readiness noted during the first two observation periods.

Like Julio, she tended to distract other children and also often

failed to participate in group activities. .The relative increases ,

in nonparticipation noted for six of the subsample children at the

last observation period was probably a functjonsof waning enthusiasm

for school, related to the approach of summer vacation (see

Appendixes I and U ).

Almost all of the children exhibjted relatively more

experience in carrying out activities independently, a model ob-

jective which was probably facilitated by the emphasis on the

horquilla system of,classroom management. This same tendency toward

greater independence was also evident in the children's decreased

dependence on the teacher's positive reinforcement and in the ,j

demonstration of pride in'accomplishments. Toward the end of the

year, observations such as the following, in which the children N.

played independently in their chosen area, were common:

110

ti

Barbara at the water sink pours
water from 'a measuring cup into

an orange juice container. She

brings a chair for Judy and'oushes

it under her.

Both Spanish- and English-preferring children generally

exhibited adaptation to the schoolday routine, enpecially the customs

surrounding meal tines when the children were often observed soon-

taneoukly cooperating in clean -up duties, 4s in.the-following.

obsery ion: "Cathy finishes with the lunch, crushes-the milk carton,

and carries it and the paper.plate t0 the trash."

3. Parent Outcomes

.

a. Parent Sample
,

\..1 .

Parent interviews provided information on-the background '.

'characteristics of the children's families and on changes in pa-

rental attitudes.' These data were gathered for a total of 117.

families. At Site I, 27 in views had preschoolers enrolled in

the AMANECER Head Start pro am. Twenty-five interviewles were

parents of comparison child n. -At Site. II, 35-of the 65 interview-

ees were parents of experimental group children.' Results indicate

that the great majority'qt parents at,both sites were Hispanics

whose language preference was Spanish: At both sites an average of

2 6
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nine years of school 'had bten completed by all parent groups. The

average number of persons per household was five. (See Appendix L

for complete parent background characteriitics.)

b. Mothers' Attitudes and-Perceptions

- The results ofrtbe comparisons of experimental and-compari-

son group mothers' (Attitudes weresimilar at both, sites (see Table 42)..

At each site no significant differences were found in mothers' be-

liefs that schools were doing a good job of educating their chil-

dren and tat the schools were providing an educational experience

that would help the children prepare for a tareer. Educational aspi-

rations were similar for each group of parents at the two sites,, as

all desired a college education for their children.

No significant differences were found between experimental

and comparison groups at:either site in Oilers' assessment of their

children's language ability. Respondent Site I, however, per-

teiyed their children's English to be better than. their Spanish

language ability, whereas mothers at AMANECER IIheld the opposite

perception. This is.consistent with the general language use within

the't$o cities in which_the sites were found.

While no significan t-changes in their role as teachers were

'reported by the AMANECER II mothers over the year, mothers at

AMANECER L were found to provide less formal instruction than the

control -group mothers. Conversely, those same experimental group

mothers reported providing more instructional playthings than their

control group counterparts. This situation was a result of the

greater amount of interaction between the mother and child in the

"stay-At-home" control group thin between the Head Start children

and 441eir mothers.

To investigate any additional instructional input outside

the classroom which might influence test results, mothers of both

experimental and comparison children were asked to identify the

daily activities of their children. At,Site I it,. was found that

during the time the experimental children were in school, control

children spent most of their time either playing or watching, tele-

vision. The-activities of both groups were similar outside of

classroom hours, and orients seldom identified any formal learning

activities as occupying their children's time (Appendix V ).

Site II comparison children's activities more closely

paralleled those of their experimental counterparts. They spent

'most of their time at school, watching television, or at play. For

both groups, instructional activities in addition to those of pre-

school were rare. Thus, it appears that for all children at both

sites experiences related to the cross-model objectives generally

occurred during school.
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LANIV/41 AIsetsment of Child

Spanish Ability

English Ability

)later' al lamas, Utast

Spanish-Speaking Ability

Instructs in Spanish

EnglithSpeaking Ability

Instructs in English

Kother's Bole as T acher

Provides Formal Instruction

Provides Instructional
Playthings

Kother's Belief About Education

Overall School Effectiveness

Career Preparation

Importance of Bilingual EducatiOn

Importance of SelfConcept

Educational Aspiration for

Child

jociosconkmic Status

228 family Income

Table 42 .
Comparison of the attitudes and perceptions

of mothers of all sample children: AMANECER.

I
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A
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12

30
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.
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4.21
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2. Teacher Outcomes

5

a. Teacher Sample. As both sites were characterized by a

flux in teaching personnel, the number of classroom staff that ex-

perien'ed a 4omplete year with the AMANECER model and comprised the

.
.teacher sample was limited to three (V,Wo teachers and one aide) at

,C Site I and three' teachers and one. eh at Site II. At Site I,

changes were made irr the teaching staffs of all three classrooms

during the,course of the year-because of resignations by teachers to

pursue other employment and by the reassignment of personnel. Site II

'lost tWo aides Jor similay. reasons.

Initiilly, the AMANECER teaching staff at both sites was com-

posed of Me 'can American women who were reared in the local

communities. Later in the year, a Black woman was hired as a -

replacement teacher,in AMANECERA. Except for this replacement

teacher at Site I, all teachers and aides were bilingual and the ma-

jority reported, that most of their verbal' interactions were either in

Spanish or equally divided between Spanish and English. The aget of

the teaching staff ranged from the mid-20s to the early 30s.,

Educational background and teaching- experience of the

classroom staff were'siilar. The majority of the'staffs' forma]

education was-limfted to having attaineta high school diploma. Two

teachers at Site I, however, had also been certified as Child Develop-

ment Associates, and two others, who servedsduring part of the year,

were taking classes in hopes of attaining Child Development Associate

certification. At Site II, two staff members were working toward

A.A. degrees in child development by attending part-time classes it,

a local junior college. AMANECER II teachers averaged 3 2 years

in the classroom. The AMANECER.I teachers had an ave of 15 months

ofd classroom experience.

b. Teachers' Attitudes.- Teachers implementing AMANECER at

both sites were positive toward the model. In informal discussions

with fieldworkers,.they stated that it, gave structure to,the pre-

sChool day and provided thentwith new ideas.. They were` especially

ilappy"with, the classroom management using horquillat, or clothespins,

to limit the use of individual learning centers:

A41 teachers"valued the'in-service training sessions which

provided them with new concrete ideas for implementation of the'

curriculum. AMANECER I teachers, however. received more training

during the evaluation yiar than those at. AMANECER II and even at

Corpus Christi; workshops which had taken place at least once a

month the previpus'school year were infrequently carried out in 1979-

1980.° Most teachers exprested,the need for more guidance from the

model developers. Teachers.at,Corpus Christi also voiced concern

over the lack of adequate.meterials,which:they felt was a result of
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' At both sites *eachers and aides felt that to effectively carry .

&it the directives of the model, extra.work for whieh they were hdt

compensatedwas required: They were voca4 about their dislike of

the paperwork required to implement the model's directives regarding

grouplEig of children by language preference. They perceived their

'jabs as low - paring 61 were constantly Tooking'for improved oppor-

-tunitips. , P 4

sir

Teachers and aides at the AMANECER sites continued to display

dollredqminantly integrative orienlation towatelebth bilingUalism

and bilingual ,education over the course of e evaluation year. ,

-Principal benefits listed,by th Class room staff were cultural ay./are-

ness, intercultural coMmunication, and socialization: They did,

however, increasingly come to value the Ovantagesof heightened

education and career, opportunities. There.mas a consistent trend.at

both Corpus Christi.and Laredo toward a greater emphasis on phese

%pragmatic aspects of bilingualism, especially for Spanisk-preferring

children. As' teachers had to deal primarily with Hispanicck$1dren,

it is probable that they carne to see the advantage of bilingualism

ispanicS as closely linked with the educational process..

their orientatiogspoward a bilingual/bicultural curri

. at Sri to I.the instructorrat the posttest identified.a;greater ,2 .

diversity, in advantages for native Spanjsh-preferring childrep thah

A fin English-preferring children. This was not the case at Site II

Wherle teachers and aides voiced 4 mixed integrative-instrumtntal ,

orientatitinforboth English- and SpaniskTreeriing yo6ngsters. At

botjv presl:
!posttest, teachers were st ngly in favoi.e incorpor-

ating Hiip, culture into the classroom..,-This included activities

to introdR ildren to Kispanic customs, to provide community-

,based.tole models, and to utilize Hispanic celebrations, dress,

. songs, ances,,and curriculum materials.
4 .11"0'

. ,-

1

No Oificant trends were found in the AMANECER. teachers'

attituttoward the type of language that should ,p used by SpOlish-

or Engl.' 'speaking children. Teaching Staffs-at both AMANECER sites

were generally in favor of the native and second language being spoken

r as it is in the home and community.. At posttest, Site I teaching - .',

staff continued=supporting the 'use of,teXtbOoks a4 the language model ip

for 'English-speaking children. They also agreed that Spanish speakers -

learn aasecond language, as it is presented in tex*oks, butvagre

ambivalent/about how they should learn in their native languag.

There was, however, a tendency at Site II td maintain their opposition ,

toward the use of, textbooks alanguage models fol. either English- or,

. Spanish-speaking children: -

Most of teachers at both AMANECER sites stressed the

importSh parental participation in the:classroom (Table 437 .

Site II eachers,'how0er, seemed to see parent involvement slightly
.,_
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Table 43'. .Attitudes toward parent involvement of exp nnental

Head, Start teachers.: AMANECER.

ts."

A

, NEP.Y
POITIVE.POSITIVE . NEUTRAL NEGATIVE

SITE 1
c

N oo 3'.' :f PRE
',

67

34

67

100

33

1!

POSTiPRE

33

i

1I -

!33.

1

t
1

1
1

1

;i
11
11

33 i;

1

67

33

67
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I
67

.
1

I

I
I
I
100.

1
1
1

9
1

I
1 67
I

: -

i

1
s
I

; 33
1

1

1

1

100
1

1

1

.
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.

F1
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-

.

,
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I
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I
I
s
I
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1
1

1

1
1

1

1
I

I
: 33
s
1

I

8 67
s
I
I
I

1 33
8

1
g 9110.

i
1

1

1 .
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..

.

,

'
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.

s
1

;
1

1

1
1.
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i
11
1

1
1
.1
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1

1
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I
s 33'
I
I
1
8
1

1

1

1
1

1
1
8

.
Paren should be involved

in classro .-om .

/

f paring cannot be in the .'

Classroom, teacher should
have frequent contact with

them t

Teacher should attappi.tor
involve seemingly unin;.

terested parents .

Teacher personal success in

.
involving parents --...,

0
-,....

Teaiber4Could do a
*0
better job

with'morle parent participation

Parents provide accurate infor-

nation to teachers
k .

.

.

,

SITE II-. 14:- -4 4

-- -
.

.Parents should be involved
7\ in the classroom .

$

If parents cannot be in the

classroom, teachgr should
have frequent cffRtact with

then

Teacher should attempt to
involve seemingly unit' -

--4,_

teresteN,parents ,,
Teacher, personal success in

. involving parents

Teacher could do7a better job
with more parent participation

.
Parents provide accurate infor-

oration to teachers- ,
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.
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more positively than did those from Site I where teachers had ex-

per4enced difficult tituations with'some parent volunteers. Both

groups generally felt that teachers should have frequent contact

with those, parents unable to come to the classroom and that parent

participation could help them in their .teaching duties. They also

felt that they had had success in involving parents in 'their programs

as wellas confidence in the type of information provided by paren0.

. Implementation

This section provides the findings of the evaluation related to

the implementation of the AMANECER curriculum at the two experimental,

sites. The discussion presented here is supplemented by Appendix Y-t

which proyides descriptions of (1) the sociocultural environment of

the communities, (2) the administrative aspects of each site, and

(3) the Head Start settings: A description of the principal features

of the AMANECER curriculum model initiates this section. The, success

of each site and each classroom within a.sIte in meeting the goals of

the model in five areas -- schedule and organization, physical set-

ting, ihhructional,materials, individual behaviorwand instructional

strate§les -- is then discussed. A description of the comparison

group at each site completes the section.

lt Principal Features

The curriculum model knOwn as AMANECER was developed by the

Intercultural Development Research Association (IDAA).. The develop-

s, who geared their model to address the concerns raised by teachers

Th surveys conducted by
IDRA,,describe their model as a process, a

method of organizing materials, and a framework for putting together

a bilingual apprOich. The model utilizes an eclectic theoretical

approach, taking philosophical underpinnings.frbm the Piagetian and

Montessorian approaches as well as others.

a. Model Goals

Physical growth and intellectual development are viewed as

integral processes "than occur in sequential stages. All children

develop specific skills ,which help themlprogress to higher stages of

divelopment. All early learning begins at a concrete level. Thus,'

a child must be introduced to ,a physical object before she or he

develops a concept or idea of that object.

.
The model aims to facilitate the child's learning anddevelop-,

ment by introducing into the classroom those aspects of his or her

,
life style which serve as a bridge between the .home and the school.

The model developers. hold that "children learn best in a setting which
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respectsdnd uses their culture and language, and that this culture

and language should be,the means through which children's knowledge

is extended" (Barrera,1978.: 18, Booklet T).

Thts ideal is reflected in the fallowing classroom objec-

tives: (a) "teachers will create a learning environment which

addresses the developmental ,needs of children, by providing appropri-,

ate learning experiences
which.reflect their language and cultural

characteristics "; (b)-teachers are to develop skills enabling them to

personalize instruction, "create,a safe and healthy learning environ-

ment, support the child's cultural
process "; and (6) teachers a to facilitate parental

identit , and involve parents in

ilk
the-learning p

.

participation in classroom activitiesto re a smooth, natural

transitiOn'from holm, to school (Ibid.:' 23-25).

The developeri demised a set,of booklets whi explain the

AMAiECER model and a series of supplementary mater als designed to

facilitate its implenientation,f The colorcoded booklets are otgahized

into packets which address different aspects of the curriculum, in- ,'

eluting a description of-theipodel and fits, theoretical underpinnings,

acquisition and use of materials, the

school, and e synthesis of themodel's

materials include, various,file systems

inkage between home and

pplibach. The supplementary

D', aid the t acher in prel:

paring, organtztngand evaluating cla srooM'activi ies so as to

ensure a well-balah'ced currftplum. A variety of checklists, folders,

,end language profiles are provided to record,the child's progress

in the areas of physical, so6ioemoponal, and language developmpit

as well as insights
fntotga.thild'sjifestyl and "deep" culture.

Such record systems are aiT00, at on:elding each child with an

individualized program of
fhttructiOnaOpropriate to his or her ,

culturereality'and stage hirdevel lent..

b. Classroom Mana

The modelAMANECER cl srpom is difladed into learning centers

ietiose function -is the develo =nt of crativity, coordination, and

social skills. -uThe model deuelopers recommend a varlity of centers:

art center, blocks, discovvii,,' dramatic play, library, manipulation,

music, sand andwater'play, andwoodworking. As a means of providing

order and structure to the classrbom setting as well as of avoiding

overcrowdingtn'any.one
centerIouse of a specially designed class-

room management system is'suggRted. In drder to limit the number of

children Sat mey,use an interest center at any one time, a deiignated

number of-clothespins (horquillas) are placed on a cardboard and

tacked on to seine areas in the center. Before a child can play, in a-

center, she or be must Obtain a clothespin which is thee attached to

the child's clothes. If no clothespins appear in a center, alhild

mist wait until one is ayailable before playing in that cente?. It

is recommended that the Tirst three weeks of the school year be speht

drilling the children oar the clothespin system and on howto use and

e
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put away materials in a center. Once children have internalized

the roptine, the 'developers point out, teachers are freed from the

duty of directing actions so as to concentrate on working with ..-

children on an individual basis.

c. .Classroom Schedule A

Scheduling of activities is consi red a.basic model, feature.

It not only allows teachers to use their ime Wisely and accomplish

more but also provides a routine for chit'ren, imparting a sense ff

rder and. security which enables them to predict and plan their

actions. The taportanceof scheduli s not.so much in defining

the amount ortime'allotted t ties as in assuring the sequence

'of events.

The model recommends that teachers include the following ac-

tivities in'their schedules: arrival,,brtakfast, dominant language

circle, transition, independent play, secon&language development

circle, outside play, lunch, and nap time: as

Arrival:' Tbis period is designed to ease the anxiety of transi-

tion from home to school': Independept activities may occur during

this period.

. Breakfast: Breakfast serves to ease the hunger pangs as well as

allow p awing for the day. Children can help serve the meal and

clean up.

Dominant Language Circle Time: ACcording to the model, there

are to be atleast two groups: the English dominant language group

,
and the Spanish dominant language group. Teachers are to plan the

lessons for the circle times using the supplementary curriculum

materials provided by the model developers. Only English is to be

spoken'during the English language circle time, while only Spanish is

Gto be used in the Spanish language circle time. The techniques'to be

employed for language development are modeling, expansion, elabora-

tion, description, questioning'and/or listing. The language circle

in which the children speak their dominant language is to'be conducted

at a higher level of complexity than the one in which the children are

learning a new language., In addition, the teacher should encourage

spontaneous conversation among the children.

Trani ion: According to the ANANECER model, a transition is

design to move children in a "natural, orderly manner" from one

activity to another (Barrera, 1978: 18, Booklet 1). The transitioq

from the first circle time to the next activity is unique. It is of

this time that teachers' have a chance to implement some personalized

instruction. Should tie model be implemented to its fullest extent,

a teacher, by noting a-child's behavior and development in his or her

personal folder, would diagnose the indtVidual's weaknesses and

designate the centers whose activities would help the'child overcome
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such weaknesses. Thus, she would give the child a set of, centers

from which she or he cold choose-tosplay. This allows chiTdren to

practice their decision' -making skills,While 'also aiding in their

development.

Independent Play: 'Once a child has selected a center, he or

she must put on a clothespin before-playing in that area. While

the children engage in independent play in their chosen learning

centers, the teacher circulates throughout the class attending to

individual children's needs.

Second Language Development Circle:- The larituage.development

during this activity is to be conducted on a much more elementary

level han in dominant language circle time. Using modeling, the

teacher' introduces a maximum of two concepts per session.

Outside Play: The model suggests that, just as in the class-''

room, children be allowed to choose. a, playarea in the-outside

eriironment. In addition, teachers are to plan activities which will

allqw them t o rate the children's development in using different

musdes.
.

Lunch: Lunch serves to provide a meal
,

as we'll as a time to

sociiTiii: Teachers are to eat with the children so that'they can
aid the children and serve as models for table manners. Food and

lunchtime conversation may also serve as a means to review new

concepts orlanguage items learned during4cirsile time.

Nap_ Time: A. nap-time period is recommended so that children

joky rest. eachers can' help children relax by talking with them or

rubbi g their backs. A snack time and independent play activity
programs.may scheduled for the all-day progra.

1(el

The AMANECER model, then, aims its program-at the total de-

velopment of the child. The various activities and materials are

designed for the development of physical cbordinationl analytical

,thought, and social. skills. . ,

2. Model Level Implementation

Assessment of the degree of implementatidn was carried out

by means of the implementation,checklist described previously in

the methodology chapter. Table 44 presents data on the implementa-

tion of the model at the two AMANECER replication sites.' This is

augmented by Figure 5 which presents the relative frequencies of

the various tmplementation categories for each'site over ,time.

Varied patterntdf overall implementation are.evident in the table.

Although scores are similar at the two sites, implementation at

Site I peaks at the midpoint observation, whereas Site II's scores

display a decreasing trend.over time. The midyear peak of Site I

seems to' be.the combined result of the training received by the staff
immediately prior to the observation period and to the Closing o

school during that time. Two training workshops took.place nearth
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Table 44. ANANECER implementation scores by site

over. time .

Implementation Maximum

Categories Possible
Score

Schedule/
Organization

Physical
Setting

Instructional
Materials

Individual
Behavior

Instructional
Strategies

28.20

31.32

TOTAL, 91..22 50.45

Site I

Time 2 Time 3

Site II

. Time 1 I Time 2

15.90

19.15

3.08

13.00

3.97

16.05

'18.65

3.43.

12.40

*-4 3.23

55.11 53.76

S

16.50 15.60

16.45 15.04

3.43 3:20

13.34

8.09

12.76

8.08

57.81 4.68

Time 3'

15.30

14.81

3.31

11.89

6.31

237

51.62
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end of the calendar year,and installation'of a heating system forced

closing. down of the school, alleging teachers to use the time as a

work week. This provided goad time for the teachers at Site I to

evaluate their performance up to that date, plan activities, and

prepare classroom materials.
a

.
The decreasing', scores foi Site II are the result of the

staff's less frequent exposure and interaction with the trainer through

workshops, which led in part to less success in taking advantage of

their limited resources and in maintaining instructional activities

over the entire year. The higher initial scores-at Site II appear to

be a result of the staff's strict adherence to the schedule during the

eii
early part.of.the ar and their ability to consistently provide adult

direction in thos ctivities which occurred in the classroom.
.

Although both sites appear to have been highly successful in

carrying. out the schedule as planned, Site I was more successful as

the year went on, iFiRii-Site II teachers were .relatively consistent

in completing scheduled activities. over the course of the evaluation

year. The lower scores for Site I'at the first observation reflect

adjustments made by the teachers to deal with fluctuating bus sthedules,..

and loss of personnel who accompanied the bused:.

The physical setting category details higher overall scores

for Site -I than Site II. While at both sites, the recommended
learning centers were found in the room, classroom size at Site II

prevented the addition of supplementary centers at appropriate times

during the year and at times resulted in the removal of a center.

The room sizes at Site II also tended to obstruct free 'movement as

shelves or tables at times blocked access to specific centers.

Classrooms at Site I were considerably larger allowing for mobility

in addition to providing space for additional centers.

The category of instructional materials assesses the

presence and use of the appropriate materials, including culturally

relevant. materials, in each area. Site I scores tend to increase

across the three observation periods as a result of both the new

materials created in training sessions and the increased number of

materials in new learning centers, Site II., however, had generally'

. nigner,overall acureS. This was.** td the inclusion of more cul-
turally relevant materials at"the.latter site. in addition to the

presence of iteMs common to both sites, such as4efros and hol etes

Site II's classrooms abounded in depictions of calterally and e n ca iy

.
diverse 'food and pictures /drawings.

In tomparing the ,scores for individual behavior: which focuses

04 the interactions of the classroom population, with the total

possible points in that category, one notes that the scores are
relatively low at both sites; neither approaches half,ef the possible

points. Contributing to the low scores were the lack of parent
participation in the classroom, as called for by the model, and a

290
6



-197-

tendency to rely on the use of one language in teacher-child inter-

actitons.

Finally, the greatest differences between Site I and Site II are

in the instructional strategies category. Whereas both sites showed

a decrease-in scores over the evaluation year, Site II received near

maximum scores at all three observation periods while Site I achieved

Tess than half the possible points. Contributing to the higher scores

at Site II was the fact that language activities were carried out

more consistently and more adult-directed activities occurred,

especiallyr,during independent play.

Differences in implementation also existed across classrooms

within a site. In order to better understand the dynamics of imple-

mentationmwhich have influenced the scores, it is necessary to

examine the implementation process by classroom. The next

of the report describes this process in each classroom within each site.

4'

3. Classroom Implementation Factors (Site I) --

All AMANECER I classrooms experienced a midyear peak in overall

implementation scores, as Table 45 makes evident. By the final

observation period, overall scores for the three classrooms approached

the same lgyel, suggesting that an. optimal "threshold" of implementa-

tion was being approached. Similarity across classrooms was

particularly apparent within the schedule/organization and instruction-

al materials components of implementation, revealing coordination in

the timing of classroom activities and use of the same types of

display and lesson materials. Variation can be noted between class-

rooms in other implementation catelbries and at different points in

-t4Te. Factors affecting each of the five categories are considered in

turn. r-
,

a. Schedule and Organization

Implementation scores across all three AMANECER I classrooms in

this category are relatively similar. The following schedule was

posted in all the classrooms:

Arrival, washing up, and breakfast 45 minut

Trantition - clean-up 10 minutes

Large group

Transition

1

1st language lesson

Nw.

20 minutes

5 minutes

10 minutes

4



Table 45. AMANECER I implementation scores

' 6y classroom over time.

.

Impl emlistation

'Categories

..

Maximum
Possible
Score

Classroom A

. ..

. Classroom 8 .. Classrocei

Time 2

'15.75

.

20.10

.

3.55

,' 11.53

2.68,

r

53.61

c
Time 3

15.75.

17.16

3.19

13.96
.

. .

,

3.39

Z43 :.-
53.45

.

Time 1 Time 2 Time 9 Time'l Time 2 Time 3
/

16.20

1

19.04

3.55

.

11.94

2.91

53.64

.
'

i
,..,

I

P-

411

Time 1

14.40

..
17.39

2.84

10.22

3.90

48.75

.

Schedule/
Organization

Physical
,Setting

Instructional
Materials

Individual

Behavior

InStrUC\

Strat

212

.

A

ti0:1111

gies

.

,

18.40

L
.

..

.

23.50

..
.

16.69

2.84

11.74

4.36

15.75

18.54

2.49

13.92

4..85

.

16.20

19.74

3.55

11.30

.

3.40

13.95

18.80

.

,

2.84

.

13.49

1 4.36

-.

16.20

,

18.80

3.19

13.48

4.38

.

56.05

28.20

4.97
.

31.32
r

8.73

..

TOTAL

1

..

igly

,

49.13 55.55

.

54.19 . 53.44
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Independent play

Transition 10 minutes

2nd language lesson 10 minutes

Transition minutes

Outside play 45 minutes

Wash-up and lunch 60 minutes

Transition - clean-up 10 Minutes

4

30-45 minutes

4
Nap time - 75 minutes

Transition 10 minutes

Snack -
20 minutes

Transition - prepare to go home

and departure 10 minutes

Teacher planning 90 minutes

Early'in the year, schedule variationi.:vere commonplace as

instructors had to cope with problems of Staff turnover, inclement

weather, .and extra duties. As can be seen in Table 45, the-highest

scores were recorded for this category during the second observation

period. Prior to this series of observations, cold spells had

,forced the administrators to close the site as the classrooms had no

heating system. During this time teachers made classroom materials,

planned lessons, and caught up with their paperwork. The additional

preparation was reflected in the higher scores for all classrooms

during the,set of observations made upon the reopening of classes.

'Scores remained relatively cpnstant,for the third observation, during

which'period teachers planned and carried out various school - ending

rituals. Language lessons and independent play tended to be shortened

to accommodate practice periods for marching in a parade, forthe

graduation exercises, and for making materials to decorate the walls.

The weather also affected scheduling when at the beginning of-

the school year a major storm with high winds and rain caused major

flooding in Corpus Christi. The site was closed for a day and class-

room attendance was poor for the 'entire week, delaying the initial

)
, organization and contributing to low scores in_this category at Time 1.

'Location of the NeadStart center a)so impinged on implementation

in the aferot scheduling and organizettbn. Busied made for-lite,starts

2.1 4
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s.

,departures. Though the children's day was scheduled to

Wit 8:00 A.M., buses generally arrived at the site between

.k 8: #nd'9:00 At the beginning of the year, children were on

their way "home at.2:30iNti. Following parents' complaints concerning

.late arrivals- at the drop-off points, the bus carrying -the majority
of _the' AMANECER children began leaving at 2 ;20 P.M. and by the end

of the year.;it would leave as early as 2:10 P.M. The schedule was

.thus progressively shortened to accommodate the bus schedules.

,4? .

If
b. 'Physitil:Settino *

ill
.

As Tabbe 45 reveals. all of the tlaisrooms at'Sliel fbllowed"
thloverall site pattern of relatively high scoretthroUghout the
ye wit during-the middle observation period. Several variables

, conbineZAMOr this situationDurpig the initial observation, the_
classrooms haCcenters which had not been'opened for use. Teachers, ..

.

1; - "following.MANECER reedmmefidations, alldtved the children to get fully

',acquainteYwith a lea-rning center before opening"' another. In addition, ,
,

to learning the functions of materials inopeetenters, children also
hadto learn to Niturn items to their prOPer place and to follow the .-

`-r oillajclothespjn) system in choosing areas. The low scores at .

tes

me or all classrooms are thus a result of both closed centers

and a ow level of center use. The smaller size of room A compounded iphs

this trend, accounting for,that classroom's lewest'score in'this area. .

By Time 2 all centers were open and Being consistently used by all

oe.N children. The teacher in classroom A had rearranged the rook' to AP',

include' -all learning centers. However, by TiMe 3 the more popular
centerelthe block area, the art area, and the drama center) had the

-' highest clusters of children as the hd uilla system bean to be

used less consistently. Scorereflect this dobp.in the total nembef

of centers Uning.used.

c. Instructional Materials , m6

Table 45' records an increase in the instructional material es

for rooms A and 8 froM tbef..first to the third time periods. The ..

teachers imithete two classrooms spent considerable time- In providing

materials for dif1prentcenters. Room A's score dropped during Time 2 .%

due to a lack of matevhals resvIting from departuredbf one of the .

instructors. By Tin0r46, however, scores underwent a dramatic.increase
as instructors made alPactice of decorating the 'room with'materialS

appropriate to the lesson. .'When studyino.colors; for exampTe,.the
room abounded in streamers, bal ns, or other items in the-coltor, to

be learned: Room.B. instructo =T1 ilized the same technique, Chatting

bulletin bowl material to re t tie week's theme. ,In addition",

they indkid .bpols in Spanis Vi n their l ibrary corner, exchAP9109 .

books every two weeks through the pUblic,library. The drop in0score

for room Catthe third observatiOn period' reveals a decreasing

IP
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involvement of of the aide inAlctivities. requiring room arrangeme

AThe category ofinstructignal materialsialso included the

presence atid use of mate_ from distinct culturet. Materials rep-

resenting different cultires-Were varied and frequently used. They

'included lotto-games; records with mnaic played by home-town
n the

e
regionally bated Bands,,t
dramatic play area4:and b

lk
classrooms, the dramatic
*idly fn. popularity. Th

Ar' more popul r items., In
but all th classro
flecting e regional culture. ,

ch as jarros and mot ca
d tapes in Spanish.
..ter (a housekeeping center) g

molca ete; a grinding toy, was one of the

music area, instruments were rarely played, .

often played Spanish language records re-

f . A ,

ad. Individual

ThesineVidual be avior category encompasses language use by
teacherS and children, involvement of parents, and children's pat-

, terns of work4ng alone or in a group. From Table-45ft can be seen

that classroom A received its highest score'at the second observation

-period; clattroom B at the first, and classroom C at the third. The ,.

(lack of consistent pattern can be directly related to instructor

turnoier within the classrooms. Language use is the best example of

this:

,ii.Englishlanguage.use predominated across the teaching pairs

in all classrooms -under observatiog at this site. Table 46 shows that

,a11teachers and aides tended overwhelmihgly to useAnglish-in the .

o classroomcla sroomcept'for-the aide in classom A'A't Tinies 2 and'3,

ance on English as the of adult interaction with the

.
ipt dren increased,dramatically throughout the year in classtoom C.

64,

Two factors can be identified as influencing adult language

'..--:(,.70.1se in the classroom. One factor is clawoom composition. As'noted

previously there was a high percentage of English-preferring and bi-

,Ifimgual children in the classrooms. ThuI teachers werihnot deterred

in their use of English.by the Tack qt knowledge of English on'-the

part of-most children:

Another factor which influenced language was the shifts in

peitsonnel which occurred in 4ii various classrooms: By Time 2, all

classmoms,had undergone changes in their teaching teams.

a

4

With the resignation of the teacher and the transfer of the

original aide, the replacement aide was the_Aole adult in classroom A.

This aecOuntrfor the relatively low percentige.0 teacher
utterances recorded in classroom A during the first observation period

'and is reflected in the low implementation score for individual'be-:

havior atathis time. The teacher appointed at"the start of the

second onervation peridd was new to the position, and the low.
, IP S
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percentage of recorded lahguage production reflects her adjustment to

her role as teacher.
.

.

The pattern of English language usage remained consistent for

classroods B and C, the highest frequencies haVing been recorded

for-the team in rooinC. Here, again, changes in the teaching

personnel help.acco for thist result. In classroom2, a new aide,'

anxious to perform ll-as she was recently hired, was observed making

materials, preparing lessons,- and taking a more prominent role in the

1
classroom during the second observation period. Her behavior influenced

the scores at the second and .third observation periods by pushing these

up at the midpoint and bringing them down at the last period once she

adjusted to the classroom setting. In clastroom C, an English mono-

lingual instructor was hired to replace a bilingual one, contributing

.significantly to the increasingly high English use by the teaching

.:...4
team. , ..

As suggested by both the model and the trainer, instructors in

all classrooms tended to engage in verbal interaction most frequently

during -al times and language lessons. Such a pattern remained 'Con-

sistent throughout the year. Language use during transitional,periods

showed a marked drop during the final observation period. This drop

attests to the children having internalized the routine,thus requiring

fewer verbal directions on, the part of the instructors.

In terms of the type of utterances msed, instructors relied

overwhelmingly on informational statements and questions in their

verbal interactions with children. Teaching teams also tended to use

more praise than discipline with their pupils, a strategy-emphasped

by `the model and the trainer. owever, this category had the lowest

overall frequency. Direct commands were used leis frequently ovey the

course of the year by the teams .in classrooms A and B, while thewere

generally higher in classroom C due to the high absenteeism ofone

instructor whith brced the lone'person to rely more on diredtigg the

actions of the children.

Another component of this Category is parent participa on, which

at Corpus Christi was influenced by the site's isolation. Because the

preschool was located so far from its catchment areas and the closest

bus stopy4ds about one mile away, parents had to driVe to the school.

Some parents did cometo the site in the4school bus and thus had to

;leave when the children left. Ats parents' meeting, however, many

expressed an unwillingness to spend a whole day at the school and

complainedf their-inability to participate because of their lackof

transportation. The majority et the meeting had..been able to att4hd

Only because transportation to and from the site was provide the

cuter. They made clear their desire to participate, but added t

they could only do so for a few hours. All-day volunteer assignmen -

appeared too much of a,strain on their schedules and lack of transpor-

tation maduirt-time participation difficult.

249
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Isolation of the site also influenced teachers' behavior in

the classroom. Individuals who rode the pus were physically tired

and usualtyless enthusiastic in thejr participation in classroom

activities. \Two of the teachers who resigned"attributed their decision

to the low pay as well as to their dissatisfaction with serving on the '

bus route.

Child behavior influenced the implementation process as well.
All classrooms had one or more children who required special attention

because of disruptive behavior. Such behavior prevailed throughout the-

_r year and though psychologists worked with these.children, few be-

havioral changes.occurred.

In addition, children became unusually excitable toward the

end of the school year, contributingo .the drop in implementation

scores. Teachers complained about their inabllity to get everyone's

attention during the language,lessons. At times, the clothespin,

management system broke down as children ignoted the use of the pins-

1 until, directed to use them by the teachers. Children-spoke of their

desire to be at home and began to lose tnterest in the learning centers.

One student, for example, considered by his teactrs to be one of the

outstanding students at the site, informed bis,teacher that he was tired.

of school and wanted it to end. 'ilebegan to wander from .center to center ,

and at:times simply watched others play while remaining aninvolvedin

groups or centers. This-waning enthusiasm fOr school,was also re-

flected in the results of children's soctoemotion0 functioning

reported previously in the child outcomes section. 4

e. Instructional Strategies

The instictional strategies category co fists of scoring for

adult-directedractivities, child-directed ictiv les, the use of

Mitt and second language groups, and the use Of th languages;., The

generally low scores in this category are a reflection of teacher turn-

over which placed relatively inexperienced personnel in all classrooms.

From Table 45, one notes that classrooms A and'Brecetifed the highest

scores during the second observation period ehil4 clasirams C's: highest

score was at the first period.- As has.beendminted out, the highest

total scores obtained during the second ob*ervation-period stemmed from

the-stmultaneops closing the school for repairs and &training work-
shop, providing, teachers with a work week before the start of the second

observation period. Classroom C's.spures. reflectIhe chattel in schedule

Abe to the aide's high absenteeism/ Both largU r small group activities

as well as activities in Spanish tended totted during her absences.
. 4

The following excerpt is from; an evaluation researcher's fieldnotes.

It illustrates various aspects of the implementation process at AMANECER I

reflected in the preceding discpslgon.
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It is first language circle time and the week's theme

is vegetables. In one corner of the room sits the

'English-preferring group of five youngsters with Mrs. Jones,

one pf the teachers. She passes around the foil-covered

"feely box," with the words "touchtme" and a variety of

shapes and objects pasted.on the top. *While one of the

children sings ouietly to himself, Carlos guesses at the

contents of the box, "It's a coke!" his peers unanimous-

ly reject his suggestion with "no!" and the teacher asks,

"Is a coke a Vegetable?" J4d&eplies, "No, -it's a drink."

Meanwhile, in the discovery area the'Spanish -preferring

Atd

group sits around a table with Mrs. Perez the aide.

Dora leans against the child-size .table i tently watch- ,

ing-her teacher peel a cucumber. Juan sta s, "I like it

with cascara (peel)." As the teacher pros s to dis-

tr.ibuli7FiZes of the vegetable to each child, she

responds to Juarl'ultb a question, 'You like\itlwith ,

cascara?" ,Berta, receiving her slice of cudumber, re-

ii-fii;"It don't have caScaratn it." Juan shakes his

head no and Berta asksTiiiYou like it?" Juan nods.

flora delicately picks off the seeds from her slice.

Juan protests. "Teacher, I don't like it." Berta asks

him, "You like the cascara?" Juan nods again. The teach-

er, returning to the language of the lessen, ,asks "LCOmo

se llama esto?" Berta and others respond correctly,

"Pepino freico." As a'closure to her.shbrt lesson the

teacher asks, "Robert, 1C6mo se llama esto?" Robert

ariswers,' "Pepind verdure." Then, anxlows to go out for

outside play, he asks, "lAhora pueddir jugar?" The

teache; repeats for the,last time,."Peptno fresco." She

then adds, "V es una verdura, muybien." She then re-

leases the restless students for outside play.

As recommended by thepodel, these first language lessons took

Place as scheduled. The Spanish language session took.placeAn the

discovery area which the model suggested was an area where children

shcfuld have new ekperiences. _The "feely box," which was introduced and,

used 'frequently in this cllssroom after the teacher training workshop in

December, exemplified creative use
ofinstructional materials to encour -

'age experiential learning. Since this was the first language session,

bdth teachers attempted to move from the concrete (cucupber) to a higher'

level of abstraction by classifying the object (vegetable). Mrs. Perez

also offered positive reinforcement to help build her young student's

self-concept. English, however, was the primary language medium in .

bdth the English and,Spanish circles. According to the model, the

panish'session ihould have been conducted entirely in Spanish. The

c ldren, however, spontaneously used English when they themselves di-

rec the conversation. The lesson only returned to its intended fit
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language focus through ,the efforts of the teacher, who asked a question

in Spanish. Keeping the two languages distinct during language lessons

was one of the,primary problems faced by AMANECER I teacheri at this

site where Englishweferring children and Spanish-preferring children

with both productive and receptive bilingual ability predominated.

4. Classroom Implementation Factors (Site II)

As evident from Table 47 which displays the scores for the

implementation categories at Site II, all Idessrooms experienced a

drop in overall implementation scores from De first to the third ob-

servatioh period. Physical setting, instructional materials, and

individual behaviors were consistently the most problematic areas.

There was considerable variation between classrooms, however, in the

categories of instructional materials and instructional strategies.

a. 'Schedule and Organization

All classroom at Site II planned and carried out activities

scheduled throughout the year. Each tlassroom had posted on the wall'

the general schedule of events and weekly planning guide. The

schedule utilized at AMANECER II was as follows:

Breakfast
)

. Morning large group

1st circle time

Independent play

2nd circle.time..

Outdoor play

Lunch

Clean-up/toileting

Nap time

Afternoon snack

Independent activities/departure

30.minutes

40 minutes

15 minutes

45 minutes

15 minutes

30 minutes

30 minutes

15 minutes

2 hours

30 minutes

Remaining 2 hours

Teachers concentrated onsocializing the childrew:to the schedule,

and from early.in the year it was followed closely even during tran -
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Table 47. AMANECER II Implementation scores

by classroom over time. .

0

V

..

Implementation
Categories

Maximum
Possible
Score

Classroom A

VII
Classroom B I

Classroom C.

Time 1 Time 2 Time 3 Time 1 Time 2 Time 3' Time 1 Time 2 Time 3

Schedule/
Organization

Physical
Settings

.

Instructiona
Materials

Individual

Behavior

Tnitructiomal
Strategies

.

18.00 1.20

.

.17.63

2.84

13.05

.

7.76

15.30

(.

15.51

2.84

13.05

6.79

.4

16.20

14.57

'3.55

11.75

7.28

16.20

.

15.28

4

3.20
P

12A2

8.25

.

15.30

14.81

3.92

12.18

8.73

15.30

15.'04

2.84
M

11.75

6.31.

17.10

16.45

4.26

%

14.36

8.25

16.20

14.81

2.84

13.05

8.73

14.40

.

14.81

3.55

. 12.18.

5.34

.

28.20

.

4.97

31.32

,_

8.73

TOTAL
.-

,

91;22 57. , 53.49 53.35.. 55.55 54.94 51.24,
.

60.42 55.63 50.28
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sition periods. Activities were begun and finished on time with late

errivali or stragglers allowed to finish partibular tasks by them-

Selves as teachera and the majority of the students went on to the

next planned activity:i The less than maximum scores are an artifact

Of a checklist item related to planned parent activities within the

Classroom: Although the model suggests that participation of parents

within the classroom should be planned for local policy allowing only

the admission of working-parents into the program made the category

.
`irrelevant as such activities were never gOserved. The socializateh

.
of the children to the routine,. which alined them to change activities

almost immediately on cue froman adult, is reflected in the midyear

implementation scores. Wring this observation period, although 41181

aides relatively unfamiliaLwitly the model were hired in two of the

classrooms, scores dipped o'hly minimally and the dip was largely the

, result of adjustments made for inclement weather. To accommodate poor,,

weather conditions, teachers generally omitted outside play, during this

tithe. The fluctuations in spores at the third observation period re-

flect the change in schedules as a result of a change in center policy

which required aides to leave the classrooms at various times over the

observation period to monitor bus rides.on children's trips to the

rehabilitation therapy centers.

b. Physical Setting

All of Site II's classrooms contained most of the learning

centers specified by the AMARECER model such as art, dramatic play,

discovery, music, manipulative area, library, blocks, and sand/water

area. Note, however, that the implementation scores for thi.t category

average slightly over half of the maximum potsible. The-Primary factor

influencing the results was the vile of the classrooms themselves. '

As previously mentioned, the classrooms at Site II were exceedingly

small, averaging only about two thirds.of the square footage found

the.classroOms at Site I. In addition, 19 or 20 children were generally

present in each room and movement was at times obstructed. As a

result of the limited space, none of the rooms had a separate small

group area,land with the exception'of classroom A at the first obser -

vationi none had a woodworking area. Children's lack of interest and

the difficulty In obtaining matePials were cited by teachers as reasons-

for the area's removal.' Although no area was specifically designated

as a small group area, this activity was carried.out in learning centers

such as the library. Also, the relatively low overall scores do not

reflect the fact that all centers need not be in use at all periods of ,

.&he day for adequate use of the &hysical setting to be made. Often

activities whichiinvolved-ail ,of he children occurred in one or two

areas as In the case of the language groups.' Thus a maximum tmplemen-

tatiOn score for the physical setting did not result, although model

directives were being followed.

Across tlib three classrooms, there was a gradual decline in this

category from the first to the last observation period. This was largely

1
4
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"s result of the removal of particular learning centers'either be-

cause of a lack of materials or their unpopularity with the

children.
WO.

c. Instructional Materials,

High implementatipplcores for this category mirror the fact

that Site II's classettms wire well stocked with,a variety.of instruc-..

tidnal materials. These included manipulative toys such as puzzles,

legos, and blocks as well as art supplies and books. In each center,

materials were placed on shelves that were easily accessible to small

children. In addition, all of the rooms utilized various forms of

multicultural materials, ,such as clothing typicalof dirferent

ethnic groups prominently displayed. Musical instruments reflected .

a variety of cultures, and records included songs from different -

parts of the United States and Mexico. A factor contributing to

lowered scores in this category is that the teaching staff neglected

to label the,materials in English and Spanish as suggested in the

model. However, they did label'the interest centers11n both languages.

Fluctuations over time within classrooms, noted in Table 47, signal

changing classroom arrangements in th. use of wall decorations, The

lack of children's art work used as wall displays served-to lower

ratings'at the initial and midyear observations in classroom A, at

final timer period for clatsroom B, and at midyear for .classroom C.

d. Individual Behaviors

This category appears to be that in which the most difficulty'

in meeting model goals was encountered at AMANECER II, as it is the

only category'where less than half the possible points was achieved.

The generally low scores in this tategory are largely a result of

the absence of parental participation in the'classroom, as called for

by the model. As Mentioned previously, lack of parent participation

resulted from the stipulation that to be eligible for'Head Start

service, both parents had to be employed. Nil stipulation effective-

ly precluded the possibility of volunteers and for the most part

limited parental participation to the occasional donation of classroom

materials. The slightly higher score for classroom C during the first

'observation period reflects the only observed participation of a

parent in the classroom. Although present in the classroom, this

individual contributed largely through the making of tnstructional

materials.

The consistent trend to.slightly lower scores in classroom B

reflects the influence of the physical setting on individual behaviors.

The small size of the classroom, which limited the size of each area

such that It had space for a maximum of two to three children, eliminat-

ed group work by childrenpring independent play-and cut down on

256
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adult -ckild interactions during that period._ In addition acher

in this classroom was a quiet individual who at times 4 not out

Children but rather let them cow to her.

Changes in teaching personnel appear to'have had some effect

On the instructor's interactions with the children. Preceding the

second observation period, two new aides were hired as replacements

for individuals leaving the program. Although the aides were intro-

duced into the classrooms quickly and teachers were not left handling 4110

routine was needed kylhe newcomers and this adaptation is reflected
_the classroom alone, a short period of adaptation to the AMAME

in the scores at the second observation.

In addition, the model calls for a balanced use of langiiages by,

the teaching staff.. However, in no classroom was such a balance found, .

and there was great variation in the ratio'of English to Spanish usage

by adults within the three classrooms over the course of the year. ,
Although the individual who was the designated language model generally

spoke more of a, particular language, the patterns of teachers' language

usage reflect the dominance of one adult within the classroom. Such

was the situation with classrooms Aand 8,-where more verbal utterances

were consistently recorded for the teacher in the former case -and the

aide in the latter case. As is evident in Table 48, the dominance of

one individual in verbal interactions usually brought'about a pre- ,(

dominance of one language over another. Classroom C varied from this

pattert as in verbal interactions the predominance of one individual.

did not dictate the principal language of interaction exceptduring

the third observation period.

Language usage in both classrooms Band C shows'an overall

decline of English usage throughout the year. However, these class-

rooms differed in that where English remained dominant in classroom 11,

Spanish became dominant in classroom C. In each case the trend is a

result of the teacher taking an increasingly active part-in classroom

interactions over the course of the year.

The mode of-verbal responses used by teachers and aides was

found to have a similar *tern for all three classrooms. In all of

the rooms, there was a predominant usage of informational statements;

these accounted for 41-46% Of all utterances. The next most frequent

type of interaction was the use of questioning by teachers and aides,

comprising 25-32% of recorded utterances. A less frequent usage of ,

commands and reinforcement was found in all classrooms, accountilifil,)

equal proportion -for 10-16% of the total sample recorded.

All of the classrooms showed comparekle trends ie the ute af

verbal models'. In each, statements gradually increased during 'the year

at the expense of questions. By the latter half of the year, teachers

appeared to be speaking more and eliciting responses from children

through direct questioning less often. Thfrlias partly e result of
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Table 48. MANECER II claisivonlanguage
Production by Ching unit.

CLASSROOM. A

INSTRUCTOR
..,

.

' . TIME 1 ,...., , -
*I

1

, TINE 4,
. ._ . TIRE 3

., English' Spanish
Thai-

' Istion
,

Lana..?
Switch

_

Individual
Pertept .of

Total
Inglis)!

.

Spaniih
Trans-
lttion

- -
. Individual

Percent 4,-
Total

English% ,.. .

Spanish
Trans.
lotion

Leal.
SwtfiC

Ind Waal
PereInt cf,

Total

Teacher ,

79 0

.

.
.17

14 . ('-1 *,
t .

01" 45 1 48

47 , 17 L -4 ,
,

- 5 II 0 1

- --44'
70

4.

21
Aide

,
0 .17 0

_

TOTAL
. ,

. ,

79 '21 ` 0 0

.-.. ..

100 ' 59

- _

100'
1,

1,1,

42., 32 5

.1b

.
CLASSROOA A

INSTRUCTOR

. .

.
-, TINE 1 .

English
'

Spanish
.

.

TINE 2

.Trans-
.lation

,

. .

I.

Switch

is
In4iiidual
Percent of

Total

-
Engligh

,

Spanish

TIN6 3

Trans
lefts

Indifidu$
Perceit at

Total
English

,

Spanish'

Trans-.
lation,

Lawg_._

Switch .

,

Individual
Percent of

Total

_.t.
Switch

Teacher

.

0 9 0 9

. .

* II - 22 1 1 35

- '
39

Aide
_

.

.' U 9 0 0
NI,

,

91

..

' 1-- 0
.

75 23 , 1

-
. 65.

.
103

. .
..

.:

gg 0
- \

61

100,_ ;

TOTAL
.

, .

14 0

.

. 100 1
.

CLASSROOITO

naTieucron
Ikk

TINE 1
TIME 2

dill fit! Spanish
Trans-
lation

Individual
Percent at

Total
Spanish

Trans-
stip*

Itti tadividu

Switch Percent
TAM

Teacher
.

10 4, 0 43 16 1 t 57

Aide"

,TOTAL

14 6 5

11), t 5.

57 4 .38

4112 - 54 -. 1

43

100,.

'English
Trans..

Isaias Fwitch

Individual
Fluent of

Total .

.
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the late and infrequent training that was provided to the teaching

staff. .

,

e. Instructional Strategies .1- ,.

. 4
.

. .

Teachers had great success in carrying out all of the instruc-

tional endeavors called for by the AMANECER model as shown by the

consistently high scores achieved in this category. In an effort to.

Maintain a workable situation in the lfmtted space available to them, _

'instructors created all of thtlearning experiences suggested in the

model guidelines.

s Two of the 414srooms dedonstrated close to maximum fmplementa-

tion scoresat,the beginning of the year and maxima scores at the

midyear observation but lower scores at the,end of-the year. The main

factor influencing the drop in score tor clashroom was the cancellation ,

of the daily circle time lesson, a change in schedule that brought about

the omission of two model-suggested activities. With the substitution

of .-nt play for circle time, there were no activities using

the 'second language (English), nor were there adult-directed

act vit e during "the observations. The reason for the schedule,

cha theimpossibility of conducting circlelessons because of

. -;:the'aide absence from the classroom due td the morning bus rides

iithlirehabilitation children. Outside of the English circle lesson,

'there wads a preponderance of Spanish usage by this teacher and the

mmjority of children in 'the- room.

-ForolassrooMB the score declined because neither adUlt -directed

activities nor activities involving the first and second language

occurred during the third observation period. .During former obterva-.

tion periods, the,teacher and aide were observed interacting and

directing children in individual activities. However, they did not

engage incsuchlbehavior during the final observation.

Classroom A showed hig0 initial and final scores in thikcate-

gory but experienced a midyear dip.. The lower score ihdicates a

lessening of adult-directed activities7during independent play at
.

that observation period because of the necaide's adaptation to her

role in.the classroom. ,

The following excerpt is frcr an evaluation researcher's

fieldnotei. It illustrates various aspects of the implenenAtion

process of AMANECER II reflected in the preceding-Alipussioh.
7 '

\

1
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The Spanish -preferrinuchildren are vathered in a

circle around. the teacher for second language de-

velopment circle. The teacher holds a picture of

a table with foodiz:d plates, but lacking a cup,

and asks, "What i issin§?" To cue the children

to the proper response she turns the card over to

show a picture of a cup. A chorus of voices chimes

"taza" along with one child's response of "café."

-The teacher then attempts to give an additional

hint in English: With what do we drink it? 'Cup

. What is here?" and poifits to the cup. When'

the group persists with "taza," the teacher finally

Anditates the desired response, "cup," which the

children repeat., The teacher the' refinds the

children of why she insisted on. the Enl$4sh.word:

"This is arjjnglish circle. Now I'm going to show

you a picture. Who is it. Who is the lady?" She

holds up a picture of a woman servirm-d" drink to a

little boy-and girl. The children, picking_up on

the vocabulary word' "lab: respond in unison,
"lady." Wen the teacher asks, "What are they

doing?" Sara.answets, "boy," and the group repeats

after her. The teacher then turns to another child,

"Mason, what are theyidoing? L(We estSn haciendo?"

Mason replies appropriately, "Estfin tomando Koolaide,"

to which the. teacher'replies, "In.English, Mason;

They are drinking Koolaide." While Mason tries to

repeat the English phrase, the children start to stir

restlessli., The teacher closes the lesson with a sug-

gestion: "I want you, to talk English at home. .

t Quiero que practiquen hablar ingles con sus hermanos."

She then addresses a question to Amaranta: "LTu mam4

habla ingles?"' 'When the child nods affirmatively, the
teacher advises,'"Tienes que hablar. con ella." The

children listen as the teacher announces the next

activity. -A-This is.the end -- nowve are going.to

make exercise ts in a big, circle because it's too cold

to p) ay outside." Then they eagerly stand and move to

the circle area.

In this example, the teacher at AMANECER II carried out the

lk scheduled language adult- directed' activity. The socialization of the

children into the daily routine was evident from the teacher's closing

line signaling the end of;the lesson. As happened-frequently, bad

weather curtailed the. usual "outdoor play" period. The. lesson itself

was conducted-at a semiabstract level with the'teacher employing

appropriate, pictures as inktructional materials. The difficulty'of

maintaining the use,of'English only during second'language development

time, however, was painfully evident. The teacher adapted her language

itre to the limited second language abilities of the.children only after

4.
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I



-214-

repeated questionsand reformulations to help the children under-

stand and respond approOriately.in English. Although the children

repeated isolated words in English, the content of the question was

beyond their receptive ability.

5. The Comparison GrOups

As previously
two types: stay-at
home and preschool
who like the experi

Hispanics,received
tion. They were:not
children in terms of

Itr
ti

coned, comparison group children consisted of

in Corpus Christi and a mixture of stay-at-

Wen at Laredo. The children,at Corpus Christi,

al children were mainly English-preferring ...'

lth,services for participating in the evalua-

ignificantly different from the AMANECER

e ther age or sex. "--

All but nine of t AMAMECER II comptrison children attended'

Head Start centers st red much like the program of the experimental

site. There were 15 20 children per Classroom enrolled in six

classrooms at three different.Head Start sites. The programs ran

from 8:00 A.M. to 3:00 P.M. or to 5:00 P.M.

The classrooms had a number of learning centers with a variety

Of materials. Teaching strategies varied from classroom to classroom,

though most teachers tried to present concepts and language activities

an rotating small groups. After group time, children engaged in free '

-play until lunch. During this time the children wandered into the

different centers,with no particular projects in mind.

.The curriculum used by comparison classrooms emphasized

socializatfort to, the_ classroom as well as acquisition of concepts.

Socioemotional development was geared toward letting the child learn

to shart, to respect the rights of others, to respect classroom rules,

to internalize the' classroom routine, to cooperate, and to make

,decisions.. Concept develirt aimed at developing analytic, skills

in claisification, sequen and matching`as well asskills in

visual discrimination. .Language lessons-in small or Urge groups

sought to, develop the children it verbal ability.
4

.C. Summery and,Feesibiltty of Transfer
,

Both-the test results and the classroom observations reflect-.4

the distinctive process of implementation at each AMAMECER site.

Although only quantitative data are available for Site II, the sir
nifiCant gains made by children in English Language Acquisition and

the consistent gains made in English-and Spanish Concept Development

suggest that even In a predominantly Spanish -speikfng environment

with cbildeen who are close to Spanish monolinguals, systematic

impletentation of the *ANECER language activities can ensure second



. .

language development.

Observational data from the AMANECER'I classrooms showed that

Spanish-preferring experimental children made a good deal of progress

in their second language, especially in the areas of Language Acqui-.

sition .. Concept Development. English-speaking children, while

$howl ..rets in their first languag, had little need to develop

their secon language skills in the largely English language environ-

ment oftWolassroom.

The. children at both sites showed. increasing' ability to carry

out activities independently. This was a result of the experience with

the ,horquilla, or clothespin, system of classroom management which

developed school readiness skills.

Experimental and comparison parents at both sites were generally

favorable toward bilingual education and had similar perceptions of

the importance of 'edimation in general for their children. Reportsief 4

their children's language ability differed markedly, with respondents

of of both experimental and control groups at Corpus Christi perceiving

their children tobe English-preferring and those at Laredo reporting

a Spanish preference for their children.

The' classroom staff were generally favorable toward bilingual

education and.saw that it had advantages for both Spanish- and

-English-preferring children. They were toward the model,

especially its classroom management aspect. The amount of paperwork,

however, and,infrequency of in-service training caused some staff a

ditsatisfactiop. All teachers were supportive of parental participa-

tion in the clbssroom and viewed bilingualism and bilingual education

'as important-for its social value. . St

Both AMANECER replication sites were relatively successful

in carrying out the directives of the model. There wer, however,

consideleable varibtion in the pattern of implementation. Scheduling/'

organization and instructional mpterials were .the ,two aspects 'of

programming most easily implemented at the sites. Both sites were

well provided" with instructional materials. The majority of. these

beyond%the normal preschdol fare of blocks, puzzle's, and art and

crpfts materials were furnished by the teachers. As the teache and

students generally shared -the same culturalleritage (Mexican Amer can

Texans), the material's were culturally appropriate.;

In' he area of physical setting, size became an important

variable in taking full advantage of the classroom. As shown by the

situates at Si t'S II, the lack of available space prevepted the addition

of new learning centers over the year and impeded the.free movement of,

.children during activities. Lack of spice, hoiever, was largely over-.

come thrbugh accustoming children to the use of the horquilla system

and sistematioally carrying out activities, in the sequence prescribed

by AMANECER.. .
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Problems of teacher turnover at both sites were at least tempo-

rarily detrimental to implementation, especially in the area of

instructional strategies. All classrooms showed lowerimplementatioa-

Scores at those periods when new instructors were adjusting to the

4'roUtines and demands of the model. The experience of the two sites

suggests, however, that such inexperience can be overcome with loin-

log workshops.

Teaching staffs at boWsites exhibited.a reliance on one
language within the classroom. Site I teachers tended to speak more

Triglish with the children, whereas Site II teachers utilized Spanish

in the some types of intettactions. The tendency to use one language

mos related to the language ability of the children. The presence of

an overwhelming number of Spanith-preferring children at Site II led

teachers to employ Spanish in the majority of interactions. The same

situation arose in Site I where the composition of the student sample

Included a large proportion of Englip-preferring.preschoolers.

The isolation of the Head Start centers. in relation to the

general, community combined with lack of adequate transportation con-

tributed to low parentatOnvolvement in the classrooms. Parents,

however, showed their s6pport of the program in alternate ways by

donating labor, food, or time at home to make materials.

4
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FOOTNOTES

1. The interactions are a result of the si$erior performance by

female comparison children over their male counterparts.

2. *At Site I similar trends were found.' Experimental children

with no demonstrated ability in English had average posttelt

gains over control childrdh of: EMU 2.4 vs. 1.4; PSIE 9 vs. 3.

For children with some ability in English as measured by pretest

scores, comparisons were as follows: EMLU 2.5 vs. .9; ECOMP 7.1

vs. 5.3; PSIE 9.5 vs. 9.2.

3. This is further refletted in the rank order/correlations

between test performance on the measure of language acqui-
, sition and classroom behaviors in that area, which were higher

for English (.86)_than for Spanish (.69), (Appendix W ).

4. While there was a high correlation between test results and

observed Oassroom,behaiior related to English comprehension,

there appears to be little relationship between those Spanish

comprehension. behaviors observed in the classroom and those

sampled by the tests (see Appendix W for correlation coefficients).

5. The lack of practice itSpanish concept development by the end of
thelpreschool year is reflected in the differences in the

tiens of test results and classroom observations between English

(.96) and Spanish (.02) concepte.development.

6. Teachers and aides at Site I received a site visit from the model

developers in September of the evaluation year, during which the

goals Of the model were reviewed and they obtained AMANECER

materials. This wa4jollowed up with a one-day workshop in

November, a materialrworkshop-in December, and a two-day training

workshop for the'new teachers in January. Those at Site IrI re-

ceived gp.ly one two-day training workshop on parent participation

in FebreNry, 1970.
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VI
TEACHERS COLLEGE: ALERTA,

The ALERTA curriculum model was developed by the staff of

Teachers College, Columbia University. This model is based on the

assumption that a child's learning capacities developin an orderly

and'sequential manner as the child engages in more complex-ways:of

thinking, feeling, arid acting. As-the total environment is central

to the learning process, the home, full'', and community are,incor -

porated into the learning context. k'arents are strongly encouraged to

participate in the child's preschool through materials development and/

or as volunteers.* Bilingual development is achieved through planned,

teacher-directed activities. Teacher language patterns are such that

children are encouraged to associate one language with a single

instructor.
a

This chapter presents the results of the evaluation of the

ALERTA curriculummodel. The chapter is divided into three sections.

The first section provides the findings related to the impact of'the

ki Model'on children, parents, and teachers over the Head Start year.

The second section deals with the implementation of the model at the

two evaluation sites. Theathird section sumnarizes and integrates

the impact and implementation findings.

A. ImOact of the Model

The fdcus of this section is on.. the outcomes of participation

in the ALERTA model. Child outcomes include a'discussion of the

:characteristics of the sample and the, results of both standardized

tests and classrodm observations. This is followed by a discussion

of parent outcomes. 'The findings for teachers conclude this-section.

1. Child" Outcomes

a. Child Sample

The two ALERTA sites were located tn New York.City. Site IA,

where 25 experimental group children, experienced the ALERTA curriculum

Model, was in the South Bronx. At Site II in the lower East Side, the

experimental group was composed of 15 children. A high transiency

rate, recruitment, and administrative problems, combined with the

°presence of a large number of control children on the Head Start waiting

list, reduced the control groups at the South Bronx and Lower East Side

26C
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Sites to eight and four, respectively. Consequently, the test 're-

,suits of the experimental Children at the two ALERTA sites are

presented in terms of descriptive statistics.

Site I children were predominantly Hispanic (16); all but one

of the regaining ,chren were Black. Sixteen of the experimental

children were Engii preferring.' There Were 17 females and 12 males

in the experimental group. )

The Site It experimental sample was also'Oredominantly Hispanic

(9) with Blacks (6) /Apprising the rest of the experimental group.

There was a similar distribution of males (Z) and females (8) in

the experimental group. The majority (12) of the.experimentpl

/ children was English preferring. 0, ,;-

b. .Test Results

(1) Span ferring Children. The results;presented here

cannot be interInterpreted in the same way as thosi pre ented for-the other

model,. They dOt however, tend to reflect the ALERTA model's emphasis

on developingthe English skills of Spanish-preferring children. At

both sites, Spanish-preferring experimental children improved their

?test scores on all English measures at posttest (See Table 49).

Children at ALERTA I also improved their performance On all of the

posttest measures in Spanish. Site II children increased their test .

scores on six of the seven Spanish measures. 1 An examination of

Spanish-preferring children by entry-level ability suggests a trend

consistent with the classroo0 observations and similar to that found

for other experimental programs. Experimental children at Site I

who entered the program with no demonstrated ability in English showed

far greater mean gainshin English than comparison children (EMLU = 3.1

vs. O ECOMP- * 7.0 vs. 0; PSIS : = 16.0 vs. 0). Experimental children

at both sited with demonstrated"ability at pretest performed similarly

to comparison children (EMLU: = 3.9 vs. 3-64 EMI): 9.4 vs, 6.5;

66IEg 14.5 vs. 15.3) with the greatest mean diffOrence in the area

ihf Wish comprehension.

4

_(2) Englishlreferting Children. English-preferring experimental

children at Site Tmade posttest gains on all seven English la

measures (see Table50). At Site II, English-preferring child=1:-.

proved their`performaace on threes of the seven English measures.

English-preferring experimental children at both sites improved their

performance on all posttest Spaniih.measurei.4

c Classroom Observations

Site I was selected by the ALERTA curriculum developers as most

representative of their model: The subsample grouping at this site

selected for intensive observation at three points in time over th!

.

1
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Table 49. ALERTA mean scores on six constructs /

at pre and posttest for 6pani sh-preferring experiment 1
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Table 50 . 4LERTA mean scores on ix c nstructs

at pre and 'pdsttest for English-pre experimental
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evaluation yeah, was comprised of nine (9) Hispanics, five (5) Blacks,

and one (1) Filipino. Language preference was fairly equally divided

between eight (8) English-preferring and six (6) Spanish-preferring

children. Patterns of the subsample children's observed behavior

in the areas of lapguage production, concept development, and

socioemotional funOtioning generally support the test findings.

.,%. ,

. . (1) Language Usage. The overall language use for the children

of each language preference as a group is presented in Figure 6.

As can be seen, even early in the year much of the Spanish-preferring

children' language practice in the largely English language environ-

vents of the ALERTA Classrooms was in their second language. The

increasing tendency of.these children to use their first language as

the year progressed cprresponds to an increased emphasis on Spanish

by tht teachers, espetiallyiduring the midyear observation period.

English-preferring children, on the other hand, received little

practice with Spanish. Over 90% of'their verbal interactions at any,

observation period were in English.
E

. . An examination of the individual experiences of the Spanish-

preferring subsample children (Table 51) shows that practice in

English during the initial observation period was limited to four of

the subsample children. Of these-children,.the three who spoke

entirely in English during the initial observation period -- Judith,

'Ibirley, and Veronica -- had some verbal ability in English, and their

comprehension of that language was near that of their English -

s.4# preferring classmates (as measured by pretest scores) on entering

school: A fourth Spanish-preferring child, Alicia; demonstrated an

\,,,.._ -understanding of her 'second language similar tO that of the other

three children but was unable toproduce the minimum of-three utter,-

ances in English required to calculate an MLU at the pretest. In

the classroom, however, this gregarious child was regularly observed

/
speaking English, although she continued-to-prefer Spanish for ner

verbal interactions throughout-the year.
, 4146

The final two'Spanish -preferring children -- Francisco and

Maria -- were not observed to use either-language during the.fihst

observation period. Both children were somewtjat shy early in the year.

Maria had entered preschool slightly after the year began and appeared

to need some time to accustom herself to the classroom,'after which

.. she became quite verbal. ,r47454tico remained rather withdrawn through-

outout the year. Neither chi emonstrated verbal.ability in his and her

second lagguage.although Maria exhibited some understanding of English

at -the pretest.,

The direct verbal input receivediby thechildren (Table 52) is

/)
reflected in .their language use patterns over the preschool year.

lie

Shirley and Judith, he children who maintained the highest levels of

English use throug t the year,3 were addressed almost entirely in

English by both th r teachers and peers. Veronica, the only spbsample

child to show consistent incheasees in her use of Spanish over the year,

27i)
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, Figure .6. Classroom observations of child language use

were obtained for a subsample of Spanish-preferring and

English-preferring children during Fall, Winter, and

Spring. The figure beloW shows the proportion of Spanish

and English in ALERTA subsample children's language use

OW time.
t
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was also the only Spanish-preferring child who received direct input

from bothrteachers ind peers.primarify in Spanish. :Maria, whose .use

of English increated at each observation period-, was observed to

receive input primarily in Spanish during initial. observations. Sub;

,sequently, her teachersaddressed her equallytn Spanish and English.

and, when peer input was observedt it was entirely in'English.

Francisco; who aTso increased his English usage by-thifinal obser-

vation period, received inpdt from teachers in both Spanish and .

English during, his infrequent direct classrodi interactions.

input from teachers remained primarily in Spanish, as did her own,

utterances. She was, however, observed to receive input from peers

only in English at the end of the year. '

As Might be expected, given the amount of English used b .*

the Spanish- preferring subsemple children, their practice wl -English

grammatical .forms increased over the year.(set,Appetidix1) . to 1 of

the children practiced a greater variety of formtatri by;thepnd of

the year those three children who had exhibited the most ability in -

Englith on entering school were affordedthe opportunity to practice

all the linguistic cnmpetences listed as cross-molel obectiVes, The

most general patter nt were,in the cruse of the'negitAye form, where all

dphildren increased their practice, and use of the future tense, where

all but'Francisco,showed gains. The use-otinconplete sentences
r also increased for four of the 'sjx children as practice in English

often came as the result'of a' short answer to a struttured drill.

'All'children were observed to use more gramaaticilly incorrect

structures as they experimented with their second language, FUhction-

` ally, 'although thb majority of all children's prattipe was In,the area

of verbal instruction.throughdut the year, five of the six children

diversifie their experience.,

betrite the laige amount of English used by the Spanish -

preferring subsample, these children also demonstrated 'greater

linguistic competence in their preferred language. All of the children

increased,thl) diversity of the competencies, racticed. Ai in the second

language, incomplete sentences increased for all butone,efithe children

helve]] %but one had relatively more practice With the interrogative as

the'year progressed. Those receivingtbe most general-practice were

the three'chliOren'who continued to'speSk themeatestrproportion of

Spanish at.each,observation. As in English, the functional competencies

practice i *ithe children were largely .limited t6 , the area ofverbal,.,

instructtonJ V
ky,

The inglish4referring subsample children appeared to have had

similar; expBriences in the ALMA I clissrnoms-vver the pr hool

year. Only one child, Jody, Was observed to.use her second page

with'any consistency overthe three obiervation periods and eve

usage' decreased. Both she and.Jaime,,who a e ibited a slight

tendency. to use Span*, were the only c .dren- o have measurable

'productive ability at the,pr &test. Me-other six English-preferring ,

subsampleickildren!s (Kurt, Wanda, Kunjani, Donald,. Elizabeth, and

.
. - 2

- so

.

I ..
0
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Na)oldj use a:Spanish was largely confined to structured Spanish

lessons in which isolated lexical its in the second language were

pract4ced.

°tract Input from teachers and peerw.to individual chtldren..

generatly paralleled the children's langiage,use. Children who -t--

Ameltar'used Spanish (Xunjani and Kurt) were also never observed to be-

spOken tO' Individually in thet language, riable5,2 ). Other obildrmo

b Thcreased their use-of Spanish were addressed more often in

SWIM over the Immirthan:they.had beep aethe iettlil obsgmation

period; -Jody, who decreasedeterSpanish Ost, peived inputentirery.

in English after the first obserliatten,wheramretOkirold would=
observed receivitrj input *ring early Obtetvatiens.',

,

a

a

The EtigliSb tr ri ,Ohlkiren'S use of Seltniakapas

in the or of ihamplete sentences. 00-emetically intOrreet utter-

ances were-41'i0 common It those few instances when the children used

.4, Spanish." Ohe child, Jody, showed more diverse practice with Spanish

grammatical forms. This practice occurred primer ily at the second

observation period when the 'child increased her u'e of complete

sentenceskthepresent tense, and the interrogative form(Appendix 0 ).

Similarly, practice with-functioneLcompetencies was largely limited

to this child and occurred only.inithe area of providing verbal

instruction. '*

In their preferred language all but one English-preferring

Child were observed to use more diverse grammatical forms as the.

year progressed. The most general patterns were the use of the

, negative form where seven out of eight children showed relative irQ.-

creases and-use of the interrogative,form and the future tense wheft .4

six of the eight childrenHincreased their practice. As with the-

Spanish-preferring children, most' the practice observed in the

area alffunctional competence was/i the category of.verbal'instruc-

tion.- Five of the eight, children d however, exhibit a slight

tendency to diversify theippractic n thts,rrai.

Patterns-of observed behavior
and recall for chil

UK, obs
wasprincipally In.
room or home (Appe
-identifying anion
use of songs and

4,

1* to language comprehension

of both languag preferences were similar to

e use in general. The childrsits practice

wor providing details about the class-

). :the observations of children
or spoken phrases with pictures reflects the

in both Spanish and lish at this site.

While the practice of the English-preferring ildren almost com-

pletely in it preferred language, the three Spanish ferring

children who nerally spate English in the classroom had s't of their

practice in eir second-langpade.

The greatest amount, of 1 guage produCtien.for both English-.English-

and Spanish- preferring subsample children occurred, as.would be

expectedoknIng:small group activities. This -*consistent with

.

4

a
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the implementation data which show that teachers it Site I. carried

' out structured language activities aimed at providing children with

an opportuniti to expand their language, especially English. The

following eximplesy::06'from the observations of two subsample

children over the r illustrate how the general trends reported .

,abote are reflected in the experiences of individual children.,

..aria. a rather small mcanele-complexioned girl with long

wavy hair, Was described as being one of the more intelligent children.

at this ALERTA site. Although at the beginning of the year she ex-

_ hibited a reluctance o relate to her classmates, by midyear the

teathers had successfully drawn her in ater classroom participa-

tion. Maria was a Spanish-preferring d who exhibited some

understanding, of English but no ve ability in English At

pretest.

e

; Maria was typical of many of the Spanish-preferring children

. in the. ALERTA. Program-model, however, as her interaction throughout

the year was prialarily in English. This reflected on her posttest

scores where she scored slightly higher on the comprehension and

production measures, in her second language than she did in her first.

Thefollowing speeCh sample itaken from an exchange with her

teacher'whensbe was engaged'in one of her favorite activities

putting together puzzles by herself in the manipulative toy area.

ti

41. .
Ma ;ia : This is the father and this is the

mother.

,- (Pointing to a puzzle the

.Three Bears.)
This is cabeza, the mano.

(Correctly identifTl the
animal's body pa7ts.)

Ese, yo lo se poner. This mine.

This go. over there,-not over
there, Ws for the mother,
thislorlhe fathers

Teacher: What 1s -this? ,e**

(Pointing to the animal's

trousers and shoes..)

Maria : El pantaleh y los zapatos . . .

This is the mother clothet, this

over'there. I bid it, I,did it

Mrs.
(Upon'successfully positioning the

piece in the'puzzle and then
placing more, p ces.)

This over ther oo. This for the

nenito.
(fliiishing With the Three Bears

puzzle, she goes to the cupboard

\t, for still anotheriputzle.)
I

e

X77

.
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If
.find-more puzzle -- another

e.
(Returns-with a puzzle featuring

, " \ the .

. mare! occupations.)

*This go over there. :(' 4 food
.

(NW' fetching still another . , , .:

the teacher asks in English
names of the ,figures. .

sting to them she correctly , ,

tilent4t1es the following:) .

; a catrapple, sills
s gO olfrk. 1'

. ie teacher asks what it it

,
,

_.....1j, , ;._.,,`. . :, ' Ileck.:- ;..' ' IliScprrectly -fo
,

- :, ..

.' .. A. .e.. (She. ifonti.nues Wi the identification:)

..,...i. ,_
,..A,gat...o et. cat . . . i Casa es house ... . .- . , .

141-ca-o 7s fish".
. -

.-.4 . r
. p

. Marie's liiih exhibited: pany f the typickal characteristics
,of tpaiisi. i ers 'an -eai-ly..age trigitsh second language develop-

raent..,-- thestill bad it mastered the .pula and third person "-s", 1

**phew onalthils pro ._..suclr.gr tjcallyAmpeefect utterancet.

as "This for the:fatber" Th .- .acgo over there." Similarly,
'she riot yet acquired -....- essive.''-s" 'form,-,referring tQ "mot r

clothes" and *This for :the nenita.: -Although still' in,the process q
mastering some of.the more basfc English morphemes,ste'successfully

''s util lied the past
<

: tense two- i rreguTar verbs "did" _and -"found." In

-witifof the general -gr ti4,1 fncorrectnes's of her - .speech, she

ably camiunicited her mea ingly supplesenting her second language

wit ji movemen s suctidas ,nti and. use of tier first 1 age in a- ..

form of 1 ge-switching to bstitpte'-for.unknown lexical l 1 trark

'. . In her first anguage sip spoke in,.coMplete sentences; except when
merely .resp ding to the teacher'*questions, us the copula; and

successfully pluraliz nouns ("los zapitos")_. ' .-* :

. At this 01;rnt,'Plarie tended -to make most of her identifica tion s
f.in,her preferred language =- e.g:, is is cabezt and mono," ,
although she knew a timber, of common Icel.-1W for aiMals, foods,

and family,, as well as more diffi ult Eng),)sh. concept of.tbe noise

, ced by a.t1Ock so, the tea-- - requesting-inforlation limitedi.

basic visual d riminatiori, as NH-questions In Inglis's to as to

courage Mari use.of her s-- . language. Final ly , speech sample
also- provi evident of Marie's met-alinguistic awareness bf the-

-dis #rot oh between. two languages, as she pointed'otit 3 gilts es

. y ca es 'ho . ., ."ar
S

*..
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By the end of the year, Maria appeared to make some use of her
.

1.
preferred language in the classroom, while maintaining her communica-

tive competence in English (speaking English 80% of the time). The
IL following langpaOs sample was taken from a lesson en identification of

animals.

S

Teacher: Le6n.
(Showing a picture of &lion and
modeling.)

Marta
Teacher: -(Showing a picture of a giraffe.)

NW* : Giraffe.,
Teacher: En elpaBol.

Maria : (No response.)

Teacher: Girafa.

Maria :4Girafa.
Teacher: (Asks if one could hare a giraffe

in the house.)

Maria : -(Shakes headr.)

Teacher: Why? .

Maria : E(s) muy grande. Mi prima tiene un.perro

y tumba la cosa de la estufa.

Tgacher: Wks if you cquld have a gorilla it
the house.)

Maria : Porque rompe la casa.
(Group activity ends and Miria goes
to the manipulative toy area Where
she pulls out a puzzle Kith girafs.)

Maria ; .Look, Miss giraffes.
Teacher: pe gut
Maria : Yellow, blanco, green.
Teacher: ; (RevieirEUTOrs in Spanish.)

,

Unlike the inning. of the year, the teacher was now elicit-

ing information in, nith, as evidenced by her more frequent

questions in that language (enespanol, IC* qua color?) When
the teacher asked a WH-Why question in English, involving a more
complex velpal response than a simple yes/no question of Whit-

identification, Maria responded in Spanish with the reason and
spontaneously recalled a happening in thq home correctly using the

past tense in her prefii-redlanguage- Ortain,conCepts, however,

such as those of 'colors, seem to,be internalized in her second lan-

guage; as witnessed by her-resimse'primarily in,English to. the

teacher's question about colors. She may haveresorted to Spanish
to meet more cognitively complex demands, maintainfqg her English for

jancrete classroom.needs.., .

.

''Francisco wasg.a Spanish - preferring child whb e*hibited no
receptive or productive tbilities in his second language on re-

test measures. His light brown complexion matched the cold his

.4/
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eyes. As mentioned, Francisco was shy, withdrawn, and reluctant to
speak at the beginning of the year.' He was slow in socializing
the classroom environment, and only took part in classroom activitilp

under duress, as shown by the following classroom excerpt:

All the children are gathered around 1411...-, as she
discusses the different vegetables they will beiriwing later

that day. Francisco sits in the rug area playing with blocks.

He does mot appear .to be listening to the teacher even though
. she's speaking Spanish (his preferred language): Moving to a

corner, he kneels and touches the heater. Still kneeling he

looks around the room to observe the classrotet activity with-

out speaking. The.other teacher walks over to hi and takes
.
him by the are inorder to bring him back to the group where
Mrs.. is now weighing the vegetables. ,-.Me sits with the

groupEF says nothing..

By midyear the-child began-to-take-pert in some clasfivam

activities. Francisco still. seemed reluctant to speak but would

seek out .Spanish - preferring playmates and at times use his preferred

language spontaneously wish both peers and his teachers. Inthe in-

stance presented. below, Franciscb uses_both the past tense and

interrogatiVe form correctly.in his preferred language. His speech,

howeVer, is still somewhat egocentric in that he fails to wait for

t response to his question, and instead answers it himself.

Francisco and several classmates are busily, making puppets from

brown paper bags, construction paper, and bits of plastic and string.'

Francisco: (Pointing to Judy's puppet, he says

excitedly:)
Mira que hizo. Mira que

(Grasping the bag and a piece of

structiori papineir, asks the- aide:)

Lam le pongo

(Frhout waiting, for her answer,

he remarks to no one in particular:)
Le voy pegar

By the endtpf the school year, the child exhibited sufficient

English masterry to be able to interact with his English-preferring

classmates. Francisco and Harold each take a wooden vehicle from the

shelf. .

-

Francisco: (Holding toy gasoline
which' is sitting on.the rug,
area and retending to fill
the car.)

,231)
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F r a n c i s c o :

Harold :

Francisco:

-232-

f

Gapline, no' take that car, gasoline.

(Indicating he wanted Harold to

ray with him he continues:)
Tagrthis, all right, come on .

Wet gasoline?
(Pyetendinglopour gas from the hose

into .the car he makes a."sshing noise.)

Le voy dar gasoltna.* -

(Harold aceidentallyrruns his cat over

Francisco's hand.) ,

Ouch, I tell my mother.
(Harold apologizes and Francisco

smiles.)
All right.

In contrast to his Isolation and silence at the beginning of

the year, Francisco communicated-effectitbly in EngliSh with his

playmates.- The form of his new second language was not always e

grammatical. Francisco had not yet acquired the difficult auxiliary

"do," as evident from his command "no take that car"'" ind.his'quettion

'Want gasoline?".'He also substitute. the simplified form, tell my

mother,' to express the future ("P.m gonna tell" or 'I will.tell").

His playmate, however, understood Francisco's warning as he proceeded

to apologize. Unlike his behavior at the beginning of the year,

Francisco appeared tio be more aware of the speakers around him as he'

listened to the apology and then acknowledged "all right. Francisco

reverted spontaneously to his preferred language when talking to

himself as he. played the role of gasoline attendant in filling his

toy car with gas. Thus, by the end of the year Francisco could call

on'hiS second language when communicative needs of the situation

demanded. In the last situation at, the end of the year, however, he

failed to exhibit this productive ability.

The following Speech:samples illustrate the general experience

of the)English-preferring
children at ALERTAI.

Rarold, a small boy who always wore his long wavy hair in

two'braTai:-Tollowtng the custom of his native Nest Indian country,

Was an enthusiastic and avid student. He.was a very verbal English-

preferring child who exhibited no.
productive ability in Spanish.st.,

the pretest.

Hirold was always attative dieing his- 11 group, language -

focused session and early jn the. year was obs ed eagerly repeating

Spanish after the'teacher siring a lesson on the identification of

vegetables. The teacher' described the sweet potato in Spanish and

Harold repetted after her? "fatata, duro, batata, comida." hmused by

the shape of the vegeta le she held up nex17fii-exEliTii,d, "Let .me

feel it! He then dutj ully repeated after the teacher, "Yautfa,

.

a

2 5 '

ti



-233-

)Ris use ,of Spanish, however, was' fimited tohe modeling of

teachers during the second language-oriented activities, as he, spoke

totally in English to his peers; having been observed showing off to

his classmate, "I got a necklace.. This is for Mammy." Even at the

beginning of the year he exhibited a special enthusiasm for counting ,.

in English, frequently volOnteering and successfully identifying the

'correct sequence of'll beads on his necklace.
e ; (

By midyear, Harold's still-develbping English was evideht in

the language sample below in which he used language and nonverbal caw,-

munication'to enact fatitasy play with plastic pieces which,he attached

to form an imaginary train:
f

1

4

Herold : I fi6ish, we finish, now' let'a,go . . .

.All aboard*now. No I under the

mountain. Don't missime . see

you liter . . have a good time..

Frankli Come,here..

Harold. : Pai'under heft.

Frankie: (knocks off some Plaitic pieces
from Harold's string.)

Harold : levy You'doing that? I step on something

under-here. Will you help me? There he

is.* He'srafter us again. He, coming

after me.

Frankie: , (Makes noises like a motor.).

Harold : (Moving his string of plastic
pieces in the air and,repeatin$0

Jim fling . I'm flying . . .

4' You miss me? I better get off the

bridije.

4 41

GramMitically, his speech exhibited characteristiccof Black

English, the use#ofwhich is -not discouraged by ALERTA, With the

variable dropping of the "be" form in "he coding after me" and "I

'under the mountain." He failed, however, to use the past tense in

seemingly obligatory contexts -- "Iestep on.something under"; "I

finish." Even so, the meaning, of his utterances were clear as he

successfull made requests, described his actions, and exOressed,

spatial rel tionships.

At the ofttse year`,' Harold continued to maintain his

interest in the learning Of a new second language, still repeating

isolated lexical,items during language - focused activities. He was 1,

observed imitating the Spanish of his, peers, repeating the semi -

correct arte for Tuesday after a.Spihish -speaking classmate.

Although-M--*Sparlish was still very limited, hecoull engage. in one

of hiiPfavorite activities -- counting -- in Spanish.,

L

9c
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0 4 Harold made appropriate use of the past tense. in his native

language and even expressed the conditional-state, "Then you could be

Ralph's partner. " Harold's language delelopment was typical of

of many, monolingual English speakers in the ALERTA model who exhibited

an expandJng complexity and linguistic repertoire in their first

0
language, while gaining a limited lexicon in their second language.

-234-

His English continued to maintain features of dialectical

English, but he nOw used more varied tenses, as exhibfted'in this'

sample.of his speech taken'while workfhg on a. puzzle with an English -

speaking companion:

1

Harold: Me too, hurry, Jahie! Who

don't gortime? I finishing. I

did it!
(Upon successfully completing

. . the puzzle:) .

We did it! We did it!
(Reacting to theteacher's
announcement of an excursion to

the park:)
Let's go, let's go . , Janie,

wanna be my partner only this week?

Then you could be Ralph's partner.
daf

I

I

a

(2) Concept dtvelopment: The ALERTA model aimm, at developing

various problem-solving strategies and abilities to make statements

about:the-world and at developing greater linguistic 'competence. As

witH"Tanguage use there was a tendency On the part of teachers to .

provide the children,with experiences relating to concept development

,in English throughout the year. Practice with concepts occurred most-

often dgring teacher-directed activities such as those which took -

place in the small group sessions, but concept development was.also

incorporated into most of the daily activities.'

The trends obierved.in the subsample children's concept

development were Chnstatent with those observed in individual language

use. Although little behavior related to concept development was ob-

i served during the first observation, over the course of the year two of,

..the six Spanish-preferringisubsample children were observed using only

English with concepts while two others increased their relative use,of

that uage in lice area of concept development (Table 53 ). The two

relOwho did not increase their English usage were'those who tended,

to se Spanish throughout the Year. Four of the children had'most of

the r practice with concepts in their first language at the semi'

observation period. This is consistent with the teachers' emphasis on

Spanish in the classroom at that 'time. English-preferring.subsample'

.children received practice in concepts largely in English and/or

IP nonlanguage-specific activities. -Reflective of the teachers' increased

ti
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emphasis on both languages during the second observation period is the-

practite six of the. seven 'Children received tnipanish at that time.

TIte few observed behaviors in the area of conceptdevelopnient

during the first observation period were principally in the category

of visual discriminatibn for both geoups of children (see Appendix S ).

This is understandable given the emphasis on familiarizing the children

with the classroom environment early in.the year. At the first obser-

,vatIon, English-preferring children exhibited a greater diversity in

their use of concepts than their Spanish - preferring counterparts.'

Both-groups, however, showed increased diversity over the year.in

their use of concepts in Spanish, _English, and nonlanguage-speci.fic'

behaviors. Whereas,*with the exception of the second observation

period, the loglish=prefetring children's, increased diversity was ,!

largety limited, to their first language the Spanish - preferring chil-.

dren tended to diversify in their second language. throughout the year!,.

The one exception was the child whoser-relative Englith use decreased;

at each observation period. In terms of spicifit categories in Which

the children.were.observed to ,increase their .practice, consistent'

trends for Spanish-prefeering\thildren were in themes of seria-
tion/sequenting and- symbolic representatiovwhere four-oflhesii

children aid -all of the subsamplek.respectiyely%shdted-relattve

increases. .The only consistent trend forEnglisWpreferring
ehildrenlwas in the category df matching/classification there six of

the -eight-children increased-their practice over the year.

Alicia and Jaime typifytheex)Ar4ence learning concepts of
-o- ,

AlpanishLpreferring,and English-preferring child,,respectively,
over.the course of.the school year.

," Alicia, as was typical of malty 9f thelpanish-prefereing

.
thildreFirThe beginning of the.year, often identified objects'in

English. - During the ear-V.morning greetingoesi4on which tqqk place'

daily in the rug:area, Alicia-was observed pointing to her pebesand

correctly identifying "girl, girl, boy, boy. When ,the Engliar

dominant aide conducting the calendar review asked the children

what month it was, Alicia correctly replied, "November," demon-

strating her 'understanding of time relations. :
,

,

. .

BY,thisecond observation peri6d, Alicia had progressed to

more diffltult conceptnal,eelatiovs, identifying the correct sequence ,
..

11 of numberg in.botk_Spanfsh and English and denOnstrating in under- ,

"" ; standing of likeness by pointing out sitilar shapes. The
in

,

language sample was taken from a smajl group activity at midyear when-.

Alicia was sitting at a table in the manipulative toy'arei with two. r'\ , 4

. of her p4erst-cutting out pictures numbered.one to, four from a

,
magazine and paiting them on construction paper in the form of a ,.-

house:
,,.;

41
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Alicia: Uno, dos, tres.
,

(Counting the pegs.in a peg board

and then turning her 'attention to

the assignment.)
istoy haciendo una casita.

(Turning to one of the other.

children at the table:)

Eso nova ahi. Esto(s) no son

los mi(s)-mos. A round circle.,')1

Mfralo aquf. Ya e(s)to estSn

hecho. TO ve lo mismo -- el .

mismo color. Yo e(s)toy ayudando

a E(s)te porque 61-no sabe.
This one there, you see. ' ,,-

48'

Here Alicia demonstrated hir counting ability in Spanish, an

activity in which_she had engaged earlier the same day in'English

when she ,correctly counted-the children for the teacher taking .

attendance'. She also exhibited her mastery of the curricular

objective for that.day, understanding of the concept of "the same"' --

mit= in Spanish. Evidence of a pattern of balanced'concept develop-'

went in both languages is her.correct identification of ashape in

,English -- "a round circle." _

Alicia's progress toward recogni'ti'on of comparisons in her

preferred language is evident from thit language sample taken during

a watercolor painting activity late.in the school year:

p
Alicia: .(To an English-speaking classmate:)

'I'm not playing with you.
I'm bigger than him...
I'm bigger than you.
Stand up, stand up.
Td no ads grande que yo
Yo soy misgrinde quo tG.

(To another English dominant

c/assmate:)
And I got this color.. You sot
the same color. You got all of

them.
(To a Spanish speaker,'Who was
painting circular shapes:)

TO'te 'ciendo una bola, Look it

wdat you did me.'
,(Referring to her painted fingers.)

Eddie, tG no tiene(s) esto, Est°,

Esto.

2E6
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In additidn to correctly identifying the round shapes in
Spanish, Alicia successfully expressed a comparison ofsize in bdth
languages; having acquired a mastery of the difficult 'linguistic
contrast between the formation of the English comparative "adjective .

+ -er"fona and-the Spanish "mits + adjective" form. She also

identified the likeness of Objects, using "the snare" in English as she

had done in the earlier observation when sly expressed similarity in
het preferred language. The result of Aliega's practice is reflected
in her test scores, scoring near maximum on both the English and
Spanish measures of concepts at the posttest, despite receiving ar
relatively low score in English at the pretest.

'" Jaime, unlike the Spanish -preferrin children who exhibited

considi757 progress in their uhderstandi of concepts in both

languages, tended to demonstrate greater a lity in understanding of ,p.
concepts in'his preferred language; as did. he other English-preferring
,children.' Jatee, a very sociable child who enerally would rather play

r (drama) than work on small group assignments and who had some knowledge
of Spanish, was considered to have achieved average concept development
in his first lahguage by the end of the year.

Early in the year, the following-exchange was Witnessed during
a period in which'the children threaded'tu -up straws and a variety

of small paper shapes with a hole in the middle onto a string of
'yarn to fOrm a necklace. .

Jaime : I want some straw. This ifbne.straw
right here.- I'm gonna uselsome of this.

Teacher: What color?
Jathe : This white one.

Teacher: Show me what you're using.

Jaime : Purple, Mrs.' . Purple.

(He then holds up.a piece of red
yarn and says:)

Black.

Teacher: .4Picks up and shows the young 'boy
other pieces ofred yarn and asks:)

Is that the same?

Jaime' : (Nods.)

Red, Mrs. what color is that?
(Holds lirlIght purple piece.)

Teacher: Light purple.

Jaime :

Mrs. INT;
this is the same thingli-.

.(Matching two yellow pieces of yarn.)

At this ega.ly stage of the year, Jaime's performance in
identifying the.colbr characteristics of objects was still variable
as he correctly3identtfied yellow, purple, and white but missed red.

257.
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-the teacherused tee art activitynotonly-to explore the concepts of'

color but to begin to give the child practice in identifying simi-- .

laritievand differeqes. The boy seemed to have a good.gras0 of

this concept; he wis'able to match two yellow pieces and recognize

the similarity betWeenthe two red piiiip. The teacher addressed all

questions to -him in his preferred lan011fge and at this point,in his

development made no attempt.tcrintroduce him to.Spanish conteptt:

-
By mid-March, the teacher had begun to try,to introduce

Jaime to Spanish concepts, although he proved somewhat unreceptive

to her attempts, as is evident from this.Verbal interaction recorded

when the children were painting with multishaped sponges:

1

Teacher:. What shape is this?
(Re F--- ng to trialielar-sponge.)

Jaime :I-Shape.'

) (Se ts:)

Sou
An iitraetAd by the

ac another chil400)

Look-
Teacher:: TriSng
Jaime : -TriS O..

Teacherr.:LQuf color es date?
('Referring to, red paint.)

Jaime Orange. .

(Self-corrects:)
Red. .

Teacher: (Asks where one of tbe.other
children has gone.)

Jaime '4r- She went to get some papers.

Teacher: Vamos a costar . . .

Jaime : Uno ,

(Counts with other -cfiildren, and
then' disputes with a classmate:)

No, you get that, you git that one
over there.

Sally : I this one.
Grabbing a sponge.)

Jaime : To Sally:)
Okay me too.

(To teacher:)
.Mrs.____, I wanna do another one.

(Re-Wits four times.).

°Jaime : .0h, make a triangle. I wanna make

another one. I get that one,. gimme.

One, two, three, four, five, six,

seven, eight.
(Counting paints, and then tO'

classmates,)

2Ss
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Gimme, I get that sponge. You get

WS one. Pie-getting all of it.

(Repeats twice, in reference to

the pilot. ,

Gerry :, (Counts the numbers 1 to 9 in

English.).

Jaime : Ten.

.

Although Jaime continued teitave _problems identifying colors

and shapes even in his first languege, he progress in

other concept areas, w spontaneously identifying the correct

sequence of numbers from one to 10 and the property of "bigness"

in his native language. When the'teacher probed his imicmaedge,Of .

concepts in his second language, he understood the question, although l

he failed to produce the proper response for colors. He did, however,

exhibit a limited knowledge of Spanish numbers, as did a number of the

English-preferring children at this site. C

(3) Socioemotional Behavior. observed behaviors'in this area

were. related to three categoriesbArs. 1 readiness, self-esteem,

and motivation. As can be seen Tham'Table 54, at the beginning of

the school year 100% appropriate behaviors were recorded for four of

the six Spanish-preferring children and five of the eight. English..

preferring children: In the case of the first gr6up, Francisco and

Maria refused.to participate in group activities-and had difficulty

relating to other children., Both improved at midyear as they. became

`better socialized .to the classroom environment,. but Maria reverted

to moodiness and whining at the end of the school year. Teachers ,

hypothesized that she needed a,Vacation.

`Otthe English-preferring children,Aurt and Jody exhibited

some inaOgropriate classroom behaviors. Kurt was one of-the young-

est children in thi-tlasirwm and had difficulty-maintaining interest

in group activities. He had greatlyimprovedHby the end of the year.

Jody seemed to interact well with children and adults but sometiies

defied.teachers by refusing to eat. Overall inappropriate behavior

for subsample-children,in both groups indreased over time. The rise' .°

in behavior reflecting lack of adaptation to the .classroom. context,

for English-preferring children during period 2 stemmedwincipally

from their tendency to refrain from participation ta group activities.

This was due'in part to the. children's failure to.respond to the in-

creasing use of Spanish by the teachers. The remaining instances

were attribbtable to.a few; children who, persistently refused to

participate in specific activities; this was vindicated by an

observer's remarks such as."G, as Usual, wvuWmat perttciiiite even

when he was called to attention repeatedly.'

The increase in the failure to folldw/directionS, which became..

evident to the Spanish-preferringgroup during period.3) appeared to

be a result of the approadl ofysuMmer. The marked.tncrease,in (
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Relative frequency of observed appropriate and

Inappropriate- so,ciodmotional behavior for individual
subsample children over three points in time:
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APPROPRIATE -
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0 100 SO
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i,

,.100 100 100

100 100' 100

. / S .' S
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0
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1
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b
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S

.44
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-
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,
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1
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appropriate barrier for both English- and Spanish- preferring groups

in the area of "motivation" duting the fine observation'period was

attributed to the teachers' m6re frequent complimentiqg of the

stydents ontheir work, which served to encourage the child's self--,

acceptance -- a stated model objective.

Especially at the beginning of the year and probably slue to
A the novelty of the classroom context, the children expressed enthusias

4' (tic fnterest in gtoup activities. Situations such as the following

were common: , -

Student: rs. Itdid it!
k(Affirsuccessfully drawing a

vegetable.).

Like to do banana! -

(Student takes a green' banana

from Nearby table,-sits.doen
with green crayon in hand, and
begins Orawing,the fruit.)

(The observer often made notations such as "The teacher in-

Structedf her to put water. in the cup from the pitcher, which she

did,"reflecting the increasing frequency with-which the children

'successfully followed instructions. :.

2. Parent Outcomes

a.' Parent Sande."

Twenty experimental mothere-end six control mothers comprised

the parent sample at Site I. Ten experimental and four control

mothers were interviewed at Site II.

0
Characteristics. of parents of both experimental and control

children at the:two sites were similar and appear to reflect those

of the-community as 4 whole. The ethnicity of 70% of the parents at

/
-,.both sites was 'Hispanic; 26 S were Black and the remainder West

' Indiad. ALERTA I patents -had'been in the continental United States

an average of 419 years .sand ALERTA II parents averaged 23 years in 'the

0
United States;,severel-of the latter were recent immigrants: Mean

.
family size, number of children, and age of Children were similar for

egOerimental and- control. groups ireach site. (For complete parent

backgro5nd characteristics see Appendixl.),

M
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b. Mothers' Attitudei'and 'Perceptions

ALERTA parental perceptions and attitudes ire discussed in

terms Of trends in the mean responses of these individuals; the mins

themselves are found.in Appendix X. Concerning language usage, both

Englisb and Spanish.were used at home in all groups, although English

was more likely for teaching., Parents of both experimental groups ,

/
rated themselves and their children as higher in English ability.

They did, however, perceive a slight gain-in their children's ability

to speak both languages at the end of the year, a perception which was.

not shared by control parents. _

Parental aspirations, for their children were high for, all groups.

A majority of parents desired professional...level careers for -their

children, and 15 or more years was the level of schooling that poentl

reported as desirable. Experimental and control group parents aeNpth

sites held a positive view of education in general and bilingual bi-

cultural education in particular,nd saw appositive self-concept as

contributing to school success at

and
the pre -.and posttests.

.ALERTA control children did not spend their time on instructional

activities which might have provided them with preschool-related

skills. As would be expected, themajor difference between experi-

mental and control children at both sites in how they spent their day

was in school-related activities. Between the.hours of 9:00 A.M.

and 3:00;P.M. the. primary activity of all experimental children was

school tsee AppendixV). Some play apd televisidn !itching were

,
reported -durithese hours because of theihalf-day preschool schedule.'

Ontrol chiTeen at the two sites differed somewhat in that those.at

Site I were reported to spend their time primarily in play activities

and secondarily watching television while the reverse was true .fir

their Site IL counterparts. ,

3. Teacher Outcomes '
;

-

a. Teacher temple

The sample was comprised of three members of the ALERTA teach-,

ing staff at Site I and two at Site II. Except-for the ALERTA II

aide, the teachers and aides at the two ALERTA sites were -female.

ALERTA I personnel ranged in age from mid-20s to mid -40s. Both

teachers were bilingual, island-born Puerto Ricans. One aide was a

bilingual Puerto Rican from New York, and the other aide, who.

served only part of the year, was a West Indian who'spoke English,

French, ,and some Spanish. All staff memberi,who-worked the entire.

year at Site I. reported speaking Spanish and English in elual.propor-

tiort in their interactions with others.
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Ail but one of the staff had, had at least threeryears,of

aide experience, and the teachers an.additiohal bne to three. years

as teachers. At least three of the staff began as voluneers and two

had been Head Start parents themselves. Except for the one new aide

who held a high school diploma, each of the staff had had some

college-level education ranging from course work to a B.A. agree.

One staff member held a CDA certificate.

At ALERTA 11, the teacher was a monolingual woman in her 50s

and the aide a bilingual Panamanian man in his 30s. Both had-

worked over five yearsas aides, and-the teacher had been at the

Head Start center for its full 15 years. Both teacher and aide had

university, ,degrees and both lived in the Head Start neighborhood.

(For complete teacher background characteristics see Appendix M.)

b. Teachers' Attitudes

:Teachers at both sites supported the model's multicultural

emphasis and liked the physical division of the room into learning

centers and the use of a wide range of materials. However, the

"paperwork" ilmociated with observing individqal children was seen /

to complicate a rapidly paced daily routine' with its double sessions,

active children,, ind (at least for ALERTA II) frequently busy lunch

hours. The ALERTA I staff was in general receptive to the philo-

soOhical tenets of the model, including bilingualism. However, at

ALERTA II, questions were voiced 'regarding Spanish instruction and the

practicality of language separation and groupings as called for by the

.model. Teachers and aides at both sites consistently viewed cultural

awareness and communication as the minor benefits, indicating an

integrative orientation. , .

Both groups of teachers also exhibited fairly consistent'

attitudes over time toward the type of language Which should be

used by Spanish - or English-speaking children. The three teachers at

Site I expressed unanimous support of textbooks as models-for language

use for Spanish- and English-preferring children at both pre- and

posttest. The two staff members at Site II differed at both pre- and

posttest in their attitudes toward the importance of various language

models. ofie staff member viewed home and community languages as im-

portant.models for language use whereas the other did not.

The attitudes of teachers and aides toward parent involvement
in.education changed slightly during the evaluation year (Table 55).

Both groups of teachers consistently believed that parents should be

involved in the classroom and that teachers should keep frequent

contact with parents. All teachers, especially those at Site II,

felt they should attemft to involve seemingly uninterested parents in

their program. Site II teachers also expressed confidence in the

quality of information received from parents, while'Site I teachers

were neutral about such information.
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Table-55. Attitudes toward parent,involvement of experimental
Head Start"teachers: ALERTk.

, .
, -
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.
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Teachers' and aides' opinions at Site II with respect to what.

should be'included in a curriculum tended to remain consistent over

the year while Site I teachers had a dramatic change. At the pre-

test, two of the threeireipondents at Site I considered teaching

children Hispanic lifeways, objects, dress, songs, and danceas of

little importance. By posttest these were identified as very

important by all Oespondents. This change may be related to the

teachers' additional familiarity with the ALERTA model and their ex-

perience with attempting to-implement its multicultural goals. The

teaching staff at Site 14 viewed introduction of cultural. items as

important in ltheir program.

$. Implementation

This section provides the results of the evaluation related to

9the factors affecting the implementation of the,ALERTA curriculum.

The discusiion is augmented. by AppendixY , which contains descriptions

of (1) the sociocultural environment of the communities, (2) the ad-.

ministratiye aspects of eachsite, and (3) the Head Start settings.

A discussion of the. principal features of the ALERTA curriculum

initiates the section. The success of both experimental sites and

the individual classrooms within each site in meeting the goals of

the model in five areas -- sched'ule and organizat/on, physical

setting, instructional materials, individual behavViors, and

instructional strategies -- is described in the remainder of the

. section.

I. Principal Features
,

The model developers confider ALERTA to be d process for

developing a curriculum based on continuity between children's life

experiences and classroom learning activities. The model outlines

goals and objectives by which connections are drain between learning

and the total social context, rather than presenting a concrete let

of materials and detailed activities which may or may not relate to a

hild's sense of reality. The teacher's manual does present a sample

if
activities, each of/which is related to a general goal and several

. pecific objectives. Thisormat allows adaptation of the curriculum

to any population, although it was designed for an urban environment

that.includes both Hisfpanic and Blaik children and in which lit least

50% of the children speak Apanisim as a firstjAnguage..--. is and

community. resources are integral to'the multicultural emphas s, and 1

bilingOlism is embedded within all aspects of the program.

S
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a. Model Goals and Strategies

Assumptions about how children learn are stated clearly in the .

teacher's manual:' growth proceeds as an individual engages.in pro-

gressively more complex thoughts, feeiings;and actions, while the

environment plays an influential role in determining that'growth,

prodess. Emphasis on bilingual and multicultural programming-
extends this understanding of the role of the environment (including

home, family, community, and language) to the child's developmer4,

Goals and objectives ariptesegted in the three domains of
sociodmotional, cognitive/language, and psychomotor, development:

Goals under ,the socioemotional domain include realization of capa-

bilities and worth of self and others, coping with emotions, group
participation, independence,4and cultural awareness. .Under language

and cognition are goals relating to problem-solving Otrategfes, making

statements about the world, gleproducing sound and language patterns, .

and developing more complex linguistit structures. Psychomotor de-

velppmentgoals relate to body control; movement, and spatial relatiOns.

Language learning for ALERTA is distinguished by language '

separation through the association of one language with one teacher

and through large and small groupings. Corresponding to the two

languages spoken in the community, at least one teacher is to use

glish and another to use tpanish during the teacher-directed

po ons of the schedule.

In addition to keeping the two languages distinct, ALERTA is

based on a premise of reinforcing a child's primary language bifore

supplementing with a setond language.,. Classifying children by their

language dominance, small groups (of five to six chilgren) are alter-

natedso that, childreh receive irst language instruction on day and

second language instruction the next. Language instruction also occurs

during large group periods, one pt two of which are scheduled daily.

Presentation of languages is to be alternated eachramek, but an

introduction in the other language is recommended' to capture the '40 C

attention of the other children.

The model calls for a balance in content of activities:.:'

child-adult, child-child, and child-material relatiorls. Both small

,and large group activities comprise the teacherldirected parts of

the day. Child-initiated or "free play". activities involve the

relatively unrestricted movement of children between areas. Teachers

)nay interact with children during these periods or use them to infor-

orally observe children's behavior. Particular skills to.lie learned,

such as writing and reading readiness, are not speEified by the

curriculum. In addition, although it is oriented to reflect the life

experiences of the children within the program, the manual makes no

det'tted reference parents, home visits, or supportive resources.

29'c
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ALERTA calls, for regularly formulating plans thtough. a series

of linked goals, the specifics of which are based on direct observe-,

tions of children. .The.teachees"manual suggests certain objectives

to be used flexibly,,as'a framework,to which teachers fit needs
of

individual children. A set of observation guides enables teachers to

track and record each child's progress, "balancing out" the manual'

with activities that are relevant to individual needs and interests.

In addition'to this comprehensive assessment, teachers keep. anecdotal

records of'individual children's achievements over time and in

different parts of the dilly schedule. In a continuous process, then,

teachers observe teAsitirmine & child "s needs and jinterests, design

activities to meet, those needs, and reobserve after the child has

been introduced to tya activity.

b. Classroom Structure

The ALERTA teacber's manual details the set-up'of learning/

activity centeft. in the classrobm and"the'developmeot of kdaily

Schedule. CASsroans are to be divided into housekeeping, 'block-

/ building, sand, water, art, table materials, woodworking (optinal),

music and moVement,.anduciente areas.. Each area is to be accessible

to several children at-a time, and the particular placement of areas.

(e.g.,.blookbuilding And housekeeping adjacent) is recommended to eriL

'courage certain inter'tctions. All areas contain appropriate materials

which can be manipulated and WO relate to children's home and

cultural backgrounds. Although the curriculum itself provides no

,

materials for children's use, the tmportance of having a variety of

materials and of making or acquiring progressively more complex items

that represent a higher level of learning difficulty is stressed by-

ALERTA.

The teacher's manual provides sample schedules for both full-.

andillif-day sessions, Modeled after Head Start guidelines, they .

_provide for a balance, between large and small groups, teacher-

'directed an child- initiated activities, "active" and "quiet"

periods, and meals and preparation time.
o

"Model Level Implementation.

Figure 7 presents the relative frequencies for the various,

,implementation categories for each site over time whereas Table 56

furpishes a smeary of the individual 'scores in each category. .There

. is a relatively timilir overall implementation score at .both sites

eduring the initial observation period. Site I appears to havi.the

4r highest implementation at midyear while at Site-II there is a rise-late

in thyear. The pattern observed at Site I may be related to the

training which was:received priMarily during the first part of the year.

In-servicemak rarely conducted,at Site II until the latter half of the

year, which helps to account for the higher score during the third
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observatfon'pellod. The overall.moderate.scores ai".-boikeites

were probably affected'most critically by-the work schestulcof the

staff. Conducting.twm three-hour siessionsa day with few breaks,

five days aweek, teachers' became pbytictlly and emotionally drain

Theft mas.generally insufficient'tisie.for preparing materials or for

carefully and creatively planning activitieS-according to model
,

objectives. d
7

-Although staff structure was. similar and no turf-Cover was

4.. experienced it either site particular attitudes'and-compatibility

of, staff mebbers may have differentially implementation at

the two Centers. There Wts.sioe embivalInce about Spanish instruction,

at Site'II which led to underutilization of the Spanish- speaking aide

,in inStructilknal activities. 'At both sites, however; the multi-

culburel aims of ALERTA were, supported.

go
'Schedule and-organization reflects teachers'' familiarity with

')he model at Site I as most planned activities occurrectduring each

s-11 day of,pliservation across the time periods. The 'pressures of time-7-11W

relating.to the twice-daily sessions and the lack of hdequatelrior
pTannindtled to thedeletioN0of some planned activities at Site II.
These'factors, combined with infrequent secend language activities,

. led to the laver schedule scores at Site II. Attrition relating to

the mobility of the population at Site I does. not appear to have

t. affected scheOuling, while the tardiness and.absenteelsm resulting

from, harsh erf,iropmental c..oitions especially during the winter

_months) appears tohave n ively impacted on sehedultngi Site II

but not" t Site I. .

The use of cl ssroorn physical setting was similar at both sites

in that most of the centers prescribed by the model were'present and

Inause throughout the year.' OlfArences ia scores reflect an in-
creasing.prevalence of large group activities,at Site I as the year
progressed and poor heating which sometimes :forced this.Center
close and otherwise impinged on the use of some colder areas. At

Site II4he incremental rise in settintscores relates to children's

increasing familiarity with' and use,of a diversity of'classroom.arimC
during child- initiated play activities.

Increasing reliance on instructional materials, which -area
central, to ALERTA, is suggested by the increase in scores at both

sites from the first observational, period to the third. Less, than

optimal scores relate to the generallack of culturally specific
-matertals and to their infrequent use, tddition to the absence of

labeling of utilized materials in both languages. IP

Under the category of individual behaviors, Site I ex
a pattern of'gredual decline Over the year while, Site II s res

'initially lower'and rise at the end of the year. These scores ,appear

to relate to the willingness of Site I teachers to interact with chil-

. dren in their preferrectlanguage, followed b a tendency during the
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Table 56 . AL

I

A implementation scores by site ,

z

Implemaltation
Categories'

,

.Maxime
Possible'
Score

Site I Site II

T2-
Ti,

T
2

,

Uhedule/
Organizationi.

..,

Physical.
,Setting,

Instructional
Materials

Individual
Behavior

$ .

instructional
Strategies .

*

1236

-

II

8.99

14:11

2.92

14.53

,

11.85

11.i5

-...-

13.82

4.87

11.99

12.45

10.39

13.07

1

4.62

9%94

9.92

,

8.74

.

13.60

4.93

12:35.

13.06

7.22

14.95

6.57

10.68

!

11.70

9.31

108

6.76

11.57

11.93' ..

24.90

.

r ;

8.76-

31 .15

18.90

TOTAL 95.87 52.70 54.28 47.94 52.68 51.12

40

55.35
(
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, third observational.peridd.to have large group activities that were

directed by a single adult or by children themselves (e.g., outdoor

exorcise). The relatively consistent scores at Site II reflect the

English-predominant adult-child relations throughout the year, given

the lesser bilingual ability of the staff compared with Site I.

Parent* participation in the classroom..was rare at both sites; parents

took instructional roles-Only when a staff Member was absent. .Parents

were actively involved in policy formulation and decisions _of the

center through committee participation, although this situation is

not reflected by the checklist items\
-

There Are similar scores at both sites. concerning instructional

stratqgies. The decrease between the first and third observation

periods relates to an energetic start.at the beginning of the school

year and increasing staff fatigue tbereafteK There were fewer adult -

directed activities and language groupings-later in the year and more

child - initiated and large group activities.

As the following section suggests, the checklist results for

,ikese two sites may be strongly affected by single variables and may

no reflect all of the factors that are critical to implementation of - .

a curriculum'.
v ;

'

4.. Classroom Implementation Factors (Site I)

As can be seen from Table 57,.each of the classrooms within the

South Bronx site has a pattern of implementation similar to that

found at the site level., Implementation for each classroom reaches

its teak during the second observation period with some dropeff

occurring in each, at the end of ,the year. This decrease can be

attributed to an increase in time spent in large group and individual,

activities at the expense of small group activiites at the enOf the

year. At that time, the teachers felt that the childrenere tired

and needed & respite froefthe structured classroom activities.
All

classes often went to a local park, cutting down the frequency and

the amount of time spent in other activities.

Although all classrooms exhibit.similar overall patterns' of

implementation, variation exists within individual implementation

categories. What follows is a discussion of such differences across

the five categories of implementation.

. a. Schedule and Organizati n

The daily schedule veiled s ewhat .among the morning and after-

poom_classes implementing the AL TA model, although the same

activities were generally carried out in each classroom. The schedule

was 'as follows:
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Table 57 ALERTA I implementation scores
by 6Tilsroom over time.

o,

.

Implementation
. Categories

Maximum
Possible
Score

Classroom A

,,

lassraas lk.:
Classreva t

Time 1 Time 2 Time 3 Time 1 Time k Time 3 .Time 1 Time 2 Time 3

.
.

Schedule/
Organization 12.16 9.12 10.64 10.26 9.12- 12.16 10.26 8.72 10.64 10.64

.
.,

PhysicalSetting
' 24.90ir,--- 14.32 13.40 12.66 14.12 13.28

t

12.66 14.78 14.78 13.90
A

,

Instructional
Materials 8.76 2.92 5.11 4.38 3.28 5.11 4.38 2.55 4.38 5.11

../

-

.

Individual =

r

Behavior 31.15 14.24 14.68 10.23 15.57 10.68 11.57 13.79 10.62 8.01

.

.

Instructioital
i.

siollies 18.90 12.15 10.35 9.95 9.90 13.951 9.00' 13.50. 13.05 10,80

301
,,

TOTAL '' .

95.87, 52.75, 54.18 47.48 51.99 55.18. "47.87 63.34 53.47 48.46

. 1 .

r
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Breakfast 15-30 minutes
1

tarp &roil!) 15-30 minutes

. -

- 45 minutes,

Ckmbination (language /free play) 60 minutes

tunCh 30 minutes

Dismissal '5 -10 minutes
1 -N

Breakfast wes,the first activity in the' morning, whereas large group

began the afternoon sessions. The afternoon classes also alternated

use of the gym; one class engaged in large-muscle activities ink .

that locale While the other had its combination period.

Activities were usually carried out as planned in all'class-

rooms. The duration of activities was affected by such factors as

Short excursions and inclement weather which forced children or

teachers to stay at home. The generally lower scores in thit
implementation category at%the first observation period appepr to be

a result of'extended transition times as children adapted, t6 the

classroom routine. In addition; although the hour-long combination,

group was-usually carried out during the observation perlodsoall of

the activities to be included in that pertdd (language groups; learn-

ing center free play, and teacher - directed nonlanguage lessons) did

not always occur, accounting in part for the generally less than

maximum scores. tr

b6. Physical Setting

The areas available and their use remained fairly consistent

over time for all of the classroomsat-ALERTA I. The classrooms ill

had sufficient space for all of the learning centers prescribed by

the model and ample r6om for large-muscle activity in the upstairs

Tan. The lower scores recorded during the second observation period .

reflect the lack. of a water area at that'ttme!:pd the infrequent use of I , :

the sand area in classrbons A and B. The wet area was not made,

available during the winter months;,at the requpst of the parents who

felt that the children WOuld get their clothes Wt and consequently

be subject to illness and,coljt_. While the sand area 414 exist in all

three classrooms, in class and B it served more qr a storage area

...,arid was generally covered with other. crasiroormaterials. In class-

room C, however, this Area was used throughout the year. Lower scores

across all classrooms during the third observation period are related

to the increased time spent outside the Oassro ... As mentioned .

previously, in the spring when the teachers pert ved that the chil-1dred were tired of, the classroom routine, almost wily field trips . .

were made to local parks; cutting down on the time available to use

the various areas, especially during combination activities. 1

,

I.
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While net directly reflected in the.iiplementation- forms, two

factors in the physical setting outside the clessivom itself did

,relate to the use of the prescribed classroarahas. The cold

weather coupled with the breakdown of 'heatincfacilities caused the

building to abse on several occasions. TWA:4d conditions also

limited thtuse of the gym which 4ps most affected by the lack of

heating. The teachets generally improvisedp,by-using the parentse.roae

or the,classrooms for dancing and mild exercising. However, both the

time involved and the types of activities'carried out varied frae'those

allowed by the gym and its. furnishings. .

C. ',Instructional Materials

the three classrooms differed in their patterns of implementattien

in this category. Classrooms A and B account for the patterns of the

site as a whole by reaching their highest level of implementation at

the mi4yeariobservation, then tailing'off somewhat at the end'of the

year. .Classroom C, on the other hand, shows steady, gains throughout

the year. The less than maximum scores in all classrooms are a result

of a general lack_of /abeled materials and. of pictures of famous his-

torical figures called for by the Model. The increases recorded

during the midyear observation may be related to the new furniture

and materials such as puizles.and manipulative toys which were added

to all classrooms.at this time.

Pictures and posters in all classrooms represented a variety

of ethnic groups working and living in urban environments. Actual

culturally specific materials, howeveremere generally those found

among Hispanic grodps of Caribbean origin. These were concentrated

in the housekeeping and music areas and included such items as pals

(straw hats), maracas. nnd tostonrras (pitrtain. presses). Regional

foods were regularly served at mealtime and were occasionally used

for lessons in the housekeeping center.

d.' Individual Behavior

Only classroom A follows- the-general pattern found in the other.

implemspeation categories. Rather than reaching its highest. degree

of imillementation at the second observation period,Iclassroom B has

its lowest implementation of the category at that points-and class-

roan C shows a steady'decrease over all three observation periods.

-Although this.otegory hasin general the lowest level et implementa

tion, this is to some eptterit a.result of including parent participation

in the classroom as an implementation item even though such participa-

tion is not explicitly called for by the model. The level-of

implementaticin in this categOy also relates to-the teacher's tendency

to use both languages in the classroom despite model directives which

suggest separate adult models for each language.

a
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As can be seen fra6 Table 58, although teachers were to serve

as Spanish language models in all of thi classrooms studied, they

tended to use both languages in the classroom, even in those

'teacher- directed activities which called for the use of Spanish only,

largely because the Spanish-preferring children in the classrooms were

bilingual. With the exception of classroom B during the midyear obser

vation, English tended to be the predominant language in, all classrooms

throughout the year. Teachers were generally involved in ,a greater.

number of language interactions than were aides, with the single ex-

ception of classroom C during the first observation period. In

classroom C, the aide was the English language model, and a large

number of activities during that Period, especially those of large

group, focused on familiarizing the children with the English lexicon.

for classroom materials.

In all classrooms informational statements, which made up more

than half of the total, formed the principal mode of interaction.

These occurred most often during combination- period lanauage.groups

and during circle time. Questions, which made up more than 309 of

the total verbal interactions, occurred most frequently in language

groups, as it was during this activity that teachers concentrated do

exploring the children't knowledge of concepts and lexicon. Commands S,

generally occurred daring transition periods and meals, whereas verbal
/

reinforcement either in the form of praise or discipline was the

, least used verbal interaction mode.

Parental participation was almost!nonexistent within the

*classroom. The lone exciotion was a mother who helped out several

times in each claisrOom when a teacher,or.aide was absent. This

individual did not, however, take Sn instructional role but performed

custodial duties, served food, and occasionally desisted individual

children. A number of pareits did contribute their time to make

materials in the parents' room apd to attend .centerwide activities

Such as workshops and trips. ,fiato, several parents were on the

Center Policy Committee.

e. Instructional Strptegies

As Table 57 indicates, the three classrooms at ALERT&Site I

had different patterns of success in carrying out the inst?actional

activittes outlined by the-model. Classroom 9 foNlows the pattern of

the site as a whole, achieving its highest score at the midyear ob-

servation. Classroom C' is relatively cdnsistent over the first two

observation periods but shows a decline at year end. Clasroam A

shows a steady decrease for the category over the evaluation year.

As previously mentioned, the general decrease across all classrooms

at the third obtervation period is attributable to the larger amount

of time toward the end of the year spent in large group or individual

activities.
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The less than maximum scores received %%this category are a

result orthe variability in the wayin which language activities

were carried out. Often such activities were integrated with other

activities such,ai art or occurred with children other than those

within the scheduled group. In classrooms A'and B, teachers at

times functioned as English language models although they had been

ascribed the Spanishvmodel roles The generally higher scores in

Classroom C are a reflection of the instructional temes ability to

maintaiktheir separate language model roles.

The following' excerpt is from an evaluationresearcher's

field notes. It illustrates various aspects of the implementation

process at ALERTA I refietted in the preceding discussion.!.

MN.

The children are divided by language preference'

into two,groups, sitting at two small tables in Tv

center of the room. On each table are scissors, este,

and colored construction paper circles. The teacher who

serves as the Spanish model sits with the Spanish -

'prefereing children. She begins,the activity by.asking

the children what they are going to do: IQue es To 'que,

vaebs'a hater ?" Juanita responds, "light, and her

%classmate, Wanda., chimes in with the colors, "rojo,

verde, y amarillo." When the teacherrepeats-the
.question, Juanita repeats her answer, but this time

in Spanish. TO teacher expends on the youngster's

answer, saying "la luzNdel trSfice.and Juanita

automatically repeats "trSfico." Wanda and Juanita

thenbelikto talk among themselves. When Wandaasks

her if sheshasall of .her colored circles, Juanita

responds, "Yeah, I have." Then, checking her ma-

terials more closely, she points to the red tjrcle

andAays, Iv red. You have two-red. Ma took my

red."

Meanwhile, at the other table, the English-

referring grOup is involved in(the same activity.

Karen remarks, "We need them traffic lights." When

the teacher inOires, "Why do we.'need them?" Karen

replies simply, "Cut." The teacher then asks a

simpler question: "On what light will the cars go?",

Karen responds correctly, "Green.", Then, moving

the lesson to the children's own experience, the
teacher asks, "What color do we go?' Kareh answers,,
"green."-

Here the ALERTA I classroom -was successfully, following the posted

schedule, where small group-language sessions for both English- and

Spanish7preferring childrenlhad been planned. As happened frequently,

the language activities were integrated with art activities. Mir'''.

31 o
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sessfon, related to the week's topic of transportation and traffic

signs, encouraged the children to work with a variety of materials.

It brought into the classroom a topic'of relevance to the community

and the home -- safety. .The lesson also provided.a natural context

in which the teacher could review concepts'of color and help develop

the children's language. By asking "wkyr for example, the teacher in

the English group'gave Karen the opportunity to expend her first lan-

guage by using a variety of vocabulary and structures. Finally,

following ALERTA's directives, the teacher who wes the Spanish model

asked all her questions in Spanish. As happened frequently, however,

even the Spanish - preferring children tended to answer spontaneously

,in Englith: As Menlo artier, this occurred naturally as a

result of the'bilieg 1 ability of many of the Site I Spanish-

preferring children.

S. Classroom !implementation Factors (Site II)

is is evident from Table 59, the ALERTA II site experienced a

moderate increase in implementation-in classroom A as the year pro- 4

gressed. There was a more varied pattern in classroom B, including

both t leveling off and a moderate increase in implImentation in

that classro9m following some midyear decline. Thefgeneral inatease

in the former classroom Ordbably relates to growing Afamiliarity by

staff and children with model goals and appropriate routine. The

generaijy lower stores in-classroom A are a result of greater absen-
4

teeism and behavioral problems. Nigher year-enddscores reflect
increased udderstanding of the curriculum as a result of training,

late iQ the year.. Factors affecting the variation in degree of

implementation between classrooms and within areas of implementation

at different times are consideredtn the remainder of this subsection.-
4

a. Schedule and Organization

The daily routine was similar for both the morning and afternoon

sessions. There was a schedule posted near the main doorway which

remained unchang10 but which aOproxitated the observed schedule. The

morning sequence was as follows:

Free play (including art, table
toys, looking at books, blocks',

housekeeping, etc.) 55 minutes

Clean-up time 10 minutes

Juice time 10 minutes

Circle time ' `i5 minutes

Outdoor play time 45 minutes

Toileting 10 minutes

311
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JAM% 5g. ALERTA.II implementation scores

loy classroom over time.

Implementation
Categories

. .,
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: Classroom K- Cl assroom-8 le
-...Time 1 , Time-2 ' Time 3 .Time.1 Time2

.

Time 3
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.
,p-

Individual
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-. .

Instructiptial
Strategies,

.

12.16

,

.8.36. *

-14.32

. -5.11

9.79

.. ,

12.15.

7.22

15.36 ,.v

6.67 _

10.68

--9.50

i.

9.12

1547

6.94

11.57
4

12.60

9.12'

, 12.67

. 4.75

14.91

13.71

, 7.22

14.53

6.57

10.68

13.60.

-..,i

. ,

9.50

,

-

.15.98

n'

, -6.67

it

45457
.

11.26

24.90

.

8.76

. Ilk-

31.16

AN:
i

TOTAL. - . ILE 49.96
0

4 49.73 65.80 66.38
.

1 .

52.50

I

54.87
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Quiet time

Lunch time and dismissal

5 minutes

-,\ 30 minutes

-The posted-afternoon schedule varied in

ceded free play, and circle and outdoor play

and imiediately.preceded dismisial.

that juice timepre-
times followed lunch

Noall activities required by the model were executed in either

morning or afternoon class. Generally absent Were second language

activities. In addition, aide-directed activities and combined

first and second language activities-were missing during the Second

observation period. Omission of most language activities was the

result of unfamiliarity with the demands of the model with respect to

groupings and team teaching responsibilities (one language, one teacher).

The slightly lower scores in classroom A may be related to the _

greater tardiness for the morning starting time, with some children

arriving up to 30 minutes late. This produced a longer free play

period and sometimes a cancell.'tion of one of the later activities.

In the afternoon, on the other hand, some parents regularly picked up

their children,15 to 30 minutes before scheduled dismissal time.

Scheduling curtailment was most noticeable during the winter months

and this, along with cancellation of outdoor play, helps account for

the lower scores of the second observation period. full-day

excursions to museums, the beach, a pumpkin or apple farm, and an

arboretum also led,to cancellation 0 regularly scheduled -classroom-

activities.

b. nysioil Setttli

Both sessions used the same classroom so all children ex-

perienced a similar environment. While the room was relatiiely

,small and therefore somewhat crowded with materials aed furniture,

all eight areas outlined by the ALERTA teacher's manual were present:

blockbUilding, large muscle/music, sand,. library, table materials,

art:deter table, and housekeeping.

Both class show an increase in the use of the areas over

time. Thera is, ver, some variation in the use of the different

areas,.especiall during the free play period. Early in the year,

Classroom B tend d to have more activities involving all of the

children in one area, which accounts for its lower scores at this

period. 'The housekeepin nd manipulative toy areas were those most

likely to be used by all children during the course of the day. The

-sand-and musit tweet were us less than the other areas, while the

water table was never observed in use, which in part explains the.

less'than-optimum scores in this category. The block area.was

frequented primarily by active boys and the manipulative area by

'314
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boys and girls wilb were generally quiet. There was usually a.represen-.

tative ratio of English, Spanish, and bilingual children in each area.

Both teacher-directed and child-initiated activities occurred,

corresponding tothe model. guidelines. Teacher-direction occurred, on

an individual basis or in activities (e4., some art activities

,designed for participationieod
completion by all children). Teachers

often divided latge and nolVY groups.
Otherwise, children did what -

they liked best and could mole freely from one area to another. Some,

,particularly Spenish.monolingual
children, tended to play by themselves

or sit out these activities.

C. Instructional Materials

The ALERTA model stresses the 'development of cognitive and motor

skills associated with children's use of materials, and consequently

materials were very much in evidence at Site II. There were many

differently sized and shaped wooden blocks, cart, trucks, boats,

trains and tracks,.road signs; and boxes in the block area, in

addition to severalcdozen wooden figures and plastic hand puppets

representing ethnic and professional backgrounds. The housekeeping

area included'auch,items as a miniature stove, refrigerator, food

containers. dress-up-clothes, and multiethnic dolls. The sand table,

contained.impliments,for digging and pouring. The art area had a

variety-of Piper, markers, clay, and playdough. .A "science" area

roughly'Corresponded to the shelves holding plants, an aquarium,

and items collected during field trips. The library corner housed

10 to 20 books at a 'timet_as well as a small blackboard. The table

materials area hefid'a prfliferation of manipulative toys. Large-

muscle equipment included large wooden blocks for indoor use and

climbing bars, wagons', tricycles, andockers for outside. Music and

movement, while.frequently occurring outside the classroom, could make

use In class of a record player and box of musical instruments, which

included tambourines, a thumb piano, maracas, and a- steel drum.

With the exception of .the instrbments, which were usually kept

in a locked cabinet, the materials were accessible to the children

and appropriate to the area in which they were found. Fig res and

props were fofrnd in the block-building area to suggest th s -for play,

as,the model' recommends. The multicultural curriculum wa reflected in

multiethnic figures and dolls and multicultural musical 1 struments,

puzzles, and'books'in Spanish and in English/Spanish.

, .

- The moderatellOigh scores are bolstered by the appropriate

placement of,areas 0'4-materials but are deflated the relative

absence of multicultural and labeled display materials. ALERTA calls

for a 'total social
context" which enables a child to ex ience a

variety of bther'cultures. Field trips into the neighborhood and

local environment facilitated the achievement of this aim. Howeveri

children's family experiencesjand cultural backgrounds were not

s .

t.
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systematically drawn upon in developing program materials and activi-'

ties. Teachers' own ideas about materials sometimes complemented

ALERTA -n this regard.''There was a relative underutilization of books

end4riting'implements, compared with the plethora of manipulative,

JblOckw and,housekeeptng.materials.

The general increase'in scores over the year reflects the intro-

duction of pfogressively more difficult manipulative toys, the

periodic changing qf books in the library corner,Ithe labeling of

some manipulative tOs late in the year, and an increase in displays

in both Spanish andanglish.

I

d. Individual Behaviors 4

.
A critical aspect of implementation involves the types of

interactions in which children are engaged, teachers' use of language

with children, and the participation of other adults in the program.

Scores in this category were generally low, never reaching half of

the maximum number of points possible. This is a result of predomi- 4

nance of English in teacher-child classroom interactions and a. lack of

parent .participation in the classrooms. There is some eviclence of an

increase in implementation in this area as the year progressed, with

both classes attaining similar scores for the second and third

observation periods. Such change appears to be the result of teachers

attempting to use scale of the ideas presented in training sessions 4

which took place-at this time. These sessions were of extended dura-

v tion, providing,teachers with an opportunity to receive feedback from

traindts.before implementing new techniques in the classroom. The low

score in classroc A for the first implementation period may relate

to adverse effects on classroom activities of children who were not

yet socialized into the classroom routine and its acceptable behaviors

and required particular attdhtion or discipline. The initially high

score in classroom) is associated with parental participation and

a relatively a involvement of the aide in working with Spanish -

speaking children in particular.

With respect to teachers' language usage, the model goals were

generally not met, as can be seen in Table'60. ALERTA

one teacher with one language in order to keep the two languages

distinct. This ideal was met with the teacher, whelpoke English

almost' exclusively but was not met with the aide, who was the Spanish

langyage model but who generally spoke less Spanishthan English.' For

none of the implementation periods in either class did the ratio of

adults' English tp Spanish approach the balance suggested by the

ALERTA model. 'A number of factors affected the predominance of

English as the language of the classroom (Table 60): (1) the,teach-

er was dominant by position and in verbal interactions, while the

aide had low visibility and little encouragement to actively

interact with children in Spanish or reinforce their use of Spanish;

(2) other staff (including the directoeand education director) were'

3L
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Table W. ALERTA II classroom language

proiktion by teaching unit.

CLASSMONA

INSTRUCTOR

.

_
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TINE 2 ?-
TINE i .../ .

English Spanish
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Total
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Lase.
Siflib
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total
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.,

40 0 0 0 40

.
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,
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.
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..
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tallish Spanish
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.
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t
t

,

.40 0 0 0 40 63 0 0 0 13 ID ,1 SI A
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A

4T

r
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A
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English monolingual; and (3) English' was the smajority",languageof

the wider4ommunity.

The greater use of Spanish in classroom tifassociated with

the presence of more Spanish-speaking children in that class.

English was used in all activities, while the context of Spanish use

was mote restricted and cape abort primarily in directed large group

and language group activities and, to lesser extent, on a one-to-one

.basis during meals and free play. The large groups. were most often

conducted only in English; however, since all children were included,

these could be considered combined first and second language activi-

ties. As such activities included all children, quiet children who

also tended to be the monolingual Spanish speakers were sometimes

*lost" during the activities-byitot being ttended to or called on.

Little concurrent translation occurred as is was not important for

the model, which was supposed to involve upings according to

childrents language preferente..

Informational statements were the principal mode of verbal

interaction in both classes regardless of the language of instruction.

These accounted for about 40% qf all adult utterances, whileOdirect

commaods and questions each coiprised 25-30% of the remaining inter-

actions. Verbal reinforcement accounted for less, than 10Cof all

interactions; the teacher tended to use more negative reinforcement

while the aide used similar, amounts ofpositive and negative rein -

forcinent.

The teacher and aide were observed to give an approximately

equal number of commands, despite the greater number of teacher utter-

ances overall. This suggests.the importance of the aide during

transitions and meals and in regulating free play. Some differences

between the classes are evident, as in the greeter use of) commands .

and reinforcement in classroom A related to the greater Classroom

management problqes with certain more active children in that class.

Adults at Site II included parents who were active in con-

/ tributing to policy, education, and health questions through'several

parent and parent-staff cdmmittees. They were infrequently present in

class, although the incorporation of parents into in-class activities

is not specified by ALERTA as a necessary means by which the goals of

multiculturalism and community-school links are to be achieved.

e. ,Instructional Strategies -

gr

The instructional strategies employed at ALERTA Site II remained

relatively the same during the school year. The overall moderate

scores reveal a greater emphasis on child-initiated activities compared

with adult-directed instruction, an absence of second language activi-

ties, and sometimes an omission of large group activity. A midyear dip 4

in classroom A and a steady decline in classroom B are evidence that

9
4

4



-266-

teachers tended to "let thingt slide" afters a more energetic start

when the school year began. By the end ofthe year, the."fatigue

factor appears tO have been-operating especially in classrooi B.

A

'Oh most days there was a mix of group ind individual,

active and quiet, and child-initiated and adult-directed activities::

The predOminant teaching strategy was one-to-one or informal small

roup work with some children while others pursued activities of

their own choice. Adult interactions with children included sole

question.and -answer dnd opeW-ended discustion techniques but not on

a regular basis. Review of activities was infrequent. Language \N
development was thus relegated primarily to informal-child-child and

child -adult interactions in addition to large group interactions.

Stories and 'some disiussion during large group activities were

Obimented by songs.

ArInce free play'was often extended to 75 minutes or more,

socioemotional development Wks encouraged through_ independence and

cooperation as children circulated on their own initiative and

learned to share space and materials with others. Psychomotor skills,

which comprise one of the three major goal domains of ALERTA, were

prominent in manipulative, fantasy; dance, and outdoor activities

play. Areas were arranged so that activities could be continued in .

different settings. There was no regular reinforcement or format

assessment of children's knowledge of numbers, infrequent clarifica- .

tiona of colors, and little emphasis on writing and reading readiness. /

The absence of preliteracy, training corresponds to the lack of

emphasfrin ALERTA and tAe teacher's bellefjpat this was inappropri-

ate at the preschool level.

ALERTA calls for instruction primarily in the child's first

Ar language and for structured periods of both first and second language

activities. At Site II, children were provided -opportunity for first'

language retention and second language hcquisition f6r English, but' r

notfor Spanish. Language activities are to be embedded in a general

scheme of-experimentation, observation, and review of what was tried.

Observations were not done systematically, haAver, because teachers

were not allotted time free from classroom obligations to concentrate

on these. In addition, there was teacher resistance to setting -1p

distinct language groups, relating to the above- mentioned reluctance

to share equal instruction responVbility with the aide.

The following excerpt is from an evaluation researcher's field.

notes. It illustrates various aspects of the implementation process

at ALERTA I reflected in the preceding discussion.

3;'Q
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Nicole, a Spanish -preferrtng bilingual Child, and

her English-preferring classmate Ernie are Constructing

an elaborate high-rise building with 2 x 4 blocks in

the block area. Toy cars are 'in an imaginary ground -

floor parking garage. Light and dark colored wooden

figures of people stand and lie on three upper floors.

The teacher who serves as the English language model

enters the block area to observe. Ernie asks Nicole,

"Is that the parking garage?" Nicole tells him, "No,

that's the room for them to sleep in." She then

identifies the standing figures, "You know what?.

.They're having a meetibg." When the teacher asks what

kind of meeting, Nicole gives the location, saying it's

tn "Far Rockawki" (the nearest beach). Ernie explains

that the people are having a meeting because there was

a fire in the building. The teacher.asks what the

people will dO. Nicole responds, "Put water." When

the teacher asks what they would do aboutJa fire at

the Head Start center, Nicole repeats the same answer,

"Put water." The teacher explains that first they

would all walk outside.' Nicole nods and odds, "And

all of din come, all the fire engines." She begins

to move sane figures sand tells Ernie, "Come on The

peoples have to go to the meeting." She explains

again to the teacher, "It -was fire in the building,

but we fixed it:"

This .sequence is typical of the way the model worked during in-

dependent playactivities, whiCh became quite, extended at ALERTA II

by the end of the year. Here the children were engaged in the

manipulation of.differently sized aid shaped materials in the block

area, in accordance with the mode:'s goalsfor psychomotor develop-

ment: The children used the multiethnic figures, appropriate to

."1--
the multicultural make-up of the children. The predominant teaching

strategy employed at ALERTA II was one-to-one work in an informal

small group rather than planned adult-directed groupings.. The

teacher tried to reinforce the linktetween school and comnunity

by relatilig the child's experience at school to her symbolic creation.

She did not, however, utilize the child-created situation to review

concepts with the two children. ,A,calle4for by the model, the

Activity provided the opportunity for children of different language

pfeferences to interact informally.- All speech; however, occurred,

in English; even the Spantsh-preferring child addresied the teacher

io English. As the English, language model, the teacher responded

appropriately i hat language. In_ways such as this, an imbalance

of Spanishand nglish usage occurred naturally.

//-
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C. Summary andleasibility0f Transfer

Owing to the inability.of the two New York sites to identify

sufficient numbers of comparisqp children', only descriptiye statistics

could in the analyses of the ALERTA..sitee. Descriptive sta-

. tistic used to investigate the trends for Spanish-preferring

chit with different English entry-level abilities showed results

similar 'to those foUnd for other models; that is, the greatest mean

gains were madeby those children with little or no entry-level

6
abilities when contrasted with comparison children. As the observe-

tional data-show, the bilingual nature of the classroom allowed such

children access to classroom learning situations in English.

In classroom observations, both groups exhibited` an expanding

grammatical repertoire in h.. The Spanish-preferring groups also

:111119showed a pattern of expand uistic performance in their pre-

ferred language. The progre of English-preferring children in 4

Spanish, however, due .t limited practice in their second language,

was limited to memorizing isolated lexical items, songs, and numbers,

6 which was minimally reflected in qualitative and quantitative child

measures. `-- -

Bilingual education was generally considered favorably by

community residents and parents at both ALERTA sites. However,

given the status of English as the national language and its associ-

tion with higher-paying employment, some parents, both English -

speaking and Spanish-speaking, expressed the desire for only English

initruction in the Classroom.

r
Teachers, like parents, were found to be supportive of

ALERTA's goals. Teachers favored parental involvement and expressed

confidence in the information parents provided to them. Instructcrs

also viewed teaching children about Hispanic life, dress, songt,

and dances as important and favored their incorporation into the

curriculum.

Both sites were relatively successful in implementing the

ALERTA model, especially in the areas of scheduling and organization,

physical setting, and instructional materials. The, experience of the

evaluatiod suggests that it is possible .to implement the ALERTA program

in half-day sessions as-was done at both sites. Double sessions,

however, inhibited planning time and the individually based observa-

tions called for by the model, and at times led to teacher and

student fatigue late in the year.

Overall implementation generally improved as a function of

training in the model. This was especially true where training was

of more than one day's duration. As the ALERTA II experience revealed,

failure to provide such training and advice can lead to a situation

where the staff is unclear about various aspects of the model, particu-

larly the relation of their own ideas to model objectives.
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The maintenance of separate language models called for by

the model appears to be the most difficult aspect of the curriculum

to implement. At both sites there was a predominance of the majority
language (in this case English) being spoken even by teachers whose

first language was Spanish. English generally predominated in all

formal group activities, even those designated by the model to be

conducted in Spanish, whereas informal child-adult interactions

were usually carried out in the preferred language of the monolingual

children and in English with bilinguals. This explains the finding

of better performance on the English measures for the ALERTA children.

The location of both sites within churches, which allowed for

space within the building but outside the classroom for such

features as a large-muscle area, kitchen facilites, a parents' room,

and a teachers room, may not be readily available in many urban .

HeadStart settings. Involving parents, furnishing an environment

for teachers to plan, and adjusting for inclement weather may prove
difficult in other settings.
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FOOTNOTES .

1The four Spanish-preferrfhg control children at Site.I exhibited

increased posttest scores on three of the four English measures lino"

four of seven Spanish measures. The two Spanish-preferring children

.showed increases on one of the'four English measures and five of, .

seven Spanish measures (see Appendix C)._Je
",

?The-four English -preferiing children at Site I increased their

posttest scores on four. of the seven' English measure and all four

Spanish measures isee Appendix C). .

3The extensive use of English by Judith in the classroom combined

with the talkativeness of one English-preferring girl --

Elizabeth"-- isa prime factor, in the unexpectedly low correlation

between classroom observations andtest results in EMLUIsee Appen-

dix X ). Their rankings of first and second, respectively, in the

classroom observations were not reflected in their fairly low

performance, ninth and eighth, respectively, on the tests in this

area, suggesting that the test situation for these'two children

may have been an inhibiting ficbmr..

4High correlations between test results and classroom, observations

on the measures of English and Spanish concept development suggest

the similarity of concept skills being tapped in the two.contexts.

4

4
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I.
UNIVERSITY OF CALIFORNIA, SANTA CRUZ: NUEVAS FRONTERAS

The Nuevas Fronteras curriculum model was developed at the

University of California, Santa Cruz. 'This, model is based on the

assumption that children from different cultures develop different

learning-styliks as a function of their varied cultural experiences.'
The principal objective of the model is to help preschool children

'develop learning styles that are compatible with learning in more

than one cultural or linguistic setting. To aid children in becoming

bilingual°, concurrent use of both languages is employed In the class-

.
room. However, experiences or-Concepts are first introduced and

discussed in the child's primary language. Children receive

structured experiences in the second language through daily English as

a second language and Spanish as a second language small group sessions.

Informal second language expiriences occur through situations in which.

Spanish-preferring...children interact with their English-preferring

peers. -Basic preliteracy ktlls are developed in conjunction with

l
languageand concept learn i g through number, letter, and name
recognition, looking at boo , and writing practice.

The results of the evaluation of the,Nuevas Fronteras model

are the subject of this chapter. The findings of the study are pre -

tented in three sections. In the first section, the impact of the

model on children, parents, and teachers is giscussed. The second

section describes the implementation find fngt: The third section

is an integration of the impact and implementation findings.

A. Impact of the Model

This section discusses the children's test performance and ob-

served tehaviors'within the classroom and ttte attitudinal changes. of ,

parents and teachers, over the cburse of the evaluation year. Each

of the outcome subsections is introduced by a short discussion of

the basic characteristics of the sample. This is followed by an

extensive explanation of the results.

1. Child Outcomes

a. Child Sahiple

The Nuevas.Fronteras evaldition sample was drawn from Rio

Grande City, Texas (Site I), and Corona, California (Site II). The

Site I sample consisted of 32' experimental children and a regular
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,Head Start - comparison group of 35 children. Site II had 32 experi-

mental and 36 regular Head Start cdpparison,children:
, \ .

At
i.

Site I, the children were primarily Spikth preferring- -

434 of 32 experimental children and 34 of-35 comparison children). la
At Site II, 22 of 32 experimental children and 20 out of 36 comiarisen

.children preferred; English. All children at. Site Lwere of Hispanic

backgraind. At Site.II, nine of the experimental children and eight
of-the comparison children were non-Oispanic. At Site I, 19 of the

experiiental and 18-of the 35 comparison childreh were females. -At
Site'II, 17 ofthe 32 experimental and 19 of the 36 comparison

. .) Pi .-

. 'children were males.
.,,

. ,

b. Test Resulii
.

4P.
I

-272-

7

41) Spanish - preferring Children. .At the beginning and end of

the Head Start year, the children were administered a series of steno-

dardized tests to assess their linguistic., cognitive, and perceptoal

motor deyelopment. In additn;-thechildren'isOtioemotional
'behavior during-telting was tissessed'bY a tester's ratio 'form. Cell

size was sufficient-to allow a comparison-of Spahi. erring jhuevask

FtIonteras chglren to comparison children across vier ,ices. The-

analyses; prefentedin Table 61, rev led-aisingle u5ficant differ-

. ent favoring the experiMentel children on the coestract of Concept

Deielopment in Spanish. WhOW analyses were conducted at the level of

'el the individual sitewreiults showed that it-Site) the experimental

ohildren significantly outperiOrmed the CceOar4son children on the

sure of Language'Acquisition and acre favored over the

rison group at the .1 level'of-significance on the measure of

dish tteprehension. No tignificant, differences favoring:either
.the Spani3h-preferrIng expeementil or comparison groups were found

, at Site II.
'11*.

At Sitel,.80anish -preferring experimental children who had

III! Contrasted with a.similar.sampleof comparison children: As shown in
limited-or no Engliih abilities when they entered Head Start were

Table 62, significant differences. favored theexPerimental children

.on measures of Spanish acquisiticm and English comprehension L, A-lack'

of varianceln the comparison group precluded analyzing the ffores on.

English;acquisition through' the use of gialysis of variance or co- Y'r

. (variance. Contingency tables, however,levealed significant chifl§e.

favoring the experimental children on this measure. Fifteen (15) of

28 experimental children had posttest scores of-greater than zero with

a meanof 1:33 on this measure. By comparison only five (5) of 31

comparison children had scores greater than zero (1 = .63).2. Although

;
the.children'at Rio Grande,City were observed to use mostly Spanish

throughout the year, 'the Multiple language input provided by the
-

,.....b44ingu'al bicultural curriculum to Children who entered the program

with some understanding of English is reflected in these ch4ldrens

-significantly better goformance.in English comprehension. Likewise.
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Table 61.-. Nuevas Frontera4 Model-level ANCOVA and ANOVA results for
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-for the effect of site.
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Spanish Scale
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the consistent practice the largely Spanish monolingual children

Rio Grande City were observed to receive in their'second language

can be related to the significant number of such children who were

able to demonstrate some linguistic competence in English at posttest.

Surprisingly, the extensive practice that these cbildren were ob-.

.
served to receive, with concepts, was not reflected on the outcome

measures. This may be ,a suit of the fact that preliteracy and pre -

math skills. stressed by the 'del were not directly related to those

developmental abilities tapp by the tests. Such an interpretation

is supported by the low rank o der correlations (Appendix W) found

between children's posttest s res and their observed behavior

,related to this Construct,

(2) English-preferring Children.- Due to the limited number of

English-preferring children at Site 1, statistical comparisons for

English-preferring children were limited to Site II. As can be seen

from Table 63, English -preferring, experimental
children at this'site

outperformed the comparison group on. the measure of English Comore-

hension. No significant differences Were found favoring the comparison

children. This suggests that not only were there no negative effects

in terms of first language development for English -preferring' children

who participated in the bilingual bicultural model but that the empha-

sis given to recitation.and recall by the Nuevas Fronteras model

contributed to development of comprehension abilities beyond those

developed in a Head Start program without such a model. With the°

exception of Spanish Comprehension, posttest scores for both groups.

of children on the Spanish Measures remained at or near zero.

c. Classroom Observations

The subset of 12 experimental Children at Nuevas FronteraI,

which was the object of focused ethnographic observations at three

times during the course of the preschool year, was composed of nine

Spanish-preferring children and three English-preferring youngsters.

The three cognitive styles recognized by the model -- field sensitive,

field independent, and balanced -- were equally represented among the

seven male and five female subsample children. Frequency eounts of

their classroom behavior in the areas'of language usage, concept de-

velopment, and socioemotional functioning provide a,qualitative base

against which to view test results.

(1) Language Usage. Figures8.depicts the overall classroom

language usage patterns for subsample children during each of the

three observation periods. Throughout the year all children received

extensive' practice with Spanish. There was, however, consistent trend

toward decreased use of Spanish in the classroom for both Spanisn-

preferringchildren (98% to 77% Spanish interactions) and their English-

preferring peers (81% to 65% Sienish interactions). Children's language
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Figure 8, Classroom observations of child language use
were obtained for a.subsample of Spanish- preferring and '.

English-preferring children during Fall,'Ninter, and

Spring. The figure below shows the proportion of Spanish
and English in Nuevas fronteras subsample children's
language use over time.

Jo

.60

.50

.40

.30

.20

0

4*

11401144,111P

SPeeish

ORO hob

1411.1. mmult

4
Spanish-p4ferring children

?ALL 11111TV.It

English-preferring children

332

SPRING

A



.

usage patterns reflected here correspond to findings presented in the

implementation section which show that he language environment of the

Nuevas ftonteras classroom and community of Rio Grdnde City was

primarily Spanish. 4 -

An analysis of the exPeriences of individual children, presented

in Table 64, reveals that-ell of the Spanish-preferring children in-

creased their proportibb ofInglish'usage over the year. -There were,

however, considerable differences ranging from 31% to 1%.in the amount

of increase.

The general case at Nuevas Fronteras I was represents by the

seven children -- Linda, Arturo, Ray, Juan, Odon, Nelda, nd Evelyn --

who did not begin to interact in English to any significant degree

(11 to 25%) until the latter part of the year. The two remaining

Spanish-preferring subsample children -- Bonita and Miguel -- varied

from thrts general pattern in contrasting ways. Bonita-was the only

child of the group who was observed to interact a significant amount

of time (29%) in English by'the second observation period. She also

shoied the greatest increase in English use (31%) from the beginning to

the end of the preschool year. At the other extreme was Miguel, who

throughout the year interacted alMost totally in his preferred language.

Thepattern of variability in children's classroom language

use appeared to be related to the level of linguistic development at

which the children entered school and to the frequency of individual

input directed to the children at an early stage. Bonita was the only

Spanish-preferring child to begin the preschool year with pretest

scores indicating productive abilities in English. The eight remaining

Spanish-preferring children were unable to meet the minimum criterion .

;'for scoring on the english acquisition measure.' All, however, re-

ceived a score in english comprehension on the pretest, indicating some

receptive. ability in that language. Given the lack of English -

preferring children in the Site I classrooms, the amount of direct

English input, received by the children was mainly dependent on the

teachers. As evident from Table 65, only three of the Spanish -

preferring subsamplexhildren were addressed in English with any

frequency-by the teachers at the beginning of the year.. It was these

same children -- Bonita, Linda,-"and Arturo, -- who underwent the

greatest change in classroom language use patterns over the course of-

the year. Moat other subsample children began receiving input addressed

directly to them by teachers or peers in English only at the second ob-

servation period. Miguel, one of two children for whom this was not the

case, was rarely addressed in English by his peerirthrOghout the entire

year and had the lowest percentage of English addressed-to him' by the

teachers (16%) at the =last observation period. He also had a somewhat .

irregular attendance pattern and tended to interact more frequently with

adults than with his peers in the classroom.

EXaatiition of language interaction data shows that the increase

in' English language use was primarily in the form of indomplete

333
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utterances (see Appendix P). This probably indicates the effect of the

children's expanded lexical repertoire in their second language. In

addition, an increase in language mixing by seven of the nine subsample

children supports the idea that the children were using isolated loan

words in English in their basically Spanish sentences.. Almost half of

the children increased their practice with plural nouns in English also.

Remaining gains, however, were made mainly by one or two children.

Similarly, indications that the children were acquiring funqional compe-

tence in their second language were limited to two children who were-on

two occasions observed using English to give verbal instructions..

The Spanish-preferring children's progress in Spanish, however,

was more generalized. Over the course of the year, all subsample

children exhibited use of a greater variety of grammatical structures

such that by the third observation period, most of the children had'

increased their verbal output in the majority of observational cate-

gories in the area of linguistic competence.. These included more

extensive use of the negative and interrogative forms, the present,

past, and future tenses, and complete sentences.
I

Data in the area of functional competede, presented in

Appendix 0, show that generally the children did not receive extensive

practice in this area. The category in which most children expanded

their practice was in giving verbal instructions; only a few children

diversified their experience to include descriptions of themselves or

others.

Observational data.for the three English-preferring subsample

children indicated that each of the children had acquired a substantial

amount of Spanish prior to entering preschool (see Table 64). The

functional competence of Janet, for example, was attested to by her use

of Spanish for both descriptions andyirectivcs at the first observa-

tion period (see Appendix P). 46

Over the course orthe year, the direct input provided by

teachers to each of the English-preferring subsample children was rela-

tively uniform (approximately equal totals of Spanish and English).

The direct language input provided to them by peers was largely in

Spanish and appeared to be crucial in determining language use.

Observational data in Table 65 show that Tommy was the only one of

the three English-preferring subsawple children who had almost totally

Spanish input directed to him by ills peers. Alberto, on the other

hand, was the only ope of the group who had another English- (non-

subsample) preferring -peer in his classroom. The effect of a growing

friendship with his English-preferring classmate is evident in the

fact that by the third observation period 73% of the peer input

directed to him was in English.

An examination of thitypes of language interactions engaged in

by individual children (Appendix P) suggests that except for Janet, who

exhibited diversified
grammaticatancrfunctional abilities in her second

33'
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language at.the beginning of the year, the English-preferring group
hi-the end of-the year Wa$ receiving more varied and frequent prac-
tice with the negative and interrogative forms and present tense in

Spanish. In their preferred language, the English-preferring children
exhibited a similar pattern. Two of three children expanded practice

witha variety of grammatical forms.-- Including plural nouns, the in-

terrogative form, and the past tense. The increase of two of the three

children in practice with incomplete sentences corresponded to the
trend with Spanish-preferring children. It was, probably a result of

more frequent quotions in English by the teachers in the drills on

number and letter or word recognitipn suggested by the model, to
which the children appropriately responded with single words and

phrases., Few instances of practice with functional competence in their

preferred language were observed for these children A any time during

the preschool year.

(' Although observations for individual childrenvereTimited,
children's practice in the area of recoil /comprehension, depicted in

Appendix Q, corresponded to the general language usage patterns of

the crassroom. For both the Spanish- and English-preferring groups,

411 the majority of children incrased their practice in Spanish rather

than in English. Recall and comprehension practice was largely limited

to the areas of recalling outstanding events froli a story and providing

details about the classroom. A third-frequent recall task undertaken

by both groups was recitation of rhymes and singing of songs, a prac-
tice emphasized by the model. Despite the Spanish-preferring
children's increase in the general use of English, discussed earlier,

when the children were required to employ We complete syntax re-

quired by such processes as relating the rbquence of events, they

would resort to their preferred language. There was, however, some

indication of the improved English comprehension o1 four of the nine -

Spanish- preferring children in the decrease in fncorrect responses in

terms of content in that Lang age which occurred from the second to

1 the third observation period .J

Verbal interaction of both groups of children was mostlfrequent

during thetwo morning small group activities aimed at specific

curricular objectives. Lunch period, too, provided a context in which

the children tended to converse in Spanish with their peers. kreview

of a ample of interactions for two Spanish-preferring children who

de loped distinct patterns of language usage illustrates the ex--

p iences of children of this language preference.

Arturo was typical of most Spanish-pre?.erring children at

Nuevas Fronteras. He adapted fairly quickly to the classroom environ-

ment and usually participated in most activities. In independent

groyps he showed his sociability by frequently cqnversIng ilith his

coiipanions. At the beginning of-the year Arturo,performedlike most of

his Spanish-prefering peers on the standardized te&ts. He exhibited

no productive ability in his second language, and scor%4minimally

in English comprehension and concept development.

0
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The conversation below was taken from a sMall.group session at _

the beginning, of the year. 'Arturo, together with five.Spanish-preferfi.ng

peers,, was seated_around a table in the art .area cutting out pictures

from catalogues.

Sara : (Finding a suitable picture in the

.catalogue.)
La voy a cortar.

Bonita: (Holding a picUre of a car.)

Mira este car. '.

Ray : Un tarmiot
Bonita: .Y friio vas a cortar.

Arturo: (Following up on the topic of cars,

and addrtsstng Robert.)
Tu papa compr6 up carro viejop

Ray : tMi papi?

--.

Spontaneous conversation happened frequently during small group

sessions such as this. The children spoke totally in Spanish except

for use of the word "car," which was introduced by Bonita, the child

who demonstrated the most productive ability in English. Arturo,

however, unlike Ray, did not incorporate the English usage and spoke

totally in Spanish which-included correct use of paSt tense:

By the end of the year Arturo was using more English, but

mainly in the form of isolaIe4 lexical items. 'This was exemplified in

the following language sample ithich was taken from a large group story-

telling session. The teacher was using the story about a Mother's

Day visit as English vocabulary review and comprehension practice.

Teacher: (Models the names of .the characters

in the story.)

Arturo : . (Repeating.)
Mrs. Rivas.
Joana's grandmother.

('Fidgets for a while without

repeating and then continues.)' .

(Hos)pital.

Teacher: (Asks a question about when the

visit occurs and calls on Arturo.)

Arturo': In themorning. In the morning.

Teacher: (Asks the group a question about

what the children, in the Wry
gave to their mothers.)

Arturo : (With hands in his mouth.)

Cards.

Teacher: Itiftate las'manos de la boca .

(Add Contiues to explain in -)

Spanish why children. should fiot

put their hands in their mouths. ,

db.

4
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Arturo : (Folds his hands in front of him

.1.11P

5f

'and then returns his attention
to the continuing lesson.)

0 Bus. School bus.

Tgaiher: (Asks who rides the bus to raise

s their hands-.)

Arturo : (Raises his hand.) .

° Teather: . . . aid Arturo rides,-,the bus.

,.Here the teacher is using questions, to help.the children re-
v

tall the events and characters of a story4in-their.second langdage. .

be also tried to relate the children's experience-to theattory. To.

.discipline and, give an explanation of health habits, however, the

410 teacher addressed Arturo in Spanish. -Arturo responded appropriately;;
tipitigtinghis comprehepston of the story and the question. His
.

: .

I, however, were Mited ;to single words-or short 'phrases.
4 .

-11O

'Arturo
On the tag day, in lunctroom conversation with his peein,

l'Arturo engaged totally in Spanish-co#4ersation, as he had dane!at the

beginning of the Aar in smalllrouOractivitfes:

- Arturo: (After talking in Spanish to 'the

Spanith-preferringgirl next to
him, he sips milk from the carton'
whicti, leaves a moustache of milk

on his face. He asks'a
preferring peer:)

LTengo bigote?
(Looking around at the, other

,tables and then continuing to r

gilf; he asks.of the girl next
.to. -him who hasn't' finished

. eating Her meat:)
LTu quieres carne? . . 71_1 usta
la carne? m,

4

-r

I

1, .
%

1 .

.
ArtUro's cemtinued Spanish language preference ti.evident here. ,

fir spontaneous conversation, Arturo spoke Spanish, in.which he Iced

-completeesentences to.effectively request, information from his compan-

ions. HiCtanguageodevelopment was'alsolPeflected in .his test results

'0 where he ilnikoved more dramatically in Spanish language measures. In -

--Tnglish;-hiMbniinued.to show little or ,o proddctive ability on the
lannage"acqutsttiovmeasure,..although'he made major gains in English

comprehension and co, pt development..

,* onita,'an ''' . ctive irl with-stunning, large'dark.eyes,'con.0

*Al
* '0111sted-0-5-Artur a' *-. ,, ", panish-preferring 441drtn'at Rio Grande.

Although she was-c e of the youbger children in her class, the teachers

considered her to be one of -the brighter childten. She was attentive,in

. all, classroom activities and often pontaneou4LansWered questions out.

, . '
.

4.
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of turn in her ,eagerness to participate. Althou he was Spanish -

preferring, her mother and older sibliogs spoke' t er in English at

tildes, Which perhaps explains tn.part why she entered the program withi

some produ ility in-her second language as measured in the pre-

. test. '.She-also =an_English referring "boyfriend" in her'class, the

pronunciation- ose.name by/her classmates she corrected:

,
-Since t rwhelling"Majority of her cla tes were Spanish.

preferring a e.generol language environment wa Spanish, by the end

of the year e continued to speak her preferred language most (62%) of:

the time. ni.ikelfer tlastmates, however, she exhibited functional .

abiliti s in her secondjanguage. For example, one day while eating

chicken at mealtime she asked her "boyfriend': "You like crispy,

. .Tommy? 'Do you like that?" Although she omitted the noun refereht for, e

sentences and lise- yes-no questions in English,
Obaning was clear, ,She was able to talk in complete

i

.
. .

.

. A large group activity late in'the year which involved the -,

.

identification of-vocabularyfor colors and animals illustrates agn

liter pattern of development: '. .

Teacher:
Bonita :

. Teacher:

Bonita:
2

Teacher::

114

What color is the bat?

Black . . .'vampiros'. . .and gray

. . ac6.
(floiWiTng to her neck.)
Continues the exercise by holding

'up colored animal cards and asking:)

"What color . . .?"

(Continues. wtth her rapid,

identiftcatiop:)
Baby cow. Brown and white .

Donkey. - .1

Los ojos black.
'Tricorn es yellow.
Boat,' alligator, seal, shark, rooster .

"(Firajly, the teach% tires of
Bgpita's enthusiasm, whAch%-tends,

intimidate the other children,

and she complains:).

No m6s, Bonita. Di Uds'(sic) tamblen.

go

4'

Here the teacher Used a series of pictorial aidsand WH questions

to elicit 'short responses requiringknowledge of English concepts.

Bonita exhibited mastery of a surprising num* and variety of English

4, UMW itqms.- Even thbugh he* use of the arTic/e was variable (e.g.,

v... "redbird" versus "the corn"), she used correct word'order,'pretediig

the noun with the adjective. ,Although not required by the context, .

.
Bonita spontaneously used a complete sentence ("The corn es yellow"),

. 41 mixing languages as she did so. Thus, by the end of the year, the

child was able tiorespond to the varied and more.complex English forms

't -... .

.
4

,
.. ..f.

,
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being directed to herby the teachers, as Well as meet her cammunica-'

ttve needs. This was supported by her test scores at the end of the

year, which indicated substantial increases in her productive and re-

ceptive abilities in English but still superior performance in her

preferred language.

.

Given the limited number of English-preferring children the

Rio Grande site and the general similarity of their experifinces, an

example of one English-preferring child is sufficient ft characterize

cla QOM interactions.

Tommy was a short boy with curly, sandy hair and a medium build.

Although at first he eagerly partiafited in class activities, being

eSpeciallylittentive when the activity was led by the teacher, toward'

tie end of the yearhe became disi terested and apathetic, at times

causing discipline problems in cl . Beipite Tommy's Spanish sur-,

name; his preferred language was lish and he reportedly knew little

Spanish when he returned to Texas from out of state shortly after the

beginning of the school year. ,

When Tommy
ability in S . With his peers he tended to speak Spanish as he

enter the classroom he exhibited a good receptive

had no English-preferring'classmates in his room. Given his growing

bilingual ability, the teacher at the beginning of the year tended.to.

speak an equal proportion of English and Spanish with him, as was

recommended by the model. In these situations with teachers, Tommy's

English language preference became evident. This was seen in the

following example of his speech taken from a.curriculum lesson on shapes

early in the year:

reacher: Esto, Lqud es?
.Qiolds up a square.)

Tommy -: Square.

Teacher: Muy bien. Cuadrado:

Tommy : Cuadrado.

Here the teacher reinforcedin'Spanish his correct answer in

English. -She provided=htm with a model for the correct lexical item

in Spanish, which Tommy subsequently repeated. His tendqpcy to, en-' .1

gage in repetition was exhibited a few minutes later in conversation

with a peer. When, upon finithing his lesson in shapes, he playfully

took his young classmate's lipstick, she orderetnitimelo, Tommy.
Tommy tried to echo her, but produced only a partially successful NISMe..:

16," accenting both the first and last syllables of'the complexrcommand. :

Although he preferred English in his speech with' the teacher early-in,

the' year, he was observed- communicating with his Spanish7preferring peers.

in Spanish and took advantage of the input of both adults and children in

the classroom to practice his second language. 0

After seven months in the Nuevas Fronteras program; Tommy was

.
willing and able to respOnd to the teacher's questions in Spanish, using

3 2 *
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much more varied and advanced vocabulary; s trend was evident in

his successful response to the-teacher's WH estions checking compre-

hension of the story of "The Three Pigs ". in Spanish. eIn its
instance, ToMlny was, observed to utter such statements'as era de

ladrillo" and la chimenea" when recalling the material of the house.

Similatly, his Sipanish with his peers manifested an increase in the

number of complete statements in that language and in his ability to
effectively give directives, describe the classroom, environment, and ask

.

: 45

`S.

questiohs:

Tommy : '(Tommy is at a table with three classmates --
Richard, Otlande,.and Alberto -- working with

: paper and clay. He look, f up periodically from 4

his work to watch Alberto roll clay.)
.

.

Mira, otra. 1

Richard: Oh., mfa.

'Tommy- : . . . y to tambien,Arlando.
(Tommy stands up to watch Alberto

° at work,.then returns to his own 4

work and asksloOrlando0 . . . i '

LQue? . ,

(He hits the hand of Alberto, who was

.
dilturbing his clay.)

Richard: LQue fuer y

Tommy : (Takes Alberto!s clay.)
. . . dale.
''(Pulls apart one of Al-berto's clay baskets,

and teasingly announces:)
Allf este, Este'bonita, Lverdad?

N.

(And then to Richard:)
Dame uno. . .

4

(He takes one4f Richard's clay airplanes
.. ,

and imitates the roar of the engines.)
Mira, mita, Richard. Mira. Yo no . . ..

(Takes apart and reconstructs the clay .

airplane.) .

Mira el ago: '-
,

(Holds up clay airplane.

While Tommy's Spanish was improving he maintained his receptive

and productive abilities in English. As opposed to the beginning of

the year, he now -tended to respond to qbestions and directives of the

teacher in the lartuage in which he was addressed. The following

change was observed during a curriculum lesson involving numbers:

Tommy :

4

(Writing. numbers:)

Five . y. eight . . . nine . . .

eleven . . .

Mira. .

(Asking the teacher to look as he wrote

313
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some 7s. He then looks at the paper of

a classmate who is drawing apples and

indicates thahe wants to do the same.)

Finish this one first.

(Writes'a 7:)

Hazlos bonitos.
Miss?

(Explains to him in English how to

make 8s.)
.I know how make it.
Make them pretty and neat.

Although 1'S grammar had not improved markedly (as is evident '-

from his omission of the infinitive "to"), he remained communicatively

competent in Eng;tsh. Aiewas also 'able to express number concepts in

his preferred language1 although he used Spanish to draw the'te.acher's

attention to his work. At the end of the year the teacher continued

to direct a fairly equal proportion 'of .the two languages to him:

Within the predominantly Spanish language envirament of the classrag,'

however, his preferred language had changed'by the end of the year
to

Spanish.

N., (2) Concept Development. One of themajor concerns of the

Nuevas Fronteras model is the development of prereading and premath

skills- through the integratibn of language and concept learning. At

the Rio Grande site, as will be discussed in the section on implementa=

tion, teachers consistently carried out activities oriented toward

concept development. Gr6up songs and recitation of'rhymes provided by

the model deVelopers in both English.and Spanish were enthusiastically

engaged in by children at the beginning of almott eve#y school day.

Prereading activities such as' letter recognition and drills on con-

cegts. nf shape, color, and size 'were also frequent.

As can be seen in Table 66, eight of the nine nish-preferring

children dramatically increased their relative u of English in this

area.4 This was accompanied by an increase in language-specific

ti
behaviors and a decrease for the majority of the'thildren in first

language use, which had predoginated in the area of concept develdpment

at the beginning of the year.

The experience of"the English-preferring group differed somgwhat.

While two of the three children, like the Spanish-preferring grobp,

'decreased their use of Spanish, this was accompanied fgr all the

group by an tncreage in behaviors With did not r 005 the use of

language. Thus, for the majority of all children, the end of the

year practice ih concepts was occurring primarily eit in English or

the nonlangbage-specific area.

Elf
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An examination of the distribution of obierved behaviors by
categories within the general area of concept development reveals
that visual discrimination and symbolic representation were the
categories in which all children consistently- received the most prac-

.
Pce (see Appendix SY. Extensive practice in visual discrimination

'reflected the emphasis on identification of obJects,and their

11 attributes such as size, shape, and color. By the end of the year,

eight of the Spanish-preferring children had increased their use of

English in the area of concept development. Emphasis on symboli&
representation, a category which.usually demanded little or no

language usage, was related frequent imitation of actions and

P sounds, drawing in art acttyities, and practice in writing names and
/ numbers.

There was a trend for most children of both language groups to
diversify in concept use. Nine of the 12 subsample children expanded

this trend. Generally, however, the Spanish-preferring children
tended tedWersifyinore tharetheir English-preferring pesrs. Three-

of them, for example --sNelda, Miguel, and Odon -- had expanded their
expePience to include at least three new areas (seriation/sequencing,
classification/matching, and utilization of objects) by the end of

the school year. Two of the three children of the'English -preferring
group, on the otherhand, had -at least 50% of their practice in concept

development in the nonlanguage-specific category of symbolic representa-
tion throughout most of the'year.

As called for by the model, the curricular Tessons, which took
place under the guidance of the teacher during small group periods,
combined With routine classroom activities, which were exploited to
emphasize specific areas of concept development, provided numerous

\opportunities for the,children's practice in this area. ,,,Tbe section

hat follows recreates the experiences of two subsample children,
Linda and Janet, from two of the Site I classrooms. These typify

' the variety of activities which fostered the children's concept

learning.

Linda was a quiet young girl with meditim-long brown hair and

dark eyes. AlthOugh she was soft-spoken, she usually answered
questions asked by her teachers and participated in -the frequent

large group singing and dancing activities. Like many of the Nuevas

Fronteras children at Site I, by the end of the year the frequent
prereading activities employed in: this model had fostered Linda's
interest and skill-in writing her own name.

Linda's progress in her,mastery of a variety of concepts

. was typical of many.of the Spanish-preferring children at this site.

Although j5retest scores in concept development showed her to,be some-
what move the site average in English concept development, she
registered no verbal ability in her second language and her understanding
of concepts in her preferred language was superior. Activities such'as

that recounted below, designed to prepare the children for reading, took

346
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place frequently at'the beginning of the year:

Teacher: Let's review your nALes .for a while .

(Choosing from a stack of name cards with

large letters', she,holds up a card with the

name "Sharon.")

Sharon.: M1o.

Teacher: Come and get ft:

Sharon : :
(Takes card from teacher.)

LQuien es el dueno de este nombre? .

Linda : Yo. .4*
(Stands up and retrieves card.)

'Here the teacher was conducting an activity aimed at fostering

the children's understanding, of a few, printed words 'relevant to their

sekperiences. Followfng the model's recommendations that concepts be

introduced in the preferred language of the child, she addressed the

question in Spanish. Linda recognized her name, a nonlanguage-'

spetifiC behavior in the area of symbOlic representation: So% of her

more advanced peers were even able to,recognize 'names of their class-

mates in additionle their own, a stage at which Linda had noeyet

arrived.

/ By the end of the year,-the teacher was focusing on prereading

skills in both first and second,languages. The following activity

was recorded in May:

(The children are sitting in a circle on

.
the rug, with the teacher showing a set of

English alphabet cards. Linda sits cross-

legged, her head propped on her left land.)

Linda : A.

(In Spanish, identifying the letter la" which

the teacher holds up..)

Teacher : Ahora les voy a ensenar en inglft.

Estos son los sonidos et espanol..

(Teacher shows "r" with a picture of a ring

on it and asks children what it.is.)

Children: '(In unison:)
Anillo.

Teacher : What is it'in English?

Linda : .Ring.
Teacher :, Ring.

(And mentions rhyme that they have learned

earlier.)

Linda Erre con erre cigarro,
Erre con erre barril.
Ripido ruedan los.carros.
Cargados de azatar del ferrocarril.

.4

4

4
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Teacher : (Shows "c" card.) 0

Children: Car.

While the teacher continued to use the preferred lalhage of

the children, she drilled English symbols for the letters, which the

children had now,begun to master. The impact of the sound gam's

employed by the teacher 'earlier in the year was evident. Rhymes such

as the preceding, which were used to practice language and rhythm,

also served to promote the children's understanding that words are made

up. of. different sounds. Linda's spontaneous repetition of the "erre

con erre". rhyme indicatd her growing awareness of this, as she could

relate the-symbol "r" in English and Spanish. She also exhibited her-

, ability to identify objects in her second language, such as "ring! --

a behavior indicating development in visual discrimination. By the

end of the year," inda's scores in UOth English and Spanish concept

development were among the test in her class.

The examples which follow characterize the experience of the

English-preferring _students at Rio Grande.

Janet was a'fairly large girl for her age with an olive

compleillirand dark eyes accented by her long soft brown curls. AI -

though at times she would fail' to respond to questions addressed to

her by the_teacher, for the molt part she participated in large group

activities. Janet, like the other English-preferring subsample child

who was tested at the beginning of the ye4r, exhibited some knowledge

of iconcepts n both English and Spanish.concepts

One of the most canyon activities aimed at premath readiness,

which frequently took place in Janet's classroom, was the participation

of the students in counting their classmates.' One child at a time wodld

be designated to rise from his or her sitting position in a circle and,

touching the heads of his or her peers, count the children present while

skipping around the tside of the circle. Early in the year, Janet

had already memo the number sequence, up to 12; she was observed

successfully ac ing that number in the attendance count before for-

getting to count herself and one other child. She had 'not yet,

however, reached the developmental stage in seriation and sequencing

which enabled hell to associate the number Words with a set of objects;

for example, she.was unable to answer,the teacher's question "How many

toes do you have?" Although at this stage she could identify some of

the basic colors in her second language, her performance was variable.

She was observed mistakenly identifying the color of ,red pegs in a
)

peg.koard as "verde.'

By the, end of the year, Janet had moved past the mere memoriza-

tion stage tn number learning and was generally able to relate a

variety of concepts to her personal experience. The following

interaction was recorded 'late in the year after, A small'group of

children including Janet.had been taken on a short field trip to the

school
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Teacher:

Janet :

Teacher:

Janet ;
Teacher:
-Janet :

Teacher:
Janet :

,Teacher:
Janet :

Teacher:

4 Janet :

Teacher:

Janet :

4.
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(Asks the children in English if

they have tricYcles.)
(Rods.)

I have one of that.
(Asks how many wheels the cars they
saw'in the parking lot had.)

One, two, three, four
Were .they round or sqare/
Round.
How many trucks?
One, two, three, four, five.

(Asks if there was a white truck.)

NO.
(Asks if there was a green truck.)

Yes.. .'
Uh huh. ,

(Asks if there was ablack One.)
(Shakes head.)

Mi poppy trae una black.

In this example the teacher was exploring the contepts of shape,

number, size, and color. She began the "lesson" with a question of
relevance to the children and then moved to "how many" questions.
Although Janet still exhibited a need to recite the sequence of
numbers to arrive at the desired answer; she'was now able to associate

the number word with a set of objects she had just observed, as well as

to identify their attributes of color, size, and shape in her first

language. Here she appeared to show a tendency to express concepts
in'EngliSh as evidenced by her use of code-switching to the word
"black" in 'her one Spanish utterance. On other occasions, however,

she was observed successfully using Spanish to describe colors. Her

test results in concept development supported the progress suggested by

her classroom behaviors, as she made greater gains in concept develop-

ment in her preferred language, English, rather than in her second

language.

(3k Socioemotional Development. The most evident trend in
socioemotional development among all subsample children, depicted in

Table 67; is a substantial'Increase in inapprOpriate behavior from
the first to the second obiervationtl periods. Most of this increase

for both Spanish- and Engliih-preferring groups is fn the area -of

school readiness. Thik can be explained in part by the children's
adaptation to change in teaching staff which occurred in one classroom

at the beginning of the second observation period (see implementation

section). At this time three al the four students in this classroom--
Ray, Arturo, and.Tommy -- required readjustmeat into the routine of a

new teaching team. This was further complicated by the fact that the

two children -- Ray and ,Tommy -- who even at the beginning of the year

had often failed to participate in group activities and distracted

other children, were both members of this class.

3,19
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Sgtanish-Preferrinq

Miguel

Evelyn

Nelda

Orlon.

Juan

Ray

Arturo

Linda

,Bonita

English - Preferring

Al berto

Janet .

Ton*,

ti

494,

Table 67 . Relative frequency of observed appriate and

inappropriate socioemotional
behavior for individual

Subsample children over three points in time. :

Nuevas Fronteres.1

APPROPRIATE
1

I. II III

% .

40

%

0 . 28 63

4 67 59 -----

100 58 57

100 .,. 70 '.'"-.84 ..

100 72 44

75 21 20.

67 42 70

66 64 78

100 100 100

55 41 f0 .
r '

100 38 '.II3 .

66 30 40

. .

4

INAPPROPRIATE

.

0

.83

0

0

'25

33.

33

0

BM.

II III

72

33

41

30

27

79'

57

36'

0
4

36

41

43

15

N'

80

30

22

0

.?

44

0

33

AN'

60

61

.70i,

40.

5i

60

Perc!ntage totals'may not equal 100% due to rounding.
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By the end of the year the socioemotional behavior of the

Spanish-preferring group had improved considerably; with seven of

the nine dhildren exhibiting mostly appropriate behavior. Six of --

the nine children had increased behavior indicating-positive self...

esteem.- Even those children such as Odon and Miguel, who at the

beginning of the year had been shy and at times refused to speak or

interact wil0=the other children, were now observed demonstrating

pride ino2Waccomplishments and in their ability to deal with new .

situations. UV only area in which a, trend continued toward more

inappropriate behavior was in Motivation, where some children by the

end of the year appeared to become bored with the schedule of activi-

ties and required teacher intervention.to maintain their interest._

The English-preferring children toolltddecreased the amount

of inappropriate socioemotional behavior displayed. By the end of

the year, however, two of the three -- Janet and Tommy -- still

displayed inappropriate behavior. Still, there Was a complete. re-

yersal of thAir inappropriate behavior in the area ofichool readiness,,

fohich accounted for, a majority of their coded behaviors. By the end of

the year they, like most of the Spanish-preferring children, exhibited

.a marked increase in sustaining interest in group activity and a=

decrease in the failure 0 share or take turns. At the beginning of

the year such observatioAs as "Andres asks a boy in a blue and red

sweater, 'Lim prestes el carritor r-The lattesays 'No' and continues

to play. with it were cannon By the end of 'the year, observer's comments

such as the following were the norm:

Sara marches as "Red, White; and Blue"
is played on the record-player. She sings,

,too. She watches the flag as it goes around
the circle, from hand to hand, and takes it
and passes It on when 4t is her turn. She

sings and marchts.

2.' Parent Outcomes

a. Parent Sample

The sample at Site I consisted of 21 experimental and 28 compari-

son group parents. At Site II, 29 experimental and 30-comparison

group parents were interviewed.' All of the respondents at Site I were

of Hispanic background. At Site II, one third of the experimental

parents and one seventh of the comparison groups were non-Hispanics.

Income, family size, and'average age of children were similar for

experimental and comparison group parents at each of the sites. At

both'Site I and Site II, experimental parents averaged approximately

two years of schooling than their dompariton group counterparts.

(See Appendix L for all background characteristics.)

1
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b. Motber's Attitudes and Perceptions

Experimental andand comparison mothers at ch site ha sillier

perceptions of their children's language a ity. Site I experimen-

tal and comparison parents considered their children's Spanish language

ability to be better than their English language ability, while the

reverse was,true at Site II. Site I experimental and 'Comparison mothers

rated their own Spanish language ability as similar. However, experi-

mental mothers saw themselves as having significantly more ability in

English than did comparison mothers. Site II experi ntal .

w%evaluated their Spanish ability significantly higher b year end

'.than died their comparison group counterparts. (See Tabl_ 68).

There were no significant differences in the attitudes" of'

experimental and comparison mothers at either Nuevas Fronteras site .

over the course of the year. Both samples expressed a favorable atti-

tude toward education in general'and bilingual bicultural education in

particular. Parents in all groups expected their children to attain

15 or more years of schooling.: They also agreed that schools in the

communities were doing a good job of educating their children, and

felt that they were providing the children with the necessary
. ...

experience to help them prepare for a career.

No differences were found between experimental and control

mothers at either site in the amount of forrial.instructionAhat they

provided to their offspring. Experimental mothers at Site II, however,

reported providing significantly fewer playthings tot might have an
. -

instructional function.

Parents were also asked to state their child's pilmary activity

during distinct daily periods. The experimental and comparison'childreb ..

at Nuevas Fronteras I were involved in similar activitiesat pretest .0

and posttest (Appendix V). Both groups showed a decrease in time spent

watching television and an increase in social play and,school or school-

related activities. It may. be assumed, therefdre, that changes in

these children's test performance can be attributed to classroOm treat-

mankrather than to instruction received outside of the presChool

environment. -..
.

.
.

This was also the case with Nuevas Fronteras II,-as no differences

were found between the two groups over time, although experimental

parents perceived their children's major activity to bt school or

11140
school related, while comparison parents reported their child;

en's

principal activity as playing. At posttest, parents off mental

children reported a decrease in television watching as primary activity,

*- while comparison respondents perceived no differences in their children's

datly actiVities over time. . 11. 111.
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3. Teacher Outcomes

a. *Teacher Sample

A total of 11 members. of the classroom staff at hoth sites were

administered questionnaires at the beginning and end of the School

year. Two teachers and three aides 'at Site I remained with the

program for the entire year. At Site II, three complete teacher-aide

pairs responded tothe questionnaire.

The classroom staff at both Nuevas Fronteras replication,sites

were women and all but one had children of their own. At Site I, all

sr
were Me Man American, either Spanish preferring or bilingual, and

ranged inlage from 19 to 61.. With one-exceptionf all teachers and aides ;

were born in the county- in which the Head Start tenter was located and -

resided inthe community at the time of the study. Only one,ftowever,

. lived in immediate proxiMity to the preschool. One-teacher had a CDA

credential and a second was'in the process of being evaluated for such

school certification. All aides had a high school diploma and some

llege'training, and all but one, who was hired during the school year,

d some-prior work experience. Only one teacher-aide pair had taught

t the center formore than one year before the evaluation: The other

staff members (apart.frOM the new aide) had worked at other Head Start

Centers ,for three or more years.

The Site II 'teachers and aides ranged in age from their late

20s to mid440s. *The three -teachers _Wert bilingual but constdered them-

, selves to be English preferring. Two were. Mexican American. A Mexican

AMerican aide spice some Spanish but the two Anglo aides were English

monolinguals. Each of the teachers had, taught at the center for 10 or

.,)more years andkall began as commuftity or teaching aides. Two had 4.A.

'degrees and the third had some College experience and was in the process

of obtaining the CDA credential. The aides held high school diplomas,

'had job experience in clerical 'and sales positions, and hied served as

volunteer parents and substitutes before-being hired for aide positions.

Staff turnover was -limited to Site I where a teacher resigned endives

replaced by an aide. (See Appendix M for,a1.1 background characteristics.)

Teachers' Attitudes
ss

The teaching staffS of both centers were generally positi - i.

toward the Nuevas fronteras curriculum model. Teachers lik ce in

aspects of the model, paPticuhrly the,curriculum uni ' wh ch were

described by oneleacher as "well done, with everyth out for you."

`They agreed that the management system of assessing qpgnitive styles and
. *

olannintion an individual level was time consuming.. How5ver, they

believed/it could be helpful with properfraining. ..

Over the evaluation year, the teachers in Nuevas Fronteras

classrooms at both sites exhibited some changein their understanding of
(,
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bilingualism in the-context of early childhood education programs.

Atl teachers increased their feeling that the primary advantages of

bilingualism for both English- and Spanish-preferring children were

social. Whereas' at the preteSt at least one teacher at each site per-

ceived the advantages'of bilingualism as being primarily related to

outside job benefits, by the end of the year teachers considered

language acquisition for communication and socialization as the primary

benefits of bilingualism. .

The importance of apilingual multicUltural curriculum was

viewed differently by the teachers at Site I and Site II both atthe

beginning and end of the preschool year. While at the beginning oil the

year teachers at Sfte I identified the advantages of-bilingual education

ascommunication skills and cyltuAl awareness for English-preferring

children and pragmatic beneffts of otter job and educational oppor-

tunities for .Spanish-preferring children, after the experience ofthe

/Nuevas nonteras curriculum they tended' to show a more mixed inte-

grative and instrumental orienteisfi. At Site II, on the other Nand,

the opposite trend occurred. Teachers who originally viewed educational

opportunities as an Isaportant advantage for both English- and Spanish-

,
prefet4ring children overwhelmingly identified cultural awareness,
communication, socialization, and language acquisition for its own sake

as the primary benefits of bilingual education by the end of the year.

The, general-trendlkoward a greater integrative orientation exhibited'

overall by teachers at both sites may be due in part to the model's

-emphasis,on flexibility and thinking ability as the two major benefits

yof. bilingualism.

Ail the area of language attitudes, some differences were found

between the two sites in trends in teachers' attitudes toward various

language models. Over time, Site I teachers voiced slightly more posi-:

tive attitudes about children speaking their first language as it is

heard in the home and their second languageas it is heard In the

community, but commented more negatively on the first language as'

spoken in the community and first and second Tanguages as presented in

textbooks Teachers ,at Site II, on the other hand, came to view more

posittvel the use of textbooks as language models for first-and second

language learning for both Spanish- and English-preferring children.

This may be related to the teachers' favorable experience with bilingual

storybookS supplied by the model developers. . . *

) Table 69 shows that teachers at both sites felt that parent

participation was very important They were positive about having.

.
frequent contact with parents, their personal success in thVolving

parents, and the accuracy of information parents provided teachers.

Teachers at Site II appeared neutral with respect to whether teachers

.
should attempt to involve seemingly uninterested parents, a feeling that

can be tracid.to logistiCal problems they had faced in dealing with low

parent,participation. At posttest, Site I teachers were more favorable

toward teachers' success in involving parents.than they were at pretest.

When asked what they considered to be the most important components of a

ft,
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-
Table 69 . Attitudes toward. parent involvement of experimental

Head Start teachers: Nuevas Fronteras

,
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multicultural curriculum, te4chers at both sites remained. relatively

consisteet in their beliefs throughout the year. .

B. Implementation

This section prisentt the results of the evaluation related to

the Nuevas Fronteras curriculum at the two replication sites. The

distussion is complemented by Appendix Y, which provides description?

of (1) the sociocultural environment 'of the communities, .(2) the

administrative aspects of each site, and (3) the Head Start settings,

A description of the principal features of the Nuevas Fronteras

curriculum model begins this section. The discussion then focuses on

= the success of each site and each classroom within a site in meeting

o the goals of. the model in five areas schedule and organization,

physical setting, instructional materials, individual, behavior, and

instructional strategies. A description of the compattson group. at

each.site completes the section..

1. Principal Features

The Nuevas Frohteras curriculum is based-on the assumption of

c nitive variation and emphasizes the necessity of recognizing and *,

using all of a child's abilities and experiences to enable each child

to move toward his or her potential. In addition to shared experiencei,

children's unique strengthS and qualities are incorporated into the

design of the program. A respect for individual and culatural differences

is built into a comprehensive range of developmental and-learning goals.

4

4

-4

4

a. Model Goals and Design of Act ities l% 4

The primary goal of the Nuevas Fronteras model' is to teach t

children in a way that is consonant with their own learning style!. -

These. relate. to home and socialization experiences as well as cultural'

values and modes OCeommunication. At the same time,, the model provides

opportunity to practice skills that are functional in today's complex 4

society. This includes emphasizing,preliteracy training and.the ad-

vantages of bilingualism. To achieve these goals, the,program calls

for structured learning settings and close ;teacheriild relations

based own perionalized incentives and modeling., .

Individual differences among children are expl ined according 4

to a cognitive styles dichotomy. Children are considered *field

sensitive" if they exhibit group-oriented behavior and tend to seek

guidance. "Field- independent" children rdly more on-their own

resources. By initially encouraging the expression of the preferred

style, teachers enhance a child's self-esteem. Subsequently, by

purposefully reinforcing'a child's "plance" of cognitive styles, they

increase a child's development of cognitive flexlbility.

4

4 1 4
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A bilingual bicultural hasis predominates in all aspects of

the model. Based on a philosophy of "cu4tural democracy," the pro-

gram maintains the rights of children to learn their own culture

in their best-known language. Children thereby come to know that

their own culture and language are valued. ,Learning that there are

many ways to communicate also promotes intercultural understandings

and flexibility in interacting with others.

The model ii}designed to enhance a child's ability to verbalize

and conceptualize in both Spanish and English. The two languages are

to be emphasized equally, making the model appropriate for use with

English-speaking, Spanish-speaking, and bilingual children. Large

and small groups should use both languages concurrently and the order

of presentation -Aould be altered. In addition to developing con-

ceptual and small motor skills, the focus of small groups is on

caldren's production and comprehension of an increpsing variety of

vocabulary and grammatical s ctures.
4

The model calls for using c:.1dren's primary language.when

describing 'and discussing new ex. ences or introducing,concepts.

For groups with both English monolin. als and Spanish monolinguals,

teachers areenstructed to use a balan. = of both languages. For

concept review or repetition of an activity, Nuevas Fronteras suggests

use of the primary language followed by translation in the second

language. In addition, second language learning is specifically en-

couraged through English as a.second language and Spanish as a* second lan-

guage in small groups and situations where Spanish-dominant end mono-

lingual childien interact with English-dominant and monolingual

children. Reis recommended that the tecond language sessions be

conducted daily for no longer than 10 minutes. Childr" therefore,

are to'receive both informal and structured experiences in'the second

language. The model cautions that special stress may be needed on a

language that is less predominant in the composition of the classroom

or community. Presenting both languages in asesitive way in turn

engenders positive'attitudes toward the respective cultures.

Concept learning goes together with language learning in the

Nuevas Fronteras model, and the stress is on basic preliteracy skills.

,These include number, letter, and name recognition, writing practice,

and looking at books, in addition to color and'shape review, environ-

mental awareness, and knowledge of community relations%

.
'Psychomotor and socioemotional developmbnt are other parts of

Nuevas Fronteras' comprehensiie' Program. Large and small-muscle co-

ordination are developed through both indoor and outdoor activities.

These skills are t be learned within a context appropriate for the .

learning of rela d concepts as well. Socioemotional learning includes

relations with others, developing concepts of self and others, self -

expression, and understanding feelings. In addition to interactions

throughout the day in structured and transition times, socioemotional

developKent_comes through dramatic play, recall, and sharing time.

fa.
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b. Classroom Structure

A full range of learning situations is designed to meet the

language, conceptual, psychomotor, and socioemotionaFgoals outlined

abqye. Activities include group discussion, review, games, stories,

music, fantasy, arts and crafts, cooking, ',and manipulation of *

materials. The program includes activities that are teachef'diretted

and child initiated, group an individual, large group and small'group,

and modeling/imitative and digtovery/initiated.

Special centers in the roost offer opportunities for both

field-Andependent and field-sensitivelearning to occur. Their set-

up allows childrep to learn in the manner most comfortable to them

and provides spade for a mix of children.

The learning schedule proposed in Nuevas Fronteras is develop -

mentally sequenced over the school yea and inserts daily instructional

activities between informal learn* situations. Planning is reqtaired

on a daily.basis, as well as for a weekly period. Specific activities

within each of the different learning situations (e.g., art, second

language, language arts) are designed for the group,and work in a

particular cognitive style may be arranged once or twice during the

Aeklfor individual children.

4

4

4

4

Activities on an individual basis are to be conducted in a

child's preferred cognitive style, with a gradual introduction to the 4

less familiar style. Cognitive flexibility is to be achieved by first,

providing opportunities for expressing.the preferred style and then

reinforcing i$, while gradually reinforcihg behaviors that evidence the

second cognitive style. Adjusting their reinforcement and teaching

styles reqvires teachers to assess the field-sensitive and field-

independent behaviors that. children display in class. Children are to 4

be diagnosed early iethe year, with periodic updating to follow at

three subsequent times. Ideally, this evaluation enables the teacher

to orient his or her teaching styles to individual needs. While.

teachers may do this naturally, the structured assessments ensure compre-

hensive evaluation of each child over a similar set of criteria. However,

it is posse to utilizeithe curriculum unit materials without doing all . 1

the assessments, altHough to less than full advantage than if units are

geared to children's cognitive differences.

c. Curriculum Units

The Nuetas Fronteras curriculum is presented through 13 distinct

units which are'ordered seasonally and developmentally. The materials

of each unit are clearly laid out and oriented around a central theme,

including "Myself," "Family," "torn," "Weather," and "Pets."

Each unit contains the following explanatory materials for

teachers: (1) Index: a graphic summary of which (and to what degree)

j

360
4

4

4

4



'

-304-

language, conceptual, social, and motor skills'are appropriate to

each of thelvarious activities of the unit;(2) Introduction: a

synopsis of the focus of the unit.and appropriate displays and areas

in the room enVironment; (3) Parent, Family, and Community Participa-

tion Folder: ideas for incorporating family and community members

into the program through particular activities of each unit; (4) Addi-

tional Ideas: suggestions for making and obtaining further materials

for the classroom and for follow-up activities.

Instructional materials for each unit consists of between seven
and 19 activity folders, each of which describes an activity or set of

activities and their purpose, language development. 'goals, encouragement

of cognitive styles," second language aims, materials for display,

materials for individual usewhy children, and procedures. Some of the

activities have materials supplied by the model, including illustrated

Storybooks ip Spanish and English, dittos for children's "mini-books,"

flannelboard patterns, and picture cards.

The curriculum units, therefore, are model-supplied materials
which have a bilingual bicultural emphasis built into them and 'contain

recommendations for developing flexibi3ity in children's cognitive styles.'

They are viewed at sufficiently varied in subject area, cultural content',

and activities fin two languages as to not require many materials from

other sources.

1.

2. Model Lev Implementation

Results of the implementation observations for the two replica-

tion sites.of the Nuevas Fronteras model are presented in Table 70.

Both sites showed relatively consistent overall implementation scores.

However, their patterns of implementation varied (Figure 9 ). At all
three observation periods the overall scores were higher at Site II,

although this disparity was primarily in the categories of setting and

organiza4ion4nd individual behaviors. The existence of a half-day

program at Site II may have contributed to higher scores because' teachers

had a shorter Work day,'with more time for planning, and had to incorpor-

ate instructUnal activities into a more intensive period than was the

case for the full-day sessions at- Site` I.

;)
At both Sites there was an increase 'in the .degree to which es-

tablished sthedules. were qvanized and followed. A marked rise in

scores between the firttiand second observation periods.at Site II

corresponded to the poSting_of schedules, which was recommended during

an in- service held in the second month'of tchool: Thereafter, scorekat

Site II approached the maximum possible,, evidence of a high degree of

routinization of classroom activities. The generally higher scores at

Site II reflected a situation where teachers were paid for five hours 4nd

taught for three, planning and preparing materials both before and after

school. Planning time was more restricted at Site I, particularly after

aides were required to ride buses after school.

*".



Implementation
Categories

Tible70. NueVas Ftonteras implementation
scores by site

over time.
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FIGURE 9

NUEVAS FRONTERAS DEGREE OF IMPLEMENTATION BY SITE OVER TIME
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There was a slight decline at both sites in the degree Of use

of areas over the school year, related perhaps to the decrease in

oppOrtunities for independent play (including use of an area alone)

as large group and movement activitiet'were extended. The presence

of A.,Math area At Site I and its absence at Site II accounted for

the difference in physical setting scores. ."

A general availability at both sites of instructional materials

called for by the model was revealed in scores that reached the

maximum twice at-Site I and once at Site II. The greater number of

culturally relevant materials and labeling at Site I was reflected in

higher scores in this category at the first and third, observation

periods compared with Site II.

Fdf the categories of individual behaviors and instructional
strategies, convergent change was discernible; the year-end scores at :-

both sites approached a similar lever' Thy pattern oindividual be-
havior scores at Site I exhibited relative stability following a rise

etween the first and second observatia,periods, while a relative

stability in scores at Site II followed 'an initial drop between Au

first and second periods. A lack of funding for home visits and

parent programs resulted in low parental-participation at both sites.

single parent regularly assisted late in the year at Site I.

Severalparents attended occasionally at Site II, especially at-the

beginning.of the year, contributing to the high score during the

initial observation period. .

Instructional strategy score were consistently high over the

year at both sites. Teachers at 'Site I carried out all of the

language and concept development activities but generally did not

'organize outdoor activities. Scores at Site II stabilized after an

initially high level, revealing an energetic Start' followed.by a

subsequent tendency to defer second language acivities, partidularly

those in Spanish; if the class was runniqmpehind schedule.

Theie implementation findings in the area of instructional
strategies are consistent with the results of significant gains in

,the 'constructs discussed earlier. Since teachert generally carried out

the learning activities specified by the model, experimental children

appear to have received more regular English instruction than did

comparison children. This was in spite of the fact that Spanish was the

predoMinint sroom language, as reflected in Site I Children's'sig-

nificant gains on the measure of Spanish language acquisition.

Furthermore, the greater consistency with which second language

activtties occurred at Site I may account for the gains of Rio Grande

City children.(with,significant gains varying by the entry-level ability

.of the children in English language acquisition and comprehension)' as

compar with Site II children (with no significant differences for

Spani -preferring chiTdren).

41'
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3. Classroom Implementation Factors (Site I)

Beyond the general* level'of implementation some further trends-

can be noted through grouping implementation scoredbby classroom.

The degree of overall implementation at Site I varied slightly by

classroom, with the highest scores occurring in classroom A and the

lowest in classroom C (Table 71). Teacher turnover in the latter

classroom almost certainly accounted for this:lower implementation'

score, as during the second observatiop period a new aide was adapting

to the procedures of the model. The overall- increase in implementation

scores from Time 1 to Time 3 Was largely due to the rise in classroom A

of scores for both schedule/organization and instructional strategies

and th'classroom C of the latter category scores. However, it would .

seem that as teachers and-staff became more familiar with the model,

they inadvertently selected certain of its aspects to emphasize, in their,

daily activities. This selectivity becomes apparent when .considering

each of the five categories in turn;

a. Schedule and Organization

Of the *categories assessed under implementation, schedule and'

organization was one of the least implemented at the Nuevas Fronteras

experimental classrooms in Rio Grande City. Although the curriculum-,

guide suggested a schedule of daily classrooM iptivities, two of the

teachers did not post their schedules and-the third did so late in

the school year.

The basic schedule was as follows:,

8:30 -. 9:00 Breakfast

9:00 9:30

9:30 - 10:30

10:30'- 11:00

11:00 - 11:45

11:45 - 12:00

12:50 - 1:20

1:20 -' 2:00

Wash hands, bathrbomingi greeting, pledge
of allegiance; etc.

Curriculum lessons (small groups)

Outdoor free play (supervised at all times)

Story time, art, and music

Free play or preparation,(clean-up) for )unth

Outdoor free play (supervised)

Re.st
0.41116.
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2400 - 2:'15' Snick

2:15 - 2:35 Reinforcement of lessons taught that day

-41:35 - 2:45 Children prepare to go home

% 3:00 - 3:40 Planning period for teachers

3:40 -.c3:45 Sign outer

.
_

.

In all-classes there was variability in.how much time was de-

voted to instructionalactiVitiesand to noninstructional activities

such as recess. Time spent at receit appipred to have increased during

the- ear in one Class, and though it was to be riteagher-superviied '

activity, recess became either a de facto break for-the teachers or a

time:for planning. Of, all the activities, review was typically the

leatt,implementedi Teachers would expand4he nap period and eliminate

review either because they,had dtfficultirgetting the Cliildreh-tee-----

-. 'steep.or.because"they-needed time for planning. -Often the model- °

ptescribed periods of free time to play with:available materials were

. 'not carried out, as classroom cirgan$41ation'Imas such that activities

frequently ran over the allotted time. When freek time did occur it
'

-.
f: Om largely the result of.an actiyity period ending unexpectedly early.

.

Observations made in the experimental classrooms,sho'

air ,

.

.

wed

odfferences in degree of teacher planning, prior preparation, and
.

i

general level .c!Irganization. Thesekdifferences were not, however,-

reflected in the chebule and organization subsiale of the implementa-

4 tion/instrUment.- -favexample, the teacher who had the mbsttiffiCulty

,
actdally .carryingsout.lessons had the highest ratings for implementa-

-, tia-of schedule and organization. Hence, it -seems thereis an

. important ,difference between adherence tdOtheformal organizatidnal

schedule andthe way in which actual classroom ectiety periods are .

.* carried out.__1§004 classroom with they highest ratings in schedule and

'organization-had the lowest overall ratings in individual behavi s and

instructional strategies, these categories would seem to provide more

,
. informationon the classroom interactions df the teaching, staff.

. . .
. _

4: b. Physical Setting
. ,

.

%

.All classroom areas specified by'the *del fie. in place andvas

can be seen in Table 70, settin§s.weri used extriSRvely.. W th few

exceptions the children ysed oT were int yieced7hp.A u lly. The

:major exceptiqp, reflected in the less tha, moimum stores, s that

girlslreil seTbom tp be found-iq the 'block area (in fact,,the were

occitionelly sent'Mway from there by the teachers) i which se s in

-.4 large part to have. beelkdue to stereotypiCalideas

.
. . tir

b e:teacherAhtd

abgut appropriate acttvittes for little girls._4 r ...., ... .. ,,
V 1 ,11.

.0 4
,0

,

I
.

_ .. I.,. ...-
J.,

.4,,r, .:.-zi.: ; . . 36a.. ;...."1
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'The three classrooms were well equipped and sufficiently large

for a number of people to use the space. Thereere tables and a

chair for dXch of the children and each teacher had her own desk.

Work centers.were labeled in Spanish and4English according to the pro-

visions of theModel. Some indiyidual items' within the centers were' .

also labeled, although these were not necessarily the ones emphasized'

in the manual:. children's art work was placed around' the room end

labeled by teachers or aides based on*,the children's verbal descriptions.

In iwo'of.the classrooms, children's names were-placed on

iAdividual chairs. In,the remaining classroom, they were taped onto ,

the'tables, precludingllexpility in seating, and placemegt* as called

' for by the model.. As the year progressedipost of the name tags in the

- classroom disappetred and were not replaced.,

',c. Instructional Materials.o. I,

. . l

Model developers furnished a.variety of instructional materials

and provided limited funds for the purchase .of additional materials.

This is} reflected in the uniformlykigh scores in this.cAtegory.

Teachers and aides rtlied almost excitsively on the curriculum units

and materials provided by the model developeri. The main exception was

in the music area where,,although the model called for a music period,

the developers prOvideeno records,

Otherwise, the classrooms were well equipped.. Each had a color

television', record player, and filmstrip Machine,.in addition to

artifactt.from both Merican and Mexican American culture. The play;

ground was the only preacwith few materials; although themodelP

-w :.specified that they be present, outdo0 equipment was usually .

stored inside classrooms. v,

411 '
d. Individual Behavior

0

The-relative stability in scores of individual behaviors between;

-, the first and third observation periods in the three Muivas Fronteras-

1 classrooms suggests thaAhtkere
-. sear in teachers' lingUage usage!, veran eninvveMent of dte

school
olts, and types

i littlechange during 4

oW activities in which childrbn were engaged. .

. e VI . ''
t V

.

.

4 7 Spanish wes the first language of.all-teachers and'ides, but there ..

wai_A great deal, of in the:degree to Which'eithee standard

.., t Spanish or dialectical variants were spoken. Staff literacy skills-.' ''.'
A

Pr
. were more developed in English than in Spanish', as all had attended 'schools

. '1-
,WheFe English was- the language of classroom use. e teacher, fo,ex-

.
ample, took home the Spanish storybooks in order to epare for .

storytelling sessions by revghe texts:
...,

...

Given that the 4tspoken language of the teachers was Spanish-

---.' K and that, the model explicitly specified thit students s)ould be-addresse*

i '-." : ..

r
Ot ,

,

IMF,'
. ....

. 4
. ,

\
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in their first language, which'for the great majority was Spanish, it

is not'syrprising that language production of both teachers and aides ,

was heavily Spanish across all time periods (Table '72). Por all three

classrooms there was also a slight rise from Time40. to Time 3 in the

, use of.English. This may account for the observed increase in

English usage in theclassroom by both Spanish- and English-preferring

students. The large, but temporary, increase in English during Timel

in classroom B may have resulted from efforts on. the part of the

teacher to have,two English-preferwing'children pair off and speak -

'to one another in English. Pil

. .1

At the beginning of the school year, the teachers encouraged

the students to count and to ideAtify colors and shapes in both languages:

)
Aswassreported in the results of the classroom observations, by the

second observation'period the children were more likely to do these

. tasks spontaneously-in English; 28% Of the Spanish-preferring children's'-

. ,
behavior related to concept development was in their second language.

Teacheri' early emphasis onsuch activities may account for this trend.

English was theprimary vehicle in all -c4 asses for scolding and,ret

warding children and for giving them directions, all,of which were

important classroom contr 1 functions: The importance placed on English

41!
for-specific functions indicated by the fact that al] children 1,

learned to ask to go, to t bathroom in English, ,

,

:

As one -might expectopost language production occurred during the

:periods of greatest instruction -- small and large groups. Commands,

statements, and questions predominated asalost frequent speech types,'

while verbal praise an4 discipline rarely occurred: Fin ly, eNtn

though teaches and their, aides tnteracted well and stat differences

appeared minimal, teachers were clearly most responsible or 'the

instructional asOects of classroom interaction and the major portion of

a speech,productionmarthi s. The one exception was in classroom C

' during the initiel-impleihe tioh period when, prior to the resignation

of the teacher,. the:pide,ac
anted-for.4-larger share of speech production.

, - L

There'werelts with oep of teachers, vatiations in

teaching styles among the teachers at Site I. The teacher in clasroom A

was conscien ids in heriesson planning and meticulous in terms of

c sro disc lays-and art projects. She consistently provided times.

for childr to talk, smooth tfansitions, activities for the Childrenwho

finished to s early, and one-to-one attention. She also saw to it that

each child. sponded correctly when celled Upon. The aide's positive

contribution to classroom functioning 'became apparent when, due to an

inexperienced substitute assigned to the class ring a lengthy illness

of he, regular tftecher, she wasforced to assum management of thee

classroom The com ination of hese factors acc unts for classroom A

tlxreceiving the highe average score'for indfVidu behaviors across the

pree obser4ation 0 ods. .
.

A

. The teacher in'classroom 8' was'le4 structured in her approach,

as is 'reflected in the relatively low average store across the observation

, .
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periods. Shy would sometimes accept answers from any child rather

thah, wait for the called-upon child to respond and might ignore in-

'corifiect responses. Children finishing an activity early were not

always directed elsewhere. Lesson plans were not always reviewed

well in advance and periodic cha 'hges in classroom rules were not

consistently 'enforced.
. ,

In classroom C, the first teacher seemed relatively un-

interested in conducting lessons, although she was able to elicit re-

sponses to her questions from most children and would correct wrong

answers.- The replacement teacher and aide,exercised a greater degree

of,control over the children to ensure their attentidn. They also

used much repetition in lessons, made sure each child responded to

questions, and usually corrected incorrect answers.

Although the model calls for,involvingparents in classroom

instruction,-such invobiement was almost nonexistent, contributing

to the relatively low overall %cores. The higher score for classroom A

ddiing the-third-lobservation period reflects_the a_ parent

volunteer was present in the classrooms.

e. Instructional Strategies

This category shows a relatively high le/el of implementation

in all classrooms throughout the year. Although the duration of the .

curriculum lessons and-the style in which they were presented varied,

as previously shown, all of the instructors consistently grried out

both large and small group activities. (
w

Within instructional pertods,
different_teachers_and aides had

varying pedagogical strengths and interests. The teacher in class-

row R, for example, emphasized language deve4opMent and had the students

talk in front of the group about their own experiences. By the end of

the year, she was using large group time to accomplish this goal,rather

than activities like Music which she enjoyed lets. The teaching team in

classroom ,Cvon the ether hand, had frequent music activities. They

introduced new songs, music, and rhymes. By midyear, the replacement

16 teacher in classrobm C found the children organizing themselves to do the

flag salute and song. Storytelling, which the model 'strongly recommends,

as a part.of language acquilSitiOn; was also. differentially empheeized.

tne.teacher acted outlier itories, while another teacher_admitted to

being ineffective in this activity. In all classes childrien put-te-

gether puzzles onAeir own and received lessons self-awareness as

part of the curriculum units at the beginning of the year."

Reflecting the preliteraCy goals of the model, children in al4

classes could read and write their own- names sand re 'a the names of

fellow'students by the end of the year. The ai.- i classroom A en-

dyed science and math and offered both throw- L- the year. Math and

counting were also promoted in,classroom C, an Is hide math was de-

emphasized in classroom B, as the yearypTressed most dt'thel§tudentA

learned to count to'at least 20.

:
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The following excerpt is from an evaluation researcher's'field-

notes. It illustrates various aspects of the implemenation process

at Nuevas Fronterasq reflected in the preceding discu iqn.

During the small group rotation five chil-

dren are seated at a,small round table_in.the

math area., The aide is at a pink felt-board to

which are attached different sized circles

numbered-from 1 to 9. On the table are a'number

of little symbols such as arrows, balloons,

doves, and chicks. Each symbol is of a distinct

color and has a different' total number of items.

Miss Teresa (aide) calls Carmen to the board and

tetis her, (all in Spanish) to put the yellow ar-

rows on the board. Carmen begins to-do as she

was requested, putting an anrow under,each
circle and'counting,"one arrow, two arrow . .

_five arrowl_t_ The Other children re-peat after

her "one arrow" through "five arrow." One boy

begins to play"with the little felt chicks on

thtable. Miss Teresa says "Felipe deja all!"

and he drops the chigks but begins to 'finger

the orange felt balloons on the table, ab-

sentmindedly counting "six balloons,,, even

balloons, eight balloons," in unison with the

other children who are counting arrows. As

Carmen sits down the'aide.picks up the blue

dovelhaped pieces from the table and asks,

"What are thesal" Felipe answers first, say-

ng, "birds." The aide holds up the felt

stars and asks "LQue son estos?" Berta says

"estrellas" and Felipe Lays "Yo tambidn lo se."

-7Berta_begins-po put the stars an the felt,

board.and the children count after her with a

decidedly Spanish accent "one (e)star, two',

.(e)star."' Miss Teresa asks "What are these?"

and the children respond "(e)stars.*----As the

exercise continues Felipe plays absently .

with the different felt pieces.and is again

corrected by the aide who says "Felipe, no

lo haOas." AvBerta Ots down, the aide
points to one of the circles and says."What

.number is .this?"-

This sequence i strates the type of small group activities

focusing on concept velopmeni and in particular, premath skill; at

Nuevas Fronteras 1., he-teacher employed instructional materials

supplied by the model developers for the math lesson, which Oak place .

in the designited area for that activity! English.concepts-were the '

main focus of the session, as the equal emphasis on both languages'in

3 .
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counting and the identification of numbers,and shapes tended to de-

cline after the first observation period: 'Following the directives

of themodel, the teacher did not correct the children's periodic

faildit to pluralize the noun "arrow" but did correct the 'improper

behavior of felipe. She did so, however, in Spanish, which was ,

generally used for more complex communicative needs.

4. Classroom ImplementatiOn FagtOrs (Site II)
1

Within each of the five implementation categories reported in

Table 73 , a similarity in the scores of Site II classrooms at each of

the three observation periods is discernible, art is especially

noticeable for physical setting and instructional materials. This

reflects a close coordination in'the classroom organization and the

concurrentuse of materialsend activities of the same curriculum

units. Therd was an increamin overall scores from the first to

last observation period in all classrooms, which is accounted for

largely .by the rise in scores for- scheduling follow/hg the posting of

the daily schedule.- Classroom A showed;a gradual increase in overall

implementation during the year, classroom B a rise followed by a

noticeable decline, and classroom C the highest.sCores for every

period in addition to a marked rise followed by a moderate decline.

Reults forclassroom C can be related to teacher enthusiasm and

classroom composition, as the teacher was mostpositive toward and

cognizant of the cognitive-styles philosophy of the model and had

the best balance of English.-preferring and Spanish-preferring,chl-

dren in her class.

a. Schedule and Organization.

TRe daily routine wassimilar in all three classes. The

schedule, which was posted in late 1979, remained essentially un-

changed during the year, and read as follows:

Juice 15 minutes

Circle time

#

Table activities

Outdoor play

Rest time and wash
hands '

Lunch and book time

3Q minutes

6a mi nutes

-30 minutes

15 minutes

/- 30 minutes,
A

.
p'

3 7G
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Table 73. ONuevas Fronteras II implementation scores

by classroom over time.

4r

Page 317

a

Implementation,
Categories

*
Maximui
Possible
Score

. -

Classroom A Classroom B Classroom 'C

Time 1 Time 2 Time 3 Time,1 Time 2 Time 3 Time 1 time '2 Time 3,

Schedule/
Organization

Physical
Setting

i

Inttructional
Materials

Individual
Behavior

InstrOctioial
Strategies, .

3 "./ -1/ '

. a,

.14.12

.
...

15.93
4

.

5.98

8.26

,

3.60

.16.81

6.64

12.88.

, .

7.82

4.2C

,

13.94°

5.4.1.

.

11.96

8.41

.

3.30

156

6.23
#,.

6.44

.

8.56

3.30 .

.

17.22'

.

7.47

.

4,

.p

.

12.88

6.71

.

4.20 a

13:94

6.64

.11.96

.

7.67

3.36

,

..

'14.35

. 5.81-

--- 11

5.08

* 8426

.74

3.30

.

P

17.63

*7.89

#

'12.88

8.03

4.20

18.04

6.23
I
..

13.00

8.26

.

3.30.

..'

.15.17
.

40

6.Aj4.,

.ib

.

4N0'...

ti

32-R '.

.

9.96.

, .

TOTAL
.

/
74.33 41.29 "' 44.6:4/ 45.48 42.99 .6

,

.

r

,

46.37
.

.

.43.09 '43-06

.

49.38 -.. 47.17
e
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The Head Start center operated two three-hour sessions daily,

and Nuevas Fronteras was implemented in the morning classes between

9:15 A.M. and 12:15 P.M. Clisses were similar in that most model-

related activities were conducted regularly except for second

language activities, which occurred in all classes only daring the

second. period. This was:largely a result of the limited knowledge of

Spanish by some of the teaching staff and the pressures of fitting a

variety of model-specific activities into a three-hour session.

'Because they worked a single session, teachers had regular

planning and preparation periods before and after class. However,

little in -class time was available for individual observations of

children to assess their preferred cognitive Styles. Teachers indi-

cated in informal interviews that they voluntarily put in extra time'

because they would otherwise not have had sufficient time,to cover all

,planhing, review, bnd preparation of materials that were required.°

Staff meetings were not held regularly. 'The decrease at the third

observation' period in the scores of classroom A relates to the presence

of a substitute teacher unfamiliar.with the model, while the ,dip in

g'iclassroom'ES, scores refleCts itendedcy to vary from planned activities

at the end of the yedr.

The stability of.scores within an observation:period across

classrooms reveals 'a relative absence of variation in the schedule,

Most children were bused ,and arrival and departure times were fairly

dependable. The short transition between the morning and afternoon

sessions alsb ensured schedule inflexibility.

b. Physical Setting'

The Corona classrooms were roomy, well illuminated, and "warm"

in tone. Each was of nearly identical size and spatial arrangement

and included most of the areas suggested by the model: a large rug

for large group activities, a music center, shelves of blocks, a

small group table, a book area, a housekeeping corner, a "discovery"

area of.games and manipulative toys, and several tables for arts and .

crafts. Nuevas Fronteras also specifies a cooking area, which'was

absent except for a sink for washing and an electric frying pan.

There also was 'no specific math area, although'nombers and counting

were regularly incorporated" into the large group and art activities.

Room arrangement was orderly and there was novarfatton in placement

of areas over the year. The fact that the room was shored with an

afternoon team contributed to the "Sameness". of the rooms; indi-

vidual teachers had less control over room arranoement than if-they

had had the classroom to themselves.

While number aria placement of areas did not change, differences .

in degree of usage is reflected,in the variation in scores. Class-

rooms A and ,C have similar first and third period scores, with some.

midyear drop. Classroom B shows a contrasting pattern of a midyear

r, 373
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peak followed by a drop to less than half the maximum poSsible.

Higher scores in this classroom during the first two observation

periods relate to the regular use of areas for free-play(house-

keeping, blocks, discovery) and arts and crafts, while the

subsequent drop is due to the teacher's tendency to extend outdoor

play and shorten instructional
activities late in the year. Free

play was less frequent.in the other classeWpbrticularlY at midyear,

as the lower scores at this time reflect. .

,Scores do not approach the maximum possible:in-this category

because certain daily model activities (suck-as.large
group)'-were re-

stricted to a single area. In addition,:thelarge group and art

areas were frequented more consistently than other areas.

c. Instructional.Materials

The Npevas Fronteraileacher's:Manual does not dislUss.the:
importance of materials per.se,.but does stipulate that materials _

shbuld,be accessible and appropriate to each`Area.of the room. There

was greater abunpntrof materials in the art and library areas than

in the discovery, block, and- houitIceeping sections, revealing the

model's reliance on the teacher-directed activities that occurin

.
these areas. All rooms had colorful well displays which included chil-

dren's work and mura4s.that corresponded' to-thecurriculum unitIeing

.presentetata partiMar time. In addition, labeled instructional

charts lif colors, numbers,weather,,and-mealtime.tasks were used

regularly during large group activities. The optimal midyear scores

reflect the greatest use at that time of instructional anedisplay

materials that:were labeled in both English and. Spanish. ir.

.Central to NueVas Frenteris are a set- of ,bilingual bicdltural

.1 materials referred
Wai_thediureculum-units. The storie$ aid _

pictures in these units provided Virtually all the bicultutal ma-

"- terials usecrin the Site II,classrooms. Concrete items related -to

Mexican or MexicarrAmerican culture were Almost nonexistent.'

.

d. Behaviors.

A
The types of $hteractions'experienced by children,,the langUage

used by teaching staff, and the total involvement 'of adults in the ..,

classroom impinge heavily on the effective'functioning of the Nuevas

Fronteras program. Glass interaction Scores, which are:a cOmbinatiOn

,
of these three components, averagedpslightly,greaterthikhaif the

maximum possible and deelined gradually between the first and third

observation periods.
ti

The relatively high scores for the'fhitial implementation'

. period reflect the regular Ortiapation of one or more parents-in

each classroom, although, parental participation
drbpped markedly by

midyear. low participation relates to the absence of a

,

.
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coordinator and parents' room, the lack of promised involvement of

the curriculum developers, and the scattered resiidence pattern

which prevented parents and children from identifying with the

_neighborhood of the school..

The model also suggests a variety of,activities to promoter

children's expression of different cognitive styles. While there

were many group activities, scores were'to some extent lower for

all periods because of the infrequency of solitary activities

specified by the model.

Tabulations of teachers' language use are presented in.

Table 74. Across classrooms, the ratio between observed English

utterances and Spanish
utterances,averaged about two to one during

the f$rtt observation period and about four to one during the third

period. The model ideal of alternatingbetween the two languages

was thus met only impart. FaCtors accounting for the predominance

Of English asthe classroom language included(1) the presence of

twice as many English-preferring as Spanis6-preferring children in

the program (for example, 26 of3B'children were,tested in English

at Corona); (2) the greater. competence in'English than Spanish by

five of the six teaching staffvembers; (3 a lack of administra-

-"lye support for a bilingual.emphasis;(4) the lack of timely

feedback by the model developers;*4 C5) the prevalence of,Inglish

in a community in which the Spanish- speaking population was greatly

.outnumbered by monolingual English speakers. The imbalance of

English-yreferring and Spanish -preferring children was
promoted by

funding decitions regarding transportation of the scattered school

popslation. Morning buses Were routed to several predominantly

English-speaking neighborhoods,
whildrafternoon children came

largely from heavily Spanish-speaking areas.

A number of patterns in teachers' language use can be identi-

fied. For a)') periods in all classes, the total number of language

utteiances...ol,teachers was greater than that of aides. This reflects

the'Llgreateefpequency of teachers' interactions witk children,

especially ddring the teacher-led large group'activities. Aides,

on the other hand,were more involved in mentenance activities,

-materials preparation, and classroom set-up during elan time. The

only time that an aide's level of verbal interaction approached that

of. the teacher was' during the final observation period in clasiroom A, -

whellthe regular teacher was absent and the aide took on teaching res-

llonsibilities because of the inexperience of the'substitute teacher.

There was alsw a drop during,the year in teachers' Spanish

usage in all classes. Classroom B exhibited a steady decline and

classroom A a.noticeable drop in the final period, while classroom C

maintained the greatest amount of Spanish usage at the end of the year.

Accounting for this trend was anincreasing proficiency in English by

previously monolingual or Spanish-preferring children. Socioemotional

factors-were also involved, a; each teacher was able to point out at

least one Treviodsly.Spanish-preferring
child who by the end of the

38
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Table 74 Nuevas Fronterat II clAssroom language

production by .teaching tinit.

,

. .

CLASSROOM A

INSTRUCT"

.

... TIME 1
.

TINE 2
,

TINE 3

English Spanish

.
14.sps.

lotion

._
,i_s_,I...

Switch-

Individual

Persist of
Total

Enifish

.

Spanish

Trans-.

"tine
I.RaI
liiich-

Individoal
Portant of

'Total

ingitsh
.

Spats%
Traits.,

1st",
1.1tot "dividing

Percent of
Total

Switch

. '

Teacher 48 21 0 76 44
' ..

42' 4 - 0 . 34 10 f S V
.

3 52

Aide 5 2 . 17 , 0 24
.

I
.

- 0 0
,

0
.

8 X 7 3. 0 48

TOTAL 53 ' 23 74 0 100 ° 47 4 0. 100 ' 72 17 3 100

claisskoom

INSTRUCTOR

TINE 1
7M2

j
English Spanish

Trans-

1 a tian

1.40. "divides'
"remit :f
petal

Eagi fsh Spanish

Trans-
lotion

Ling.
Switch

Individeal
Portent of

'fatal

Teacher 4g 33 6 SIP 11

Aide 6 0 6 0 12
4

.2

0 .83

17

11.

TINE 3

English Spots"
Trans-
lation

"divided
Porta of

Tit"

16, 7

7

TOTAL 55 33 12 0 100 21 7 0; 100

0

'3

7
7

7 'I 0

CLASSROO M c

INSTRUCTOR

TIM 1
TINE 2 ,

:
t

, .0111E 0

English Spanish

Trans-
litho

LAT!.
NT I

Individeal
Percent of
Total

.

English

.

Spanish

Trans-
"title

#

1,tang.
"Ha

Individnal
Portent of

Tate

'

English Spoolsk
Irene,

Istioa

Loma.
Witch

,

"divided
Percent af

"lel

Teacher 60 21 0 I0 30 se 7'

.

0

_ ....

17 " Id X
.

4 t
1

R

Aide 0 I

.

I 0

.

11 1 g 11 4---.

,

1 ' 1

-
I

-
- 1

.

13
---,11--

TOT/A.

.

,

0
..-

IN , V 60 46 . 0 100 61 31. 6

_
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year aftired to spe k only English in the clisstoom, even if his or

firer English ability as still limited. The greater use of Spanish

' 'in classroom C Indic tes the presence of the, most Spanish-preferring

children of the thre classes, a'fully bilingual teacher, and some

knowledge of Spanish by the aide,(the other aides were monolingual

English speakers).

The context of language use differed for ithe two languages:

While English was usedby-staff and children across all settings,

Spanish was restricted prima141y tiklarge group events in classroom

B and to large groups andon an individual badi$ during art rotation

in classrobm A. Only in classObom C-110 It appear that the teacher

regularly spokiSpanish with the children during meals and transi-'

tions. Concurrent translation was a method used-in'both large and

small groups. It occurred most regularly in classroom A, but

averaged less than 20% of the utterances in each class, despite the

model's emphasis on the concurrent use of both languages. Language-

switching was rare, exceeding 2% of all utterances only in class-( ,

room A-during .the time when the substitute teacher was present.

The Ohmary mode of teachers' verbal interaction in both -

languages was informational Otements,' followed proportionately in -

all classes by questions, commands, and verbal reinforcement. In

all classrooms, statementsaccounted for 50-60% of.all utterances.

overall, but showed a decrease over the yeartfron65-,71% to 32-425

by the third observation period. In patt, thls reflects the

increasing importance of questions as the year progreised and as

children became more adept at responding to teachers' queries and

formulating discourse on their. own. In classroom C, questions

represented nearly half of all teacher verbalizations by the third

observation period,

e. Instructional Stratehies

fge relatively.high scores of this category suggest that for

the most part each class had large and small groups, first and

second languageactivities, quietactivities, and both child-.

initiated_and'adult-initiated activities. The infrequency of second'

language activities, however, tended to-depress scores.

A variety of teaching strategies was 'used ,in different

activities throughout:the year. ,Children's language use was encour-

aged through a combination of question-and answer and one -to -one work.

Stories and open - ended' discussions during large group activities were'

augmented by English and Spanish sags in all classrooms, corresponding

to the Nuevas Fronteras tenet that songs ean,be learned easily in both

languages because they are'enjoyed by children. Large grourfactivities

included review of special events before and after they took place and

closed with a preview of the upcoming crafts period. DUrinTthe craft

rotation, close atentiort,to the needs of individual children by both

teacher and aide was followed by 4 review of the Wert produced-hy each /
child. .

4
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,,There was greater effort to encourage language development in

A English than in Spanish, although all teachers yoked the advantages

they perceived in bilingualism. In practice, they concentrated on

English language activities. One teacher stated that it was all

they could do to-teach English wit he constraints' of, the three -

hour session. The large group sit tions of concurrent language use

almost always gave greater priority anf time to 'English. Pn

addition to structured activities, second language learning occurred.

informally during crafts at tables that included both English-

preferring and Spanish-preferring children (who were addressed in

their preferred.language), and during meals (when the'same food -

identification and'thanks song were learned in:both languages by all

children).

Corresponding to the preliteracy and premath emphases of the

model; letter and numberirecognition were promoted through the

daily use of labeled charts, placemats, name card$, and personal

cubby. spaces. By the second observation period, practice in, writing,

numbers and letters occurred.daily. Teachers alsd recorded

children's descriptions on their art work, and children had time to

look at books on many days.

Social skills included learning a distinctive routine early in

the.yeat. Ip.addition.to a pronounced routinization ofthe rules

and classroom schedule, children received much cooperation training

through structured task assignment for meals and the more informal

peer teaching that occurred as teachers encouraged children to help

each other during the art activities.

Classroom variation in instruc ional strategies scoring and)

in.total implementation results r tes to a number of factors.

Classrdbm A's Tcwer sco-es re the presence of the largest number

of, children (five) with emotional or behavioral problems. They

required more teacher attention and effort on her part to ensure that

children knew the reason for her disfipline.

A high initial implementation score
for Classroom B is associated

with more rapid coverage of curriculum units, a more extensive use of

active activities (e.g., dance, songs with movement, blocks), and a

more regular use of display materials for color.and weather review

compared with the other classrooms. The decline over the year relates

to a lesser degree of teacher verbalization and to-an inability to

effectively control the movement and actions of children in the class.

There was a higher overall score in classroom C for all

observation periods, #spite the fact that there were two handicapped

children and three speech-needs children in the class who required

special attention. The bilingual ability of the teacher-aide team

led to §teater stress on the desirability of two languages in the

classroom. Language development was encouraged by the overall high

rate of verbalization and expansion during large and small groups.
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Children appeared to have internalited the classroom routine

early in the year, responding to a singl word or hand clap; -this i$

reflected in the low proportion of commands and verbal reinfqrgement

found in this class. While the teaching staff'of all classes liked

'and utilized the model's curriculum units, the classroom C teacher

had the mast positive perception and understanding of the phildsophy

underlying, Nuevas Fronteras.

The following excerpt is from an evaluation researcher's

fieldnotes.. It illustrates various aspecti of the_implementation

process at Nuevas Fronteras II reflected lit the preceding discussion.

;allowing a filmstrip of the story of the three

little pigs,.the teacher leads a discussion in English

with the entire group using - flannel board figures. She

reminds themin English of the title, adding,."de la

.historia de los tres puerquitos." Daniel watches

closely and answers her questio4 ih.English in uni

with the other qpildreni The teacher then reviews tie

related craft activities. At one table, the children

cut and paste in order eight pictures of events

from the story. At another, they, will practice writing
.

the number 8 and color eight pigs. At a, third table

they are to make free drawings about an earlier field

trip taken as part'of the "Community" curriculum unit.

The teacher uses mainly English in describing the ac-

tivities,-which she has incorp6ated into thd "Ranch

,and Farm Animals" unit.

Daniel is called .to the middle table, where he

sits down. "LSabes que namero es?" the teacher in-

quires, poinAing stencil of the number 8 posted

'on the wall next to the table. "Eight," he replies.

"Bueno," she says. Daniel writes a number 8 on his .

paper-and then another. "Look it. Eight," he says

to .Bobby who sits next to him. He writes - a series of

the number 8-and holds his paper for the teacher to

see:. She smiles and praises him in-Spanish. Pick-

ing, up &yellow crayon, he identifies its color to -

Bobby,.4Lodk-it, yellow." He sees that Bobby is

flat writing the number 8 correctly, and taps his to

°, knowhiln.how he did it, saying, "No, nO, no. -Hey,

look at it: Pon este, mire." He leans over, and

iaks'to bis own paper to help Bobby.get it right.

e
The "table Of "craft, rotation activities" described here were

regula carried out at the.Corone site. Given the lack of a math

area at his site, the math- related activity took place at an arts

and fts, table. All the .activities and materials were designed

t coordinate with one.of the curriculum units, the "Ranch and Farm

3 8
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'Animals!' unit. Activities geared to concept development included

recalling the sequence of a story, ordering pictorial materials,

and recogniti, of colors and numbers. They occurred through a'

combination of dult-directed (the "three pigs" discussion) and

child-tnitfSted iel's "teach*" of Bobby) learbing contexts.

The teacher, following one of thetlanguage the strategies recom-

mended by the model, made limited use of concurrent translation

when she added the title of the story in Spantsh.. The predominant

classroom language at COrona, however, reflected in the discussion,'

was English.

S. The Comparison Groups

As MentiOned"previously, children comprising the comparison

groups in 'both South Texas and Southern California attended Head Start

promms.

The comparison site for Nuevas Fronteras I was situated inan

old wooden building about three miles from the,experimental. Head

Start.f, Four rooms on the ground floor.of the two-story structure /

provided the learning environment for 40 children, two 'teachers, and

two aides. The rooms were divided into areas which were neither

clearly demarcated nor labeled but. which had colorful seasonal and

topical decorations. Six areas were found infeach class: book,

housekeeping,'art, science, manipulative, and music. Because the

compar1'son site bordered an area u;ed by other'schools; school fa-

cilities;jeme, band, library, and ball fields) not available to

the expeelffiental classes were used by the comparison group. .

The schedules of both experimental and comparison sites.ip

Muth 'Texas were similar, except that less-time was devoted to in-

struction and more to.outdoor play at the comparison site. Breakfast

and lunch periods.took place earlier at the comparison site and school'

was dismissed 15'minutes earlier. The teachers, included an afternoon

activity (stOrydrgame) after the children's nap, white activities

rarely took place after nap time at Nuevas Fronteras I. Comparison'

children; who as at the experimental site were all Mexican Pmericap,

generally worked in two or three small groups in the two rooms al-

'loted to each. class, requiring an adult to superitse each room. The

two classrooms alternated use of the playground, which was smaller

than the experimental playground, so that children' had little

opportunity to interact with children from the other classroom.

.
In contrast to the experimental children who.lived in the

outlying areas of the community anetherefore.had to be bused, oom

parish children lived in the vicinity of their school. All 20 3-

children in'each classroom spoke Spanish and only a few spoke,and

`understood Engli$h. Teachers and aides generally spoke 4panish*41thr

the children, although one teacher did interject English sentences

and commands into the daily routine. Parents were observed

pating freqbently in both comparison classrooms.

A
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The comparison peaphers utilized their own curriculum based

on a combination of the Peabody Kit and the Southwest Education

DevdIopment Labs (SEDL) Bilingual Early Childhood .Program. The SEDL

program is a highly structured curriculum geared toward specific

learning goals that aim to develop the child's intellectprough
activities appropriate for each individual child. Activities, tied

till, stages, stress both "content" and "process,"'primarily through

`teacher-child interaction's.

A goal of developing English language competency in Spanish

speakers is to be implemented'through the use of both languages in

the classroom. New concepts are introduced in the child's first

language.- Systematic bilingual language instruction occurs in .

opening exercises and conversation time through songs, counting,

and naming colors and shapes. Other language development objectives

include (1) discyiminating sounds, (2) knowing their sources, (3) re-

membering and repeating sound patterns, (4) building basic language

patterns in English, and (5) increasing the child's vocabulary in.

English.

Objectives for concept development include (1) classification,

(2) labels, (3) learning parts and functions of objects, and /

(4) some seriation. Comparison children we're observed learning

numbers, shapes, colors, and the names and jobs of community.

professionals in Spanish and to a lesser extent in English. In the

'realm of socioemotional development, SEDL, stresses the acquisitiod.

of ,a positive self- concept as children take part in daily activities

which provide them with competency skills. Materials found at the

Nuevas Fronteras I comparison site included art supplies, mintpula- .

,tive toys and games, books in English and Spanish, audiovisual items

(records, film strips), playground equipment, sleeping mats, and

classroom furniture.
%we

The comparison site for Nuevas Fronteras II was an independently

operated Head Start center located in a newly remodeled wing of a

public school in a community about 15 miles from the experimental

site. in addition to office and kitchen facilities on the premises,

there were six classrooms. Each was brightly painted and well illumi-

nated, partially carpeted, and had its own sink and bathroom. The

experimental site, by contrast, had no on-site kitchen, a more

distant office, no in-class bathrooms, and only cold-water sinks,

and classrooms had to be shared by two teaching staffs. Comparison

classrooms had housekeeping, block play, music, science, book, and

art learning centers, each of which had colorful wall displays and

both purchased and handmade materials. Adjacent to the classroom was

a fenced -off playground with log-climbing structures, swings,, slides,

and tricycles..-Classes alternated use of the playground so,there was

less interaction of childrefrom different classes .than occurred at

the experimental site.
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The Site'II comparison and experimental .sites both had three -

hour morning sessions and an afternoon session followed It the

experimental site. Most of the children at' both sites were bused,

161it they were less residentially scattered at'the comparison site

which was located in a larger community: Posted schedules in

comparison site classrooms called fOr an introductory sharing, time,

outdoor play, snack, work period (act,, story, mugic and/or free plty),

clean-up, lunch, quiet time (song, story, or poems), and review of

.thelAy,

The curriculum of the Site II comparison Head Start tenter, was

based on children's choice as well as adult direction, And drew on

the BowMar Early Childhood Sdries and Peabody Language Development

Prograth. Parents'attended regularly and were-involved in instruction-

al activities along with aides. Daily and weekly planning. followed

a series of theMes. By-comparison, the experimental site had less

regular parental participation and required more maintenance tasks

Ind less instruCtrional time on the part of aides.

Socioemotional *goals were to develop a child's self-esteem.

and awareness of the world, expose children to a variety of:,experi-

ences, encourage exploration without pressuring the child, increase

''responsibility, permit dramatic play, and provide health education.

Much positive reinfohement characterized adults' relations with

1/4 'children. In the area of-concept development, the stress in moist of

the comparfson classrooms was on letter recognition, writing

and appreciation for books. Numbers, shapes, spatial relations,

perceptual acuity,, and calendar and weather concepts were also taught.

The fact that the comparison and experimental sites of Nuevas Fronte-

ras II were similar in most of these objectives may explain, the

relatively equal performance of children in these on the!

tanda...dized tests.'

Objectives for langdage learningOncluded building vocabulary,

association of words with objects, and identifying size, likenesses/

differences, and clatses.of objects. Most teacher-aide pairs'

included a bilingual person because there were usually several-

Monolingdal Spanish children in each class. While there was no sys-

.tematic second language instruction, children in some comparison

classrooms learned songs, stories, numbers, and colors in both

languages. Spanish was also used to assist individual Widrin in

understanding and for word meanings. However, like the efperimental

site, more English than Spanish was used by teachers at the comparison

center. While children at the,experimental site were of Mexican

American and Anglo backgrounds, the comparison sitespopulation included

Black and Asian children as well.

350
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C. Summary and Feasibility of Transfer

-Results of the Standardized tests and the classroom observa-

tions reflect the implementation process at each site. The few

significant differences foOnd.between experimental and comparison

groups favor children who participatekln the Nuevas Fronteras

curriculum model. Differences found favoring Spanish-preferring

children at Site I on Spanish Atquisition and on the measures of

English Language, Acquisition and Comprehension are consistent with

ihe,extensive practice the children at this site wereobserved to

receive invecitation, identification, word recognition, and

rhyming.

English-preferrthg experimental children at Site II mil-

performed their! Head Start comparison group on the measure of English

Comprehension. This finding is consistent with the model's emphasis

on recitation and recall. 'On all other measures no significant dif-

ferences were fund betWeen experimental and comparison group

children. Thus, participation in a bilingual program did not hinder

the children's development-in their first language. It ts interesting

to note that the few English-preferring children at Site I followed a

pattOn similar to that of many Spanish-preferring children at al).

sites where ,English was the. predominant language of the classroom;

they came to prefer their second lan age (Spanish) in thethat is, th

g

classroom and showed consistent gains across a number OfsConstructs

`in that language.

Experimental and oomparisOn group mothers at both sites were

favorably. disposed toward bilingual education. Both experimental

and comparison parents at Site I repdrted Spanish to be the pre-

ferred language of their children and themselves. Parents at Site II

perceived their)English language.ability to be better.

.
Teaching staff at both sites were generally favorable toward the

Nuevas Fronteras-curriculum. After experience' with the model,.all

teachers felt more strongly that the social aspects of bilingualism

40 were its primary benefits for both English- and Spanish-preferring

children.

Both sites were relatively successful in implementing the

model especially.with.respect to maintaining a regular schedule,

establishing and using learning centers, having required

materials, and conducting mod - appropriate instructional activities.

The successful implementation of the model at sites, with different

scheOules shows that it can be used flexibly for both half-day and,

fulIzday sessions. Relatively higher implementation scores at Site II

suggest that closer adherence to Nuevas Fronteras guidelines may be

possible with a routine which gives teachers daily planning-and -

preparation time apart from their teaching responsibilities.

4.
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The single area that --was consistently most difficUlt to

implement at both sites wasthat of individdal behaviors. There

were two other barriers'tp implementation: Teachers. at both sites

found it difftcult to reach a balanced use of English and*Spanish

in the classroom owing to the language abilities of the children; and

dispersed residence patterns and lack of transportation made parent

participation,in the classroom difficult. _

, ;
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'FOOTNOTES ,

wor

,

1Owing to the small sample size when Spanish-preferring, children at

Corona were divided -by entry-level English ability, iriferential

statistics could btbe used to contrast experlmental and comparison.

children. Observable.trendswere, hoWever, consistent with those .!

at Rio Grande City and across...all models. On measures of English ,

' Acquisition and Emlish.Concept.Development experimental children

with little English ability had higher pdsttest means,than did the .

Head Start comparison group (EMLU, = 1..73 vs. 1,23; PSIEz = 12 vs..-

10.6), whereas on Mea'sures' of EngTish Comprehension the Means of the

two lroups4ere very similar. Experimental children With entry-level

abititie in English, had a higher mean scare on'the PS1E (21.7 vs.728)

. and EMLU` (3.8 vs. 3:3) but a somewhat lower mean on the comprehension,

measures (10.0 vs. 11.2)-

2Generally higher 'rank order correlations between test measures and

observed classroom behavior in Spanish over English in language

acquisition and production reflect the extensive use of Spanish'

by both%Englith7and
Spanish-preferring children in the Rio Grande

classroom. (SeeAppendix

3
The Spanish comprehension skills practiced in the classroom appear,

however, to have little relation to those tapped by the' standardized

sts. (See Appendix 14.)

4The only child who did not -- Oscar --.had been the only Spanish-

,.preferring child who at the first observation period registelid

practice of concepts In his second language.

\

5These patterns in language use related-to concept developmentalso

,
_account for the relatively low correlation between test results,and-

classroom obseriations in this area. (See Appendix W.) Given the

.
decline in emphasis on Spanish concepts, the limited behaviors of

the Spanish-preferring children in the classroom toward the end of

the year did-not reflett their level of Spanish concept development

measured by the tests. Similarly the extensive cldssroom practice

in-English at the end of the year resulted in a number of-Spanish=

preferring children ranking even high6 in English concept develop,'

'vent on classroom observations than the English-preferring children,

a trend not reflected in the test measures. 1,
.
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VI II

.

SUMMARY OF FINDINGS. AND IMPLICATIONS ',
k

This chapter Ammartzes the results of:the evaluation of the Head

Start bilingUal bfcultural curriculum development effort for Spanish-

speaking children: Implications of the'resutts fir preschool bilingual

education and of the methodology employed are also discbssed. . 10

A. Child Findings ,r-74

SpanishF5referring Children

5,

a. Spanish-preferring chil6en who were exposed to th6

bilingual bicultural cwricula performed better on

English language measureslhan did comparison pre-

school children who were not exposed to structured

,bitingual bicultural curricula.'

significantly better than theteHead Start compels° groups on English -J,' At.posttest, Spanish-preferring experimentAl chi dren performed

si
language measures of Language Acquisition, Concept Development, and

f
PerceptualMOtor DevOl ent (p' .05). The 'xperimental children-also.

fr performed better tha omparTson children a the EngTish,Comprehension

.
measure. However, erencbs -for the:En sh Comprehension measure-

, were only significant a the -10 level of confidence. Despite such gains,

Spanish - preferring children generally did riot achie-ve the same leyel of

performance on these pattests.a$ did their English-Oeferring class-
.

mates.. These 'English-preferring classmates'were culturally similar to .

the Spanish-preferring'childreh:
although their English language

abilities were greater at the beginning of the Head Start year.

These results occurred despite the fact that the comparison

groups were enrolled in preschool prograins with similar objectives and

with bilingual teeChers who provided some input in Spanish. The 16

.
comparison.prodrams, however, did not offer a structured -bilingual

bicultural preschool curriculum.

,These findingt are augmented by ervational data which indicated

that'tpanish-preferring experimental sample children Cncleased their

use of the English language in the4claosroom by 21% over tbk course of

the yea)'. This increased use of English was characterized by use of

grammatical-fornis such as complete sentences and plural'nouns which the

children generally had:not been observed to-dserat the beginning of the

611
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preschool year. Children were also observed to increasingly use English .
f

for visual discrimination and seriation/sequencing.
y

1In the area of so oemotional behavior, observed instances of .

° appropriate behaviors° ststently outnumbered the converse of such be-.

haviors throughout the year. The observed increase in the proporttqn of

appropriate sic lemotional behavior. by the subsample children was due ,

,
primarily to the gains.of 58% of the Spanish-preferring chiTdreh in the

, area of motivation., Over the course of the Head Start year, these

. 0 children showed an increasing willingness tb.coMplett activities inde-

pendently.
.

TheConsistency.of the qualitative and quantitative findings

suggests that Head Start experience in general may provide Spanish-

preferring children with some isolated practice in English, but that

consistent improvement across a number of.diqensions of English,usage

comes about through,exposure to curriculum mo tel-s struq&ured to provide.

systematic practice with English.

b. Spanish-preferring experimental group children also in-

creaseartheir lineuistic And functional competemies in

thev5papishlanguage.

Spanish-preferring experimental children showed significant gains

over Head Start comparison children on some measures of language per-

formance in Spanish. In the area of Spanish language production, the

experimental group children demonstrated greater gains on measures of

their production of Spanish words and use, of grammatical forms when .

telling a story than did comparison children: Similarly, on the measure

of concept development in Spanish, experimental group cbildren outperformed.

children who received Head Start exposure without a bilingual curriculum

model. Experimental children performed as well as comparison groups on all

other Spanish measures,/

Classroom observations revealed that children inthe Spanish -

preferring experimental group, despite using less Spanish, increased their.

Spanish language competence at the same time that they increased their

English language Use and English language competence. ,Eighty -one percent

of the Spanish-preferring experiliental group increased the variety.of

Spanish grammatical forms that they used. Use of plural noes; the

negative and interrogative forms, and the present and past tenses

increased over the year. These data suggest that tfffi achievement of the

second language goals of the bilingual bicultural- curricula will not ,-

Adversely affect the development of preschoolers' primary language.

395
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The going-made 0Spanish-preferring children were
different, depqnding On their English language abilities.

upon enterirk bleed

4
ti

e

Classroom observation data revealed that the Spanish-preferring

, experimental group children received yarying degrees of exposure to

_English_ depending on the level of English linguistic development at which

the children-entered preschool ., At all sitet the children,could be di-,

vided into two main groups those children with little/no productive

ability in English anethee beginning the year with some measurable

productive abilittin'English.

. 14

Spanish-preferring expert imental children who entered preschool with

,limited/no English=speaking abilities made significant gains over similar

comparitcm children on measures of English Language Development and Concept

development (p c 1.05;.:,These gains are partly etplained by-the exposure

to English provided' them by the teachers using the bilingual bicultural

curricula. -Early:in the year their use of English was in the form of

repetition of isolated lexical items modeled by the teacher. By the

second observation period, teachers began to interact more frequently

with these children inEnglish. Toward ,the end of the year, teachers

.

continued to'increase.the amount of English used with these children to

Ahe extent that the children were able to respond with single words lnd

'short sentences in,English to both teachers and peers. The data suggest

that the bilingualprescOool prbgrams provided these children with access

to and practice,in Englidh not available in-preschool programs without

a bilingual bicultural model and that ability with two languages is

important for teach1n5 staff working with preschool ehildren-with

limited/no English-spe4king abilities. Li

Spanish-preferring experimental group' children who 'entered Head

Start with English' Ignguage abilities made significant gains over similar

comparison childrgnI5n,the English Comprehension measure (p 4 .05). A

possible explanation for the gains made by the experiMental group in

comprehension tsitat as the bilingual curricula provided input in both

Spanish and EngTish, children received essentially multiple exposure;

that is, the curricula provided the children with the opportunity to

relate meanings in bothianguages,

/
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.2. English-preferring Children

I

a. English-preferring experimental childien.performed as well

as comparison children who attended a Hepd Start center

ithout a bilingual curriculum model.

Similar gains 'were made by both English - preferring experimental and

comparisap children on all. English language measures. There were no

,observed adverse effects on English language, concept; and socioemotional

.
'develOpment measures for English-preferring children *ho participated in-

the bilingual programs.

Classroom 'observationi-were consistent with the. test ,results.

Eighty-six percent of these subsample children were observed to diversify

their practice with grammatical forms in Englishi. By the end-et the year,

the Majority of the childreh,fncreased their use of the negative form and

, past, present, and future tenses.

.

Functionally, almost Um thirds of the children diversified their use

of English for various purposes. By the end or the year, they had acquired

the ability;to provide descriptions of themselves and give verbal instruc-

.tions in English. These children also displayed,an increased diversity

fn memory and recall abilities. Gains were also observed in areas of

-self-esteem and motivation..

This suggeits that an English-speaking chi-4-d's placement in a

bilingual/bicultural preschool classroom can result in at least the same

level of gains that would occur through placement in a regular preschool

classroom.

b. English-preferring children's progress-in Spanish was

limited.

'I'm test scores of both experimental and comparison children on most

Spanish measures remained at or near zero at posttest. Inthe classroom

it was-observed that the.majority of the English-preferring children'used

Spanish for the repetition of isolated lexical,itens in iltsponse to

teachers! modeling, usually during structured activities. The exception -

to this pattern was the children who.entered preschool with some demonstrat-

ed ability in Spanish, especially those at the site where Spanish was the

predominant classrooms language. English- preferring children at this site .

had experiences in their second language similar to those of Spanish-

preferring children with some entry-level abilities in English at other '

evaluation sites. Thesexhildren were addressed by teachers in both

languages and by peers primarily in Spanish. They were observed to

increase their practice with negative and interrogative forms and the

use of the present tense in Spanish. They also expanded their functional

'977

4

4

4

4

4

.4

4

4

4



-336-

.

7 .
. '. .

abilities with Spanish and maintained progress in English Similar to'

I', . that the other English-preferring children.'

of

-B. Parent Findings

. All sample mothers expressed highlA positive atti-

tudes toward the educational system and bilingual

educatiop. *

fr

Mothers of experimental and comparison group children felt highly

positive toward the educational _system, bilingual education in general,

and the curriculum models. Also, they had similar educational aspirations'

for their children; most hoped for a college education for their off-

4-spring. Both experimental. and comparison groups appeared to provide

similar Dome environments.
R

2. Transportation availability and the distance between

some Head Start sites and the tome affected parent

participation.

Despite the positive attitudes of parents toward bilingual education,

their participation in the classroom Was difficult to secure at some sites.

Lack of adequate transportation impeded parental participation in Head

Start programs that were located at sites distant from the main residential

areas of the Head Start families. In situations where the Head Start.,

center was located in the immediate neighborhood of the families being

.served, parents'became involved i4 classroom activities. This suggests

that, transportation resourdes and the geographical proximity between the

homes and the Head Start centers should be taken into account in planning

parent involvement activities at a lacal level.

C. Teacher Findings
.

1. A majority of clatsrbom staff participating in the

experimental programs at, all sites had'ibility in

English andSpanish.

Unlike many studies of bilingual programs which report large numbers

of teachers wit( little proficiency in Spanish (e.g., AIR, 1978), 31 of theme

33 teachers interviewed across all sites stated that they used Spanish in

situations outside of the classroom. _Findings from classroom observations

were consistent with the teacher interview data on the language skills of

teachers. Only three of the teachers were never observed to use Spanish

398
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in the classroom. Twenty-six of the teachers were observed,to use Spanish

'in one third or mare of their Classroom interactions. The Spanish

language abilities of the Head Start teaching staff cannot'be 'Ignored as .

a factor the success ofthe demOnstration effort. Such abilities

should also be a consideration in-planning future effOrts in bilingual

preschool instruction.
'.0.-

......

2. Teachers viewed the social value of bilingual education

as its major advantage,

Teachers' integrative orientation ard bilingualism and bilingual

edycation was heightened over the course of the preschool year: Benefits

such as cultural awareness, intercultural Communication,.and self- --
enrichment were those most frequently cited for botrEnglishz and

Spantsh-preferring children.4

D. Degree of Implementation

1. Approaching a balanced use of two languages in the

classroom'Oroved the_most"difficult implementation

-goal to achieve.

All teachers tended to, rely on one langUage, that which corresionded

to the languagt preference of the majority of the student population,

regardless of their own linguistic preference. Even at those sites

where many of the children had some bil gual abilities, the language

used in the community in which the prelools were found predominated in

classroom use. Although some models did not require that all classroom

staff be bilingual, monolingual teachers could not always respond to

children in spontaneous interactions. The linguistic input proyided to

individual children'varied with the entry-level abilitffs of the children.

Spanish-preferring children with some initial ability in English received

increasing practice in English thfoughout the year and, in those class-

rooms where English predominated, many actually demonstrated a decided

preference for using English in the classroom context at the end of the

year. Spanish-preferring children who demonstrated no ability in English

at pretest received increasing input in that language, but in generaj

maintained their preference for Spanish in most classroom interactions.

With the exception of the few
Nlish-preferring children at sites where

Spanish was thepredominAnt classro5M language, the teaching staff pro-

vided direct input only in English to English -preferring children. .4

4
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41,

.f

2. Carrying Out the classroom languige strategies sug-,

igeited'bY the models was the aspect of Programming

most related to positive child outcomes. I.

(

.

.Itflwas'at those sites where the teachers most consistently followed

. the. model'S strategy for language practice that significant differences-

betwten experimental and comparison Head Start children were generally

found. 'Teachers using recommending language separation encountered

difficulties in maintaining the use',of a single language during language

sessions. At sites where proficiency with the second language was very low,

children'often did not understand a lesson conducted entirely in their

second language anil'became bored'. At other sites'where second language

proficiency of the children was high, they often persisted in speaking

the second language even when'the.teacher was conducting the session in

.their first or preferred language.

Staff, turnover affected the instructional strategies employed by .

. the teachers. It was generally impossible to carry out smal) group'or

langUagevessions effectively with w single teacher, and nek personnel

needed tialie to adapt to a curriculum before they were able to carry out

the lessons as the models directed. Training'sessions Rrovect especially

valuable in providing all teachers with an opportunity to practice skills

targeted by the models as important for carrying out instructional

strategies, and in ensuring that the teaching prrsonnel had underitanding

bf and confidence in the model.

E. Wlications

h Progrannatic.,Apl ications

Bilingual, preschool programs can be effective'for

both Spanish- and English-preferring children.
1-0 A

Test results and classroom observations *wed that the bilingual

curricula.codtributed to the positive development of tpanlh,- anti

English-preferring children.-410anish-preferring expeaneal Chfleen

increased their use of English and made consistent gaffs across a number

of English language and cognitive criteria when contrasted to comparison

groups. Despite these results, there was no evidence of what some

researchers (MacNamara, 1966; Torrance, Gowan, tvAliotti, 1970) have

.referred to as a mbannced effect4; that is, bilimgual

in their first language did not decrease as they Nmpraid second language

skills: To the contrary, experimental Spanish -preferring children scored

consistently higher than either Head Start comps on or stay-at-home

comparison children on. a number otSpanish measure

I 41,
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This-trend is consistent with the claisrowpbservation data.

These data,show that Spanish-preferring childreffuted less Spanish in,

the classroom over the year. However, they expanded their use of

'grammatical forms and increased their functional.competencies in

. Spanish.

. r _

experimental
.

,
\

English-preferring r Children generally performed as

well'on,all measures in English, as did.theEnglish-preferring compari-

son groups. Thtse children were also observed to expand their grammatical

and functional competencies' in English. This suggests that participation

in a bilingual program by English-preferring.preschoolers can resulttn

. at least. the same level of gain that would be achieved in a Head Start

program without a bilingual curriculum model. - ,

ti

b. One year in a bilingual curriculum may not be suffi-

-cient for Spanish-preferring preschool children to

reach the level of competency in English necessary to

compete successfully with their English-preferring

peers.

Spanish-preferring children with limited/no English ability at

entry to the bilingual bicultural classrooms were able'to make signifi-41.

cant gains in English over similar comparison children. Mowever,'their

grammatical and functional competence fn English was still limited at .

the end of the year in both their classroom and test performance.

Ovenithe relative success of the programs,'it would be appropriate for

AM' or other federal agencies to consider expanding a similar systematic

%. bilingual bicultural curriculum development effort through tecond or

third grade.

S.

c. Bilingual preschool programs are especially effec-

tive for those children who enter the programs

.
without measurable abilities in English:

Children with no.demonitrated entry-level abilities in English made

significant gains on ,a number of English constructs over the'course of

the Had Start year. The bilingual nature of the classroom provided,.

these children with access to situations in which they cobld systemati-

cally practice English through structured interactions with teachers

end peers. This suggests that the bilingual bicultural curriculum

models may be especiallieffective in those situations where a majority

of the children's practice outside the preschool is in Spanish.
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2: Methodological -Implications

In meeting the goals of the evaluation, a number of methodological

) approaches were integrated in a variety of ways. The tmplicitions of

the.methodology may prove relevant to future .evaluations or to

bilingual research in general.

a.

a. Cooperation between the evaluators and the curriculum

developers can help ensure the relevance of the

evaluation.
4

In an evaluation of this'nature, scientific objectivity can only be ,

,achieved by deftping and measuring the treatment prgess and then

selecting and dOeloping impact measures that reflect the goals of

treatment. This was achieved by-allowing instrument selection and de-

velopment to take place over the same time period that the curriculum

developers were preparing and piloting theft* curriculum packages.

Impact measures and criteria were selected to reflect the developmental

constructs that were emphasized by the models and the overall Head Start

objectives.

b! A combination of observational and test/interview

approaches can increase the interpretability of

evaluation findipgs.

In assessing the impact of bilingual bicultural efforts, it. is

important that observational procedUres be combined with tests /interviews.

The naturalistic observations permitted an investigation of the reasons

for the treatment effects foundiin the analysis of test data. The uscof

an interactional analytic process in which information derived by quanti-

tative methods was compared and contrasted to results gathered through

'

qualitative means enabled a more specific and accurate interpretation

of the complex interpctiqni among the children, the teacher, and the

task, environments that were intended:to prom6te the ;curricular goals of

the models being evaluated.

The information gathered On theJmplementaffon process allowed

for .systematic study of many issues.pf concern to teacher trainers,

.program staff, and policy.planners with attention to both_program

processes and outcomes. Sufficient-information is supplied through the

qualitative analysis'to enable interested parties to determine which

factors hinder or promote program implementation in different settings.

41.
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e. An adequate assessment of preschool language devel-
opment requires measurement on a number of developmental]

constructs.

-341-

c. ObserAtional studiesof individual children can pro-
vide generaliAble findings if a sufficient variety of

cases is studied to determine common patterns.

7 As the findings of this study have shown:individual children 14,'Y

cgived different variations of the treatment. By selecting a sufficient

number of subsample children with different entry-level characteristics

at each site, it, was possible to estimate the extent to'which the

treatments yielded a similar set of outcomes or nonoutcomes across , -

different cases. The consistent patterns observed across all models for.

each set oflehildren with similar attributes strengthen generalizations .

about the impact of bilingual .preschool curOicula. Thus, in evaluations

using observational techniques, especially those related to the linguistic'

abilities'of children, it would seem crucial that the ,sample be hetero-
,

geneous in the characteristtcs_on which the treatment is predicted to,

have an effect. /

d. Quali tative anaiyiis permits an estimate,of the
effects of the treatment to be made in situations
which, preclude parametric statistical' analysis.

Observations made in situations where cell size was severely

reOuced, for example, in classrooms with very few English-Oeferting
children, allowed an assessment of the effects of the treatment for ,

such children to be made. The use of observational techniques are,

therefore, extremely usejel for providing information on individuals

who possess different characteristics than those of the majority of a

oven population but do not ex;st in sufficient minters to be examined

through the use of parametric statistics.

.
Study findings showed that the same children had different entry -

level abilities on different measures. Fully three fourths of those

Spanish-preferri-pg children who demonstrated'little/no English ability

.on the measures of language.acquisition dnd concept development at

pretest scored above the minimum criterion on the test of English

'Ilemmprenension. This suggests that children who live in dual language

environments have varying skill levels across different developmental

constructs. `There re, measurement across a vandety of developmental

constructs is more appropriate than the miopurementof a single construct.-

s

------ 4,03



-342-

f. Multiple quality control techniques are essential.

to large-scile observational data gathering.

/ In *carrying out the evaluation, a series of activities was carried

out to ensure the'accurify and consistency of the information collected.

---This was achieved through: selecting highly qualified bilingual data

gatherers; providing training to the fieldworkers; closely superviiing

the field operations; conducting parallel observations; constant monitor-

ing of field reports (including weekly feedback to the fieldworkers and

reorientation' and retraining meetings); establishing a central data

processing center to facilitate consistency of the data; developing stand

ardized formats for accurate data recording; and developing a field manual

to provide compon definitions, delineate role relationships, and specify

ethiCal and confidentiality considerations. In monitoring a qultisite

evaluation effort which includes large-scale observational data collection

extensive quality control procedures should be a consideration if com-

parable data is a concern.,

11
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OURVIEW OF AN EVALUATION OF HEAD START

CURRICULUM DEVELOPMENT PROJECT REPORTS

Alist of the supporting documents produced for this study and a sum-

mary of their contents are presented below. ERIC reference numbers

are included where appropriate.

Review and RecomMendation for the Test Batter', JuTY, 1978 presents

the procedurerused in selecting the standardized instruments,

addresses the cmdtical issues which guided the selection of the tests,

lists the- recommended tests and justification for their selection and

discusses the process of test administration. tD190221

A Qualitative/Quantitative Data Gathering Approach, December, 1978

presents the rationale for the multimethod,data collection strategy

and detcribes the various procedures utilized in the evaluation:

participation researcher, naturalistit observations, teacher inter-

views, implementation checklists, time and event samples, etc. In

addition, a discussion of data management and data analysis procedures

is presented. The report also elaborates.on the integration of psycho-_
metric and ethnographic data. ED190222

4

tf

A Plan for the Pilot Study of"Child and Parent Impact-Measures,

December, 1978 contains a description of the procedures used to pilot

test the battery of impatt instruments and a preliminary plan for their

field testing with a sample of children from the evaluation sites. The

latter discussion, ,provides details on site contact, training of exam-

iners, and examination procedures.

Pilot Study Results of the Child Assessment 'Measures: June, 1979 re-

ports the results of the pilot-testing of the impact instruments and

recomends procadures for test administration including selecting and

training of examiners, monitoring the testing, facilities, scheduling

and order ousting. ED190219
!

Final Report of the Pilot Study Results and the Training of Fieldworkers

for theEthnographic/Observational Component: September, 1979 presents

the results of the pilot testing o the qualitative techniques as well

as the training'process for the fieldworkers. Included are the pilot-

sing of implementation-checkliits; time and eventbsamples, ethnographic

notetaking, codihg, quality control, role management and policy and

ethical matters. ED190230

Field'Supervitor Observations and Quality Control of Ethnographic Data:

December,979 describes, in detail, the qualitative data collection .

techniques andlscusses quality control procedures for the ethno-

graphic data including the monitoring of field notes, parallel ob-

servations, the development, of a field manual and the reorientation

and retraining of fieldworkers. ED190220

.
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/ .

Report of the Pretest Results and Posttest Analysis Plan for' the

Quantitative Component, February, 1980 pretents an overview of the

instruments, and data analysis procedures used in the pretest at the,

evaluation sites. It also includes a profile. of the sample at each
evaluation site and the results of the quantitative impact measures
on children, parents and staff. ED190218; Appendices ED190223

. If, .

,
Preliminary Report on the Field-Supervisor's Spring Parallel Observa-.

tions and Debriefing of fieldworkers: July, 1980 reviews the data
-. collection strategies, presents the results of the supervisor-field-

worker second set'of, parallel observations and describes the plan for

debriefimimplementation and participant, researchers.
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CRITERIA FOR CALCULATING MEAN LENGTH OF

UTTERANCE SCORES

Criteria for calculating MLU's were based on those of Brown (1973) and

Chesterfield and P rez (1981). They are as follows: (1) Only fully
k

transcribed utterances are used; none with blanks. Portions of

utterances, entered in parentheses to indiCate doubtful transcription,

are used. (2) All exact utterance repetitions are included. Stuttering

is marked as repeated efforts at a single word; therefore the word is

counted once in the most, complete form prodUced. In the few case where

-fseiO

a word is produced for emphasis or the like (nz no, no each occurrence,

is counted; such fillers as mm or dh ere not counted, but no, yeah, hi,

si, ese, or hola are counted. (3) All compound words (two or more free

morphemes), proper names, and ritualized reduplications count as single

words. Examples of these are birthday, rackety-boom; choo-choo,

rompecabezas, abrelatas, cumpleanos,. The justification is that there

is no evidence that constituent morphemes function as such for these

children. (4) All irregular past tenses of the'verb (got, did, went,

hice, ui, puse) are counted as one Morpheme. The justification is that

there is no evidence that the child relatei these to\present tense forms.

_1

(5) All diminutives (doggie,,perrita) are counted as one morpheme because

these children do_not seem to'use the suffix productively. Dimunitives

are the standard forms used by the child. (6) Auxillaries.(is, have,

can, puedo, ha, estS) are counted as,separate morphemes, as are all

catenatives: gonna, wanna, hafta. These latter count as single mor-

phemes rather than as going to or want to because they apparently func -1

tion so for the children. (7) All inflections are counted as separate

morphemes; for example, possessive (-s), plural Es), third person

singular (:1), regular past (-d), progressive (j).
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APPENDIX C

DESCRIPTIVE STATISTICS FOR EXPERIMENTAL HEAD START .

AND COMPARISON CHILDREN BY LANGUAGE
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DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO ABIERTO I

SPANISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAD-START

7
4-4, .

MEAN
N --* A

\
20.00 20.00 20.00

0.99

INCOME EDASP PRESENT PTEACN

8.00
20.00
17.60

20.0Q 20.00 20.00
3174111i-*

STATISTICS CHLDAGE* FACTOR1

STANDARD ERROR OF MEAN
53.05
0.64 0408 0.87 0.23 1 68

0.70
0.04 0.41 0.85

STANDARD DEVIATION 2.6.7 0.35 3.88. 1.05 '.52 0.18 1.85 3.79

% SCORES AT TEST FLOOR (SCORE = 0)
' O. O.

% SCORES AT TEST CEILING
,..... O. O.

,

.
EPERCPSIE SPERC_PSIS SPERC '_EPER6

.4.

_PSIE ..

N . e 20.00 20.00

PSIS

20.00 20.00° 20.00 20.00 20.00 20.00

MEAN 20.15 11.55 --. 16.60 .2.75 3.90 .3.35

STANDARD ERROR OF MEAN 0.84 1.09 1.24 0.84 0.07
01:51:

I
4.88'- 5.53 3.75 ... 0.31

1111STANDARD DEVIATION' 3.77
7.g°

0.26

% SCORES AT TEST FLOOR (SCORE 2 01 C. 0. 540 40.00 O. 5.00 80.00

% ,8ORES AT TEST cEmpla 0. 0. 0. 0. : / 99.00 60.00 5.00

- -

65.00

(

'

N
MEAN
STAWORO ERROR OF MEAN
STANDARD DEVIATION 6
% SCORES AT TEST FLOOR (SCORE g 0)
% SCORES AT TEST CEILING

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCCIRES AT TEST CEILING

_SMLU

20.00
4.31
C.16
'0.71
O.
O.

_SQUAN

65.11
18.00

22.72
O.
O.

SMLU

20.00
3.28
0.34
1.53
10.00 -
O.

SQUAN

18.00
36.78
5.78
24.53
11.11
O.

_EMLU.

20.00
2.14
0.40
1:80

20.00
O.

_EQUAN .

.20.00 .
1.35'
0.80
3.57
65.00
O.

EM U

20.00
0.68
0.29
1.30

75.00
O.

EQUAN

20.00
2.10

. 1.32
5.92

65.00
O.

4.

SCOMP SCOMP _EGON'', 1COMP

- 20.00 20.00 20.00 20;00

9.15 7.50 8.50

IP 1.50' 2.09
0.344 0.47

4.15
0.91
4.07 1

O. ' O. 35.00
72,

O. , O. O. O. '4
e

_,DESe" DESC _QUAL

20.00
A.85 22.7g'

20.00
15.00

QUAL

0.33
1.50 1.35

0.30 0.49
2.20 4.44

1.00 5.00 0. O.

', 5.00 O. O. O.
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DESCRIPTM STATISTICS FOR MODEL: UN MARCO ABIERTO I

SPANISH, PREFERRING CHILDREN, TREATMENT GROUP: COMPARISON HEAD START

. "A
,--

4, '

`.

STATISTICS CHLDAGE FACTORI INCOME EDASP PRESENT PTEACH _SOCIO SOCIO

23.00
17.83
0.54
2.59
O.
O.

.

EPERC

.

N. 23.00 23.00 22.00 22.00 23.00 23.00 23.00

MEAN 51.61 0.89 ,8.95 17.32 158.91 0.74 18.17

STANDARD ERROR OF MEAN .
0.67 0.08 0.88 0.23 1.69 .0.05 0.40

STANDARD DEVIATION , 3.20 * 0.38 4.11 1.09 8.11 0.22 1.90

% SCORES AT TEST FLOOR.(SCOftE = 0.)
O.

% SCORES AT TEST. CEILING
O.

PSIS 'PSIS _PSIE PUE _SPERC SP.&RC _EPERC

a
N

23.00 23.00 23.00 23.008, 23:00 23.00 23.00

MEAN 18.83 12.13 13.43 3.17 3.83 ,, 3.61 2.96

STANDARD ERROR OF MEAN 0.72 0.92 1.28 0.87 0.10 0.20 0.28

STANDARD DEVIATION 3.46 4.39 6.16 .4.18 0.49 0.94 1.36

% SCORES AT TEST FLOOR (SCORE a 0) 0. 0. O. 39.13 .0. ,
4.35 13.04

5 SCORES AT TEST CEILING 4.35 O. 4; 0. 0.. 86.96 ' 78.26 47.83

-SMLU SMLU _EMLU EMLU _SCOMP SCOMP _ECOMP

N '

23.00 23.00 - 23.00 23.00 23.00 23.00 23.00

. MEAN 0 ' 3.87 3.48 1.76 0.69 8.91 7.00 7.39.

STANDARD ERROR OF MEAN .0.15 0.17 0.34 0.27 0.47 0.42 0.59

STANDARD DEVIATION 0.71 0.83 1.61 1.29 2.27 2.00 2.82

% SCORES AT TEST FLOOR (SCORE = 0) l'. O. 26.09 69.57 O. O. O.

0
% SCORES AT TEST CEILING G. O. .0. 0: .0. O. O.

---
_SQUAN SQUAN _EQUAN .EQUAN LDESC DESC _QUAL

N ..--- 21.00 21.00 23.00 23.00 23.00 23.00' 23.00

MEANS 43.76 41.24 0.52 0.65 4.87 2.74 12.09

STANDARD ERROR OF MEAN 4.58 5.73 t 0.20 0.33 0.20 0.26 0.59

STANDARD DEVIATION 20.99 26.26 0.95 1.58 0.97 1.25 2.84

5 SCORES AT TEST FLOOR (SCORE = 0) 4.76 4.76 69.57 73.91 0.. 4.35 O.

5 SCORES AT TEST CEILING O. O. O. p. 4.35 O. O.

417

23.00
Q.78
0.28
.35
69.57
8.70

ECOMP

23.00
4.39
0.78
3.75 1

34.78 A
O. OP

i

QUAL

23.00
11.09
0.85
4.06
4.35
O.
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r- D!SCRIPJIVE STATISTICS FOR MODEL: UN MARCO.ABIERTO I

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAD START

STATISTICS CHLDAGE' FACTOR1 INCOME EDASP PRESENT
-

P-6,7-1

, PTEACH _.$0C10 sac.'"

N
14.00, 14.00 14.00 14.00 14.00 14.0b 14.00 14.00

MEAN 51.93 -1.27 1 5.71 17.89 112.57 0.84 18.57 16.64

STANDARD ERROR OF MEAN 0.7,7 0.14 ' 1.19 0.29 3.29 0.04 - 0.31' 1.17

STANDARD DEVIATION 2.87 0.51 4.40 1.07 2.33 0.16^ 1.16. 4.40

% SCORES AT TEST FLOOR (SCORE = 0)
0. '0. 41

% SCORES AT TEST CEILING
O. 0.

PSFi PSIS _PSIE 110.- SPERC' SPERC I _EttRC EPERC

N
MEAN
STANDARD ERROR OF MEAN
.STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

14.00
2:86
1.31
.0

28.597
O.

14.00
0.79

- 0.64
2.39

78.57
40 O.

14.00
21.00
1.04
3.90
O.
7.14

14.1,6
11.93
1.70
6.34
O. .

O.

14.00
0.64
0.34
1.28
78.57
O.

14.00'
0.14
0.14
0.53

92.86
O.

14.00
3.93
D.07,
0.27
O.
92.86

14.00
2.71
0.42

' 1.59
21.43
42.86

_SMLU SMLU EMLU EMLU _SCOMP SCOMP _ ECOMPECOMP ECOMP

N 14.00 14.00 14.00 14.00 ,14.00 14.00 14.00 14.00

MEAN ,
0.08 O. 4.34 2.88 . 4.64 1.36 8 7

STANDARD ERROR OF MEAN C.06 O. 0.18 0.33 0.99 0.63 0.14.67 Q5.69.7

STANDARD DEVIATION 0.22 O. 0.69 1).25 3.71 2.37 2.51 2.52

% SCORES AT TEST FLOOR (SCORE = 0) 85.71 100.00 O. 7.14 14.29 57.14 O. O.

% SCORES AT TEST CEILING O. O. O. O. O. O. O. O.

N
MEAN
STANDARD ERROR OF MEAN .°

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

LSQUAN

14.00
O.
O.
O.

100.00
O.

SQUAN

14.00
D.
O.
O.

100.00
O.

_EQUAN

14.00
56.07
6.55
24.52
O.
O.

EQUAN

14.00
64.57
12.51
46.80
O.
O.

_DESC

14.00
4.50
0.23'
0.85
O.
7.14

DEN

14.00
2.79

'0.37
1.37
7.14
O.

_QUAL

14.00
13.07
0.54
2.02
0.
0.

QUAL

14.00
10.57
1.12
4.20

o.

419
4.4 p1
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Ilk DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO A8IERTO'l

ENGLISH PREFENRING CHILDREN, TREATMENT tROUr: COMPARISON HEAD START

at.

4 e iiIIK '.-

4 STATISTICS \ , CHLDAGE FACNR1

N .
10.00' 8.00

MEAN , . 50.50 -1.21

STANDARD ERROR OF MEAN 1.22 0.18

SIMARD DEVIATION 3.87 0.50

% SCORES AT TEST FLOOR'(SCORE = 0)
.* % SCORES AT TEST CEILING 1

INCOME EDASR
_ .

8.0
9.103

8.00 ei
15.80

1.59 0.67
'4.49 1.89

4

, : InIs 4 PSO

N
0 10.00 10.00

rEAN 0 . r .30 2.00

/,..4.14

.86 1.31'

1.09.
'40,00 - 70.00

' O.

STANDARD ERROR OF MEAN
STANDARD,DEVIATION
% SCORES AT TEST FLOQR.(SSORE.6 0)
% SCORES AT TEST CEILING

SMLU : SMLU_

PTEACH SOCIO

10.00+,8.00.
0.81, 4.(51 18.70
0.05 0.58 1.04
0.13 1.74- 3.30

O. 0.
O. "O.

SOCIO'

7.

s-PRESENT
9.00

160.78
1.28
3.83

_PSIE' PSIE.

10.00 10.00 1:::
19.10 15.20 1.40
1.44 1.27 -'0:50
4.56 4.02' , 1.58
O. O. 50.00
0 . O. 10.00

EMLU_EMLU -SCOMP

10.00 10.00
0.32 0.26$
0.32 0.26
1.01 0.82

90.005 90,00,6p
Q. 0. q

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
A SCORES AT TEST CEILING

-JA

PAI"
I

EQUAN SQUAJI

N'
ls"

MEAN, . :
O.

G. 0.

At
;'STANDARD ERROR F MEAN

STAWARDOEVIATION 0 O.

% SCORES AT TEST FLOOR (SCORE = Q) 100.00 100.00

% SCORES AT TEST CEILING O. O.,
si ,

,

.. AL
IPPa

-
4'," * .

10.00 10.00

_EPERC EPERCSPERC

10.00 10.00 10.60
0.60 3.50 3.

0.43 0.22 0 5.

1.33 0.71 0 79
80.00 0.

S.10.00 . 60.00 400
StOMP 'rECOrP ECOMP

0

10.00 10.00 10.0010.00 10,00 10.00

4.20 3.60 6.50 .12.90 9.50 6.70

0.26 012.23 1.15
O.81 .871 -- 3.63

1.00 0.78 , 0.58

O. 'Cli eo.00
3.18 2.

O. ' O.
1.83 :,

50.00
O. O. OP O. O.

or

AN * EQUAN _DESC DESC QUAL QUAL
k

10.00 10:00 : 10.00 10.00 10.00

.YO 5060 3.90 3.00 12..50 13.10

.0.70 8.95 , p.46 0.37 0.78' 0.50

418.03 28.29 1.45 1.15 2.46 1.60

O. 0. 0. 0. ' 0. 0.

0. O. 20:00 0.. O. O.

1

422.
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DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO ABIERTO II
SPANISH PREFERRINGIAHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAD START

F STATISTICS CHLDAGE FACTOR1 INCOME EDASP ' PRES T PTEACH _SOCIO SOCIO

.

N 16.00 136.00 14.00 15.00 16.00 16.00 11.00 16.00

MEAN 49.81 0.78 7.36 13.47 95.25 0.65 16.91 15.81

STANDARD ERROR OF MEAN 1.24 0.11 1.20 0.48 2.60 r 0.08 0:55 0.62

STANDARD DEVIATION 4.96 ° 0.42 4.50 1.85 10.39 0.33 2.81 2.48

% SCORES AT TEST FLOOR (SCORE = 0)
r - . t O. O.

we
_

% SCORES AT TEST CEILING
0. 0.

_:'SIS PSIS _PSIE PSIE' _SPERC SPER0 _EPER0 EPERC

N 16.00 16.00 15.00 15.00 . 15.00 15.00 16.00 16.00

MEAN 15.50 12.06 12.47 6.73 43.80 3.93 2.56 1.88

STANDARD ERROR OF MEAN 1.27 1.11 2.06 1.415 0.14 0.07 0.46 0.45

STANDARD DEVIATION 5.09 4.45 7.99 ..6.83 :0c56 0.26 1.82 1.78

% SCORES AT TEST FLOOR (SCORE = 0) O. O. 6.67 20.00 O. O. 31.25 43.75

% SCORES AT TEST CEILING O. O. O. 0: 86.67 93.33 50.00 25.00

d_SML0 SMLU _EMLU EMLU _SCOMP SCOMP- _ECOMP ECOMP-

N
MEAN
STANDARD ERROR OF MEAN '

STANDARD DEVIATION
% SCdRES AT TEST FLOOR (SCORE = 0)-
% SCORES AT TEST CEILING . d

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING,

16.00
4.44
0.23\--
0.93
0,
O.

_SQUAN
.

16.00
46.50
4.80

19.21
0:
O.

16.00
3.76
0.19
0.77
O.
O.

SQUAN

16.00
43.19
6.72

26.88
O.
O.

,

\

16.00
2.91
0.37
1.48

12.50
O.

EQUAN

16.00
3.19
0.88
3.51

31.25
0.

'

16.00
1.03
0.34

. 1.36
56.25
O.

EQUAN

16.00
1.81
0.84
3.37
50.00
O.

16.00
8.56
0.74
1.94

6.25

_DESC

16.00
3.69
0.41
1.62
O.
12.50

16.00
5.94
0.54
2.14
0.
O.

MSC

16.00
2.13
0.29
1.15
6.25
O.

.

16.00
6.75
1.07
4.28
6.25
6.25

_QUAL

16.00
12.88
0.63
2.53
O.
O.

.

'16.00

,

4.31
0.58
2.33
12.50
O.

16.00
10.00
0.85
3.39
O.
O.

'

i

)10-

s..
,...

i
.

,.

423
424
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DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO ABIERTO It

SPANISH PREFERRING CHILDREN, TREATMENT GROUP: COMPARISON HEAD START

STATISTICS-

N
MEAN'
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (S)CORE =, 0)

% SCORES AT TEST CEILING

CHLDAGE

8.00
48.50
1.88
5.32

FACTORI

8.00
0.96
0.16,
0.46

INCOME °

.8.00
9.00
0.53
1.51

EDASP

8.00
17.25
0.37
1.0V

PRESENT
de'

i/o.

PTEACH

8.00
0.72

- 0.10
0.28

8.00
15.75
0.82
2.31.
O.
O.

-7
PSIS PSIS

.

_PSIE PSIE ,SPERC SPERC ..EPERC

N 8.0 8.00 ,.8.00 8.00 8.00 8.00 8.00

MEAN 13.603 11.88 -- 3.25 1.13 4.00 3.88 1.00

STANDARD ERROR OF MEAN 1.16 1.14 N 1.21 0.67 O. 0.13 0.53

'STANDARD DEVIATION '- . 3.29 3.23- 3.41 1.89 O. 0.15 1.51

II SCARES AT TM' FLOOR (SCORE O. O., 37.50 62.50 O. O. 62.50

% SCORES AT TEST CEIL O. -6. O. O. 100.00 87.50 12.50

_SMLU SMLU _EMLU EMLU _scomp SCOMP _ECOMP

8.00 8.00 8.00 8.00 8.00 8.00 8.00

MN 4.62 3.44 0.85 0.25 9.00 7.25, 4.00

STANDARD ERROR OF NEAR 0.49 0.37 0.42 0.25 -0.53 0.80 1.32

STANDARD - DEVIATION 1.38 1.05 1.18 ,0.71 1.51 2.25 3.74

% SCORES AT TEST FLOOR (SCORE.s 0) 0 0. 62.50 87.50 O. 37.50

% SCORES AT TEST CEILING O. 0. 0, O. O.

SQUAN EQUAN DESC_SWAN _EQUAN _DESC

N
MEAN

8.00
52.00

coo
46.75

8.00
O.

8.00
1.00

8.
2.8008

8.00
2,63

8.00
11.13

STANDARD ERROR OF MEAN
STANDARD DEVIATION

10.90
30.83

6.05
17.12

O.
O.

0.50
1.41

0.40
1.13

0.65
1.85

1.34
3.80

% SCORES AT TEST FLOOR SCORE 1,..0)

% SCORES AT TEST CEILI
3.
O.

O.
O.

100.00
O.

50.00
a.

O.
0.

O.
O.

O.
O.

1

/11 Ak

"t

41.

Ak

42u

SOCIO

, 15.63
0.91
2.56
O.
O.

'EPERC

8.00

0.33
0.93

N1.00
4.

ECOMP-

8.00
4.38
0.75
2.13
12.5
O.

00.

QUAL

0.00
8.88
1.13

O.
O.

Ali

l
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DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO ABIERTO II
..SPANISH PREFERRING CHILDREN, TREATMENT GROUP: STAY-AT-HOME

.1

0.87 1 10.38 0.62

STANDARD ERROR OF MEAN 40. . 1.12 0.17 0.89 0.73 0.08 0.47 0.87

f STANDARD DEVIATION .
4 3.53 0.49 2.50 2.07 0.24 1.41 2.77

% SCORES AT TEST FLOOR (SCORE = 0)
O. O.

% SCORES AT TEST CEILING
0 O.

...PSIS PSIS _PSIE PSIE SPERC EPERC - EPERC

.

N 10.00 10.00 10.00 10.00 10.00

SPtRC

10.00 10.00

MEAN 10.50 12.40
10.00

15.40 7.00 3.80 3.20 3.10 2.10

STANDARD ERR013.0F MEAN 1.19 1.41 2.12 2.29 0.20 0.29 0.28 0.53

STANDARD DEVIATION 3.78 4.45 6.72 7.23 0.63 0.92 0.88 1.66

% SCORES AT TEST FLOOR (SCORE = 0) O. O. O. 20.00 O. 4 0. E. 30.00

% SCORES AT TEST CEILING O. O. O. O.
30.00

_SMLU

90.00 50.00

SMLM EMLU

40.00

10.00 10.00 10.04M 10.00 -7::
SCOMP

10.00 -::°.::

ECOMP

10.00

_EMLU

.
, N r.,

MEAN 4.03 3.34 2.02 1.37 7.30 5.90 ,7.80

2.26 . 2.85
"5-

5.20

4'
---- ,STANDARD ERROR OF MEAN 0.29 0.38 0.61 0.58 0.72 0.96

STANDARD DEVIATION 0.91 1.20 1.94 1.84
0.90

% SCORES AT TEST FLOOR (SCORE = p) 0. O. 30.00 60.00 O. O. 0. ..

-';

%"SCORES AT TEST CEILING O. O. O. O. B. O. 0.

MEAN
N

.

QUAN

40.20
10.00

SQUAN s

38.60
10.00

_EQUAN

8.00
2.00 N

EQUAN

8.00

,'

5.13

ii
STANDARD ERROR OF MEAN 7.21 6.56 1.18 2.40

_S

20.75
, STANDARD DEVIATION 22.81 3.34 6.79

% SCORES AT TEST FLOOR (SCORE = 0) O. O. 37.50 37p---
% SCORES AT TEST CEILING , O. O. O. 0

_DESC

10.00
3.80

:S:O

,

2.80

.

_QUAL

13.20 '11.60

0.44 0.59 0.95

10.00 . 10.00

QUAL

1.40 1.87 3.01, 3.31

O. 10.00 O. - A.
O. O. O.

s. D.

_DESC

10.00
3.80
0.44
1.40
O.
O.

,

:S:O
2.80
0.59
1.87

10.00
O.

.

_QUAL

10.00
13.20
0.95
3.01,
O.
O.

QUAL

. 10.00
'11.60

3.31
- A.
s. D.

r

428
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r
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_DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO ABIERTO II

ENGLISH PREFERRING CHILDREO, TREATMENT GROUP: EXPERIMENTAL HEAD pTART

-
STATISTICS CHLDAGE FACTOR1 INCOME EDASP PRESENT

-

PTEACH _SOCIO SOCIO .

N 19.00 . 16.00 16.00 16.00 19.00 16.00. 17.00 19.00

KA1, 50.68 -0.94 8.81 13.31 97.53 0.81 16.24 15.95

STANDARD ERROR OF MEAN 1.04 0.16 1.13 0.45 2.47 4.05_ 0.88 0.48

STANDARD DEVIATION 4.55 0.64 4.53 1.82 10.75 0.21 3.63 2.09

% SCORES AT TEST FLOOR (SCORE = 0) ----

O. O.

% SCORES AT TEST CEILING'
O. O.

N
MEAN ,

eSTANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)

%,_ % SCORES AT TEST CEILING 1

_PSIS

19.00
. 4.68

;.47
6.39
31.58
0..

PSIS

19.00
3.58
1.39
6.08

57.89-
0.

_PSIE.

19.00
18.68
0.88
3.83
O.
0.

PSIE

19.00
40 15.11

1.07
4.68
O.
0.

SPERC

19.00
1.11
0.37
1.59

63.16
10.53 :

SPERC

19.00,
.0.84 I
0.33
1.42

68.42
10.53

_EPERC

19.00
3.84
0.12
0.50
.0.

, 80;47

EPERC

19.00
3.47
0.18
0.77
O.
63.16

A ,
EMLU .. SPILU _EMLU EMLU _SC0c49J SCOMP , _ECOMP ECOMP

N .
1.00 19.00 19.00 19.00 19.00 19.00 19000 19.00

MEAN 0;60 0.38 4.16 3.18 7.26 4.42 9.24 6.63

STANDARD ERROR OF MEAN 0.33 0.26 -'411.17 0.21 0.82 0.77 0.65 .0.50 1 4

STANDARD DEVIATION 1.451, 1.14 075 0.90 3.56 3.34 ' 2.82 2.17 3'

% SCORES AT TEST FLOOR (SCORE = 0) 84.21 89.47 O. O. ' 10.53 21.05 O. O. Fe

% SCORES AT TEST CEILING, O. O. O. 0. 0. 0. 0. 0. .11k

t

_SQUAN SQUAN _EQUAN. EQUAN _DESC DESC _QUAL QUAL.

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TES LOOR (SCORE = 0)
% SCORES,AT TE CEILING '

18.00
0.06
0.06
0.24

911.44
, 0.

18.00
O.
(4
O.

100.00
0.

19.00
50.47
4.86
21.17
C.
0.

19.00
40.47
4.57
19.92
0.
0.

19.00
3.84
0.26
1.12
O.
?O.

19.00
1.00
0.30
1.29
O.
O.

19.00
13.32
0.63
2.73
O.
O.

19.00
10.11
0.54
2.35
0.
O.

42J
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DESCRIPTIVE STATISTICS FOR MODEL: UN MARCO ABIERTO II

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: COMPARISON HEAD START

w

STATISTICS CHLDAGE FACTOR1 INCOME EDASP PRESENT PTEACH SOCIO SOCIO

. .

N 2.00 2.00 2.00 2.00 O. 2.00 1.00 2.00

MEAN' 51.00 -0.39 11.00 17.00 . 0.91 15,00 11.50

STANDARD ERROR OF MEAN 6.00 0.01 1.00 1.00 0.09 1.50

STANDARD DEVIATION 8.49 0.02 1.41 1.41 0.13 /-w-- 2.12

% SCORES AT TEST FLOOR (SCORE = 0)
0.

% SCORES AT TEST CEILING
O. O.

_PSIS PSIS _PSIE PSIE SPERC SPERC _EPERC - EPERC

N 2.00 2.00 2.00 2.0111" 2.00 2.00 2.00

MEAN 10.50 3.50 12.00 6.00 3.00 2.00 3.50

STANDARD ERROR OF MEAN 0.50 2.50 1.00 6.00 1.00 2.00 ,e.50

STANDARD DEVIATION 0.71 t.54 1.41 8.49 1.41 2.83 0.71'

% SCORES AT TEST.FLOQR (SCORE = 0) O. O. 50.00 ' O. a 50.00 O.

4% SCORES AT TEST CEILING O. O. O. O. 50.00 50.00 50.00

_SMLU SMLU _EMLU EMLU _SCOMP SCOMP '_ECOMP

N
MEAN

.

STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE =
% SCORES AT TEST CEILING

0)
0

2.00
1.15
1.05
1.s8

,....0#

O.

# 2.00
0.70
0.70
0.99

50.00
O.

........-''-

2.00
3.85
0.95
1.34
O.
O.

2.00
2.45

- 0.55
"-- 0.78.

O.
O.

2.00
4.50
1.50
2.12
O.
O.

2.00
5.00

#2.00
2.83
O.
O.

2.00
. 7.00
1.00

. 1.41
O.
0.

/

2.00
1.50
1.50
2.12
50.00
O.

7166mp

2.001
7.00
1.00
1.41 4=
O. 1.4

o. cre

_SO SQUANAR _EQUAN EQUAN _DESC DESC

-Q
%. 1.00 1.00 1.00 1.00 1.00 1.00 Q1U.AOL

N
1U.: 1.00

MEAk C. O. 50.00 42.00 41 1.00 2.00 9.00 8.00

STANDARD ERROR OF MEAN'
:

STANDARD DEVIATION

,.

-Z SCORES AT TEST FLOOR (SCORE = 0) 100.00 100.00 0.. O. O. O. O. O.

% SCORES AT TEST CEILING O. O. O. O. O. ,-. O. O. O.

431
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ANDARD ERROR OF MEAN
50.00

. _

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)

0.' 0. qv

% SCORES AT TEST CEILING
O. O.

_PSIS PSIS PSIE . PSIE SPERC SPERC EPERC EPERC

N
11

11.gg
1.00 1.00 1.00 1.00 1.00 1.00

(

1.00

MEAN 12.00 23.00 'MOO 3.00 2.00 4.00 4.00 -

STANDARD ERROR Of MEAN - .

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE 12 0) O. O. O. O. O. O. O. O.

% SCORES AT TEST CEILING O. O. O. O. O. O. 100.00 , 100.00

SMLU SMLU
.

EMLU EMLU '_SCOMP AOMP _ECOMP ECOMP

N 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1.00

MEAN 3.90 1.80 3.30 2.00 S.00 6.00 8.00 5.00

STANDARD ERROR OF MEAN , _
I

STANDARD DEVIATION
1

OP

% SCORES AT TEST FLOOR (SCORE = 0). O. O. O. O. O. O. O. O. D.4

% SCORES AT TEST CEILING /
O. O. O. O. i O. O. O. O. CM

...00.

I
_0008 EQUANR SQUAN _EQUAN _DESC DESC r_QUAL QUAL

MEAN -

.

0
'1(00 1.

O.
9.0 1.00' 1.00 1.00 1.00 1.00

.239.00 .21.00 2.00
'

4.00 12.00
N , .

11

STANDARD ERROR OF MEAN
STANDARD DEVIATION

A

% SCORES AT TEST FLOOR (SCORE = 0) 100.00 ' 100.00 O. O. O. O. O. O.

% SCORES AT TEAT CEILING
. 0. 0. 0. 0. 0. 0. .o. 0.

'
1

, 1
4

DESCRIPTIVE STATISTICS FOR MOINL: UN,MARCO ABIERTO II
ENGLISH PREFERRING CHILDREN, TRERTMENT GROUP: STAY-AT-HOME

DESCRIPTIVE STATISTICS FOR MOINL: UN,MARCO ABIERTO II
ENGLISH PREFERRING CHILDREN, TRERTMENT GROUP: STAY-AT-HOME
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D RIPTIVE SIOITISTICS FDR MODEL: IkkANECER I

'SPANISH PREFERRING' CHILDREN, TREATMENT GROUP: tXPERIMENTAL HEAD START

; ''.
,..

.-p. .

'«
'.

,STATISTICS CHLDAGE FACTOR1 INCOME

MEAN .14 '' 51.90 0.43 !, 5. 0
104(30.D

N 10,00 10%00

STANDARD ERROR OF MEAN 1.18 o.ig 1.34
, STANDARD DEVIATION 3.73 0.39 4.24

. % SCORES-AT TEST FLOOR (SCORE = 0).,
,..

TstonsAT
I.

TEST, CEILING

_Psfs PSIS . 211E

N ,
. ,f

10.00 10.00- 10.00
11.30

MEAN 10.10

STANDARD ERROR OF MEAN "L1.3,9 1.64-
9,60
1.42

. ASTANDARb DEVIATION
. 4.12 5.19. 51.48

% SCORES AT 'EST FLOOR (SCORE = 0) . 0.. 0. 0.

% stokEs AT TEST CEILING 0. . Q. 0.

:10111i..- sir.- .

... AO
9.00 - 9%00.. .10.00

SMLU - _EMLUt

.

MEAN' ... s 3.27, 3.50

'STANDARD ERROR,OF MEAN .
0.29 0.500 o.:18

2,44

mdp STANDARD QEVIATION , ,0.87 1.52 , 1.20

""` % SCORES AT TEST FLOOR (SCORE ='0) .
11.11 10.00 e

MEAN .
. , 32.67 28.83 2.67 '0.83 2.67

w

A

. -

EDASP .PRESENT / 9PTEACH
..._SOCIO, SOCIO

15;40 135.10
10.00
0;59 18.50 -\ 190:408,

10.00 10.00

0.95 , 3.45. '0.07 0.92 1067

2.99 10.91 0.24 k 2092 5.27
.

. 0. 0.

PSIE _SPERC StERC _EPERC EPERC

10.00 10.00 10.00 10.00

8.10 din /0 3.30 13:gg 3.10

1.41. 0:15 0:26 0.22 0.46

4.46 0.464.46 0,70 1.45'

'o: O. o. 0. 10.00

0. 70.00 50.00 60.00

::0°M:.-EMU _SCOMP

10.00 10.. 0 10.00

_ECOMP T

10.00
,*

0.8J .7 7.90 .7.10 8.00

0.4. 0.90 0.95 0.93

1.27 2.85 . 3.00 2.94

'60.00 0. o. .o. 0.

% SCORES AT TEST CIILING ,t- O. _
o.. . O. o. 0. 0. 0. 0.

-

,

,,,,
.,

_DESC
,

4:??. 6.00
41;

_QUAL
_SQUAN SQUAN _EQYAN / pUAN DESC

N ,6.00 6.00 ' . 6.00 ,/ 6.00. '6.00
,

% SCORES AT TEST, FLOOR (SCORE = 0) 0:

litt.rSTANDARD DEVIATION .2303 14.82 3.

It.67

1.63
16:67
14:1 5.55

158...67

% SCORES AT TEST CEILING o .0. 0.
33. 1,* .50.00. N.
O. ''N'Fm. 0. .

. 0. 0.
0.

STANDARD ERROR Of MEAN 9.44 6.05 14.58 0.67 :49 2.27, 2.08

1

t ,
.- .

;.' , , it
,..

...

o alp

4 .
aft,
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.....

N
4.00 4.00

MEAN 25.5038.75
538 5.24.16STANDARD ERROR OF MEAN .

10.47.STANDARD DEVIATION 32.76 10

% SCORES AT TEST FLOOR (SCORE = 0) 25.00 O.

% SCORES AT TEST CEILING U. ' O.

' )
'1

4.00 4.00 4:00 4.90 4.00
....

2.75 a 2.00 2.25 1,75 9.75
1.25 0.91 0.63 0.48 2.59

.2.50 1.03 1.26 . 0.96 5.19

25.00 25.00 0. 0.

O. O. O. O. O.

.

S AT TEST ,FLOOR (SCORE =.0) O. 20.00 . 80.00 O. O. O.

%§cORES AT TEST CEILING O. O. O. O. O. Q. O.

'--e__.-----"'s-- _SWAM SQUAN _EQUAN , EQUAN _DESC DESC _QUAIL

DESCRIPTIVE STATISTICS FOR MODEL: AMANECER I
SPANISH PREFERRING CHILDREN,ITREATMENT GROUP: STAY -AT -HOME

T

4.00
9.00

4 1.87
1.74
O.
O.

SOCIO

5.00
17.80
1..02
2A8 2
011,

Oc

0

EPERC

5.00
1.60
0.81
1.82
40.00
20.00

\es.4

1; It_SMLU: SMLU EMLU EMLU ECOMP_SCOMP SCOMP

I .

N :.00 5.00 "5.00 5.0 5.00 5.00, 5.00

MEAN 3.28 2.72 1.36 0.06 5.60 8.80 4.60

STANDARD ERROR OF MEAN 0.45 0.87 0.59 0.06 0.40 1.32 0,93-,

STANDARD DEVIATION 1.00 1.95 1.32 0.13 0.89 2,95 2.07

%.SCORES AT TEST ,FLOOR (SCORE =.0) O. 20.00 . 80.00 O. O. O.

%§cORES AT TEST CEILING O. O. O. O. O. Q. O.

'--e__.-----"'s-- _SWAM SQUAN _EQUAN , EQUAN _DESC DESC _QUAIL

.....

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)

% SCORES AT TEST CEILING

4.00
38.75

. 16 . 38

32.76
25.00
U. '

4.00
25.50
5.245

1010.47.

O.
O.

4.00 4.00 4:00 4.90 4.00
....

2.75 a 2.00 2.25 1,75 9.75
1.25 0.91 0.63 0.48 2.59

.2.50 1.03 1.26 . 0.96 5.19

25.00 25.00 0. 0.

O. O. O. O. O.

.

43S

SS

43S

' )
'1

T

,ECOtif

5.00
4.00
1.45.
3.24

20.00
CDO .

QUAL

SOCIO

4.00
9.00

4 1.87
1.74
O.
O.

5.00 0

17.80
1..02
2A8 2
011,

Oc

EPERC

5.00
1.60
0.81

\es.41.82
40.00
20.00

,ECOtif

5.00
4.00
1.45.
3.24

20.00
CDO .

QUAL
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DESCRIPTIVE STATISTICS MODEL: AMANECER I

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAD START'

STATISTICS CHLDAGE, FACTOR1

MEAN 53.15 -0.86N
20.00 19.00

STANDARO ERROR OF REAR d.78 0.11

% SCORES AT TEST FLOOR (SCORE = 0)
% SCORE T TEST CEILING

STANDAREVIATION 3.48 0.48

M
_PSIS PSIS

N.
20.00 20.00

MEAN 6.10 4.55

STANDARD ERROR OF MAN 0.91' 0.59

STANDARD DEVIATION 4.09 2.63

% SCORES AT TEST FLOOR (SCORE = 0)- 10.00 10.00

% SCORES AT TEST CEILING O. O.

_SMLU SMLU

N
0 20:00 . 20.00

MEAN .- '
0.64. 0.22

STANDARD ERROR OF MEAN 0.33 0.14

STANDARD,DEVIATION 1.49 0.61

% SCORES AT TEST FLOOR (SCORE = 0) 8C:00
% SCORES AT TEST CEILING O.

Sg:00

NIN.,
/ _SQUAN SQUAN

`,,' N
18.60 19.00

MEAN 0.11 . 0.26

STANDARD ERROR OF MEAN 0.08 0.18

STANDARD DEVIATION 0.32
88.89

0.81

1; SCORES AT TEST FLOOR (SCORE = 0) 89.47

% SCORES AT TEST CEILING O. O.

433

INCOME

19.00
t 4.89

0.70
3.03

PSIE

EDASP

15.7
O.
2.49

PSIE

PRESENT
-

20.00
140.70
2,74
12724

SPERC

PTEACH

19.00
_ .0.81

0.05,
0.24

4,

SPERC

_SOCIO

19.00
19.58
0.68
2.97
O.
O.

_EPERC

SOCIO

20.00
18.45
0.85
3-80
O.
O.

EPERC

\

20.00 20.00 18.00 18.00 .'" 20.00 20.00

17.15 13.00 2.83 2.11 3.70 3.20

1.33 1.14 0.35 0.35 0.16 0.26

5.93 5.10- 1.47 1.49 0.73 1.15

O. 0.
.

16.67 22.22 - O. 5.00

O. O. 44.44 22.22 85.00 55.00

_EMLU EMLU SCOMP * SCOMP _ECOMP ECOMP

20.00-
4.03
0.20
0.89
0.
O.

20.00
3.26

1.67
Ird561.

''

20.00
5.25
0.73
3.24

10.00
O.

20.00
. 7.45
0.51_ ,

2.26
O.
O.

20.00
7.20A 0.65
2.89
O. .

20.00
8.20
0.6i
2.1
O.
5.00

)1°

1.=0
't

_EQUAN

19.00
39.42
5.68
24.78
O.
O.

EQUAN

20.00
56.90
7.95
35.56

- O.
O.

_DEW

20.00
3.55
0.31
1.39
0.

!MSC

20.00
2.75
0.37

04

_ANAL

20.00

QUAL'

11.25
20.00
11.50

0.22 0.86
3.21 3.83
O. O.
O. O.

440
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DESCRIPTIVE STATISTICS FOR'MODEL: AMANECER I

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: STAY-AT-HOME

i

STATISTICS

N -

MEAN
STANDARD ERROR OF MEAN .

STANDARD DEVIATION '

% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

CHLDAGE

23.00
51.61
0.80
3.85

_PSIS

23.00
8.43
1.02
4.88
C.70
O.

FACTOI%1

23.00
-0.46
0.13
0.61-

PSIS

23.00

1:7019

5.22
13.04
O.

.

INCOME

23.00
6.39

' 0.85
4.08

_PSIE

23.00
14.74
1.11
5.30
O.
O.

tDASP

23.D0
15.70
0.47
2.24

PSIE

23;00
12.17
1.10
5.25
4.35
O.

PRESENT

O.

. _SPERC

23.00
3.09
0.32
1.53

17,39
65.22

iRTEACH

23.00
0.82
0:04,
0.18

SPERC

23.00
2.26
0.35
1.68

30.43
34:78

_SOCI0

23.00

0.63
3.04
O.
4.35

_EPtRC

23.00
3.48
0.16
0.79
O.
60.87

SOCIO

22.02 ..."'

17.82
.1.11
5.20
O.
9.09

EPERC

23.00
3.30
0.23
1.11
4.35

_SMLU SMLU _EMLU EMLU ;_SCOMP 75pore

60.87

21.00 21.00 i1.00 23.00
.

SCOMP ECOMP

N
23.00 11340

MEAN 1.12 0.88 3.70 3.25 6.70
23.00

6.78
23.0Q
6.39 .

'. "to : ..
STANDARD ERROR OF MEAN' . C.33 '-'0.32 . c,0.21 0.35 0.55 0.55 0,09 LD.51 t

3=

STANDARD DEVIATION 1.51 1.47 1.01 1.157 2.62 3.29 2.43

% SCORES AT TEST FLOOR (SCORE = 0) 66.67 4.35 8.70 4.35' Mg O. O. ha
57,14 ca

% SCORES AT TEST CEILING O. O. O. O. 'ftft. O.

_

i$
O.

40.
O.

SOUAN SQUAN _EQUAN EQUAN _DESC DESC _QUAL QUALAL

N
21.00

MEAN 0.29

STANDARD ERROR OF MEAN A 0.20

STANDARD DEVIATION " D.90

% SCORES AT TEST FLOOR (SCORE = 0) 90.48

% SCORES AT TEST CEILING 0.

21.00
0.57
0.30

. 1.36
76.19
O.

'

'

21.00
45.90
5.90

27.03
4176
O.

22.00
43.45
5.87

,27.52
4.55
O.,

22.00
2.91
0.29
1.34
4.55
O.

a -22.00
2.64
0.33

, 1.53
9.09

' O.

.

;.

21.00
11.52
0.72
3.30
'0.'O

0.

4'4 2

103
.0.94 41,

4.30
4.76 /
0.

...

1

4
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DESCRIPTIVE STATISTICS FOR MODEL:4AMANECER II 0
HEAD START

SPANISH PREFERRING CHILDREN, TREATMENT GROUP:

7

EXPERIMENTAI

STATISTICS OHLDAGE FACTOR1 INCOME EDASP

N
40.00 40:00 40.00

MEAN 52.38 0.19 5 16.95

STANDARD ERROR OF MEAN 0.71 0.06 . 7 0.25

STANDARD DEVIATION 4.46 0.41 3.59 1.57

% SCORES AT TEST FLOOR (SCORE = 0)
. 4

% SCORES AT TEST CEILING

_PSISPSIS PSIS, _PSIE PSIE

PRESENT PTEACH
v.*

_SOCA°

40.00 '40.00 39.00
145.60 0.86 19.03

2.27 0.02 0.28
14.33 0.15 1.72

0.

_SPERC

O.

SPERC _EPERC EPERC.

40:00
'1.40
0.28
1.79

60.Q0
25.00

ECOMP

40.00
8.55
0,34
2.17
O.

0,

40.00

.3.46
0,
O.

MP'

SOW
40.00,
18.30'
0.41
2.61
O.

Alii60.

N
MEAN
STANDARD ERROR OF MEAN 4
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE =
% SCORES AT TEST CEILING

(.

0)

40.00
20.27

. 0.59
3.73
O.
O.

._SMLU

40.00
16.95
0.70
4.40
O.
O.

SMLU

40.00
12.45
1.15
7.24
5.00
O.

EMLU

40,00
6.00
1.02
6.40
20.00
.0.

EJMLU

40.00
3.88
0.08
0.52
O.

92.50

_SCOMP

40.00
T

. ,0.07.
0.45
O.

85.00

'SCOMP

40.00
2.32
0.24
1.53

25.00
25.00

_ECOMP

N
MEAN
STANDARD ERROR OF MEAN

..A7ANDARDDEVIATI0H
SCORES'AT TEST FLOOR (SCORE- = 0)'

%,SCORES AT TEST CEILING

40.00
4.37
0.13
0.80
O.
O.

40.00
3.69

,_0.18
1.14
O.
O.

40.00
1.56
0.27
1.68
35.00
O.

'40.00
0.91
0.18
1.15'

47.50
O. --

40:00
9.47
0.37
2:32
0.
O.

40.00

0.37
2.33
O.
2,1,0

40.00
8.50

. 0.37
2.34
O. .

O.

_SQUAN
c

39.00

SQUAN

39.00

_EQUAN

40.00

EQUAN

40.00

_DESC

40.00

DESC

40.00 -4:::

MEAN 48.36 46.69 1.02 2.63, 4.57 3.32 13.90

STANDARD ERROR OF MEAN 3.18 4.04 0.27 0.83 0.18 Or22 0.40

STANDARD _DEVIATION 19.88 25.23 1.70 5.27 1.13 1.38 2.55

% SCORES AT TEST FLOOR (SCORE = 0) O. 2.56 r 60.00 47.50 O. 5.00 Oc

% SCORES AT TEST CEILING
A

O. 1 O. O. O. _ 5.00 O. O.

443
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DESCRIPTIVE STATISTICS FOR MODEL:,AMANECER II
SPANISH PREFERRING CHILDREN, TREATMENT GROUP: COMPARISON HEAD START

STATISTICS

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

MEAN
STANDARD ERROR OF MEAN . -

STANDARD DEVIATIoqi
% SCORES AT TEST FLOOR (SCORE" 0)
% SCORES AT TEST CEILING

,

CHLDAGE

27.00
49.30
0.73
3.80

.

PSIS

26.00
18,58
0.56
2.84
0:
O.

_SMLU

FACTOR1

26.00
.0.50
0.09
0.46

PSIS

26.00
0.15.46
0.76

. 3.88
0.
O.

SM ..0

INCOME

26.00
7.38
0.72
3.67

,,

_PSIE

27.00
6.52
1.09
5.69
3.70
O.

w

_EMLI.1

'

EDASP

25.00
16.60
0.42
2.12

PSIE

27.00
2.52
0.87

.4.52
51,85
O.

EMLU

fREST4E0',

27.00
156.44

3.17,
16.49

_SPERC

261. 01
3.
0.04
0.20
O.
96.15

_SCOMP

.
PTEACH

26.00
'0.75
0.04
0.21

SPERC

26.00
3.96
0.04
0.20
O.
96.15

SCOMP

,,

MEAN
STANDARD ERROR OF MEAN

N

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
S SCORES AT TEST CEILING -

26.00
4.10
(413
0.68
O.
O.

SQUAN

26.00
3.73
0.14
0.70
O. ,

O.

SQUAN

26.00
0.30
0.17
0.84
80.77
O.

. EQUAN

26.00
0.20
,0.12 ....

0.63,
88.46
O.

EQUAN

26.00

0.36

O.
O.

DESC

ti

_SOCIO
,,

SOCIO

26.00. 27.00
18'.84 17.52
0..18 0.49
0.94 2.53
O. O.

0% O.

_EPERC EPERC

27.00 27.00
1.26 0.37.
0.30 0.18
1.53 0.93
55.56 85.19
11.11 O.

_ECOMP

26.00

ECOMP

-26.00
8.04 9.08
_0.37 0.47
1.91 2.40 ."'"

O. O. 'Iv

O. O. ro

26.00

0.47-
9.81

2.40
O.
3.85 .

DESC QUAL

-4;
MEAN 40.19 49.54

27.00
0.15 0.70 4.81 2.48 11.54 ,N 26.00 26.00 27.00 27.00 27.00 26.00

STANDARD ERROR OrMEAN 3.38 4.58 0.07 0.18 0.26 0.30 411.62 0.70

STANDARD DEVIATION
5 SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

4:15

.00

17.24
3.85
O.

23.35
'O.
0.

. 0.36

. 85.19
0.

:0.95
.51.85
4 O.

1.36
3.70
3.70

7,.18 3.571.55
11.11 O. O.

3.70 O. O.

0

4 G



QESCRIPTIVE STATISTICS FOR MODEL: AMANECER II

SPANISH PREFERRING CHILDREN,_ TREATMENT GROUP: STAY-AT-HOME

./ .,

.

STATISTICS 61-ILDAGE_ FACTOR1 INCOME

N 8.00 9.00 9.00

MEAN *.
,

54.75 0.41 . 8.44

STANDARD ERROR Of MEAN 1.88 0.17 1.83

STANDARDDEVIATION 5.31 0.51 5.50-'

% SCORES'AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

_PSIS PSIS _PSIS

N - .
. 9.00 9.00 Np%9.041111,

MEAN 16,33 16.78 5.56

STANDARD ERROR OF'MEAN 1.43 1.13 2.22

STANDARD DEVIATION 4.30 3.38 6.65

% SCORES AT TEST'FLOOR `SCORE 0) O. O. 22.22

% SCORES AT TEST CEILING ' O. O. O.

SMLU SMLO

N
MEAN
STANDARD ERROR OF MEAN .
STANDARD DEVIATION

9.00
, 3.'73
0.31

. 0.94

9.00
3:53
0.20
0.61

% SCORES.AT TEST FLOOR (SCORE = 0)- O. O.

% SCORES AT TEST CEILING .
O. O.

f. _SQUAN SQUAN

EDASP

131
0.33
1.00

PSIE

PRESENT
.

1.00
176.00

_SPERC

ItTEACH

9.00
0.81
0.08 ,
0.24

SPERC

9.00
5.11
2.53'
7.59
44.44
O.

9.00
. 3.89

0.11
0.33'
O.
88.9

'

9.00
4 .89
0.11
0.33

88.89::
k

_EMLU..

, 9.00
0.99
0.53
1.58
55.56
O.

_EQUAN .

EMLU

9.00
0.64
0.44
1.33

7777.78
0.

EQUAN

,

SCOMP

9.00
7.89
0.82
2.47
b.
O.

_DESC

SCOMP

-
10.56
0.65
1.94
O.
O.

DESC

.

..SOCIO

18.75

SQCIO

8.00

lliii'
0.96
2.71
0% O.

O. O.

'
.

_EPERC
,

EPERC
.....-

8.00 8.00
1;00 ' 1.00

'0.53 0.65
1.51 1%85

MN 75.00
25.00

_ECOMP . ECOMP
,

9.009.00
9.11

1.16 _0.73. t

3.48 2.20 3'

O. O. no

O. O. . co,

,....,QUAL QUAL
,.. .

N ,
9.00 9.00 9.00 9.00 8.00 8.00 8.00 . 8.00

MEAN 36.00 47.11 0.11 ' 3.89 4.00 3.50 12.88 .11.00

STANDARD ERROR OF MEAN 5.12 8.90 0.60 0.42 1.25 1.27

STANDARD DEVIATION 15.37 24.70 (3:14 9:114 1.69 1.20 3.52 3.59

% SCORES AT TEST FLOOR (SCORE m 0) 11.11 11.11 88.89 44.44 O. -O. O. O.

% SCORES AT TEST CEILING 0. 0. 0. O. 12.50 O. O. O.

7

4

447
448
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DESCRIPTIVE STATISTICS FOR MODAL: AMANECER,II

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERLMENTAL HEAD START

I

STATISTICS,

STANDARD ERROA(OF MEAN -

MEAN

STANDARD.DEVIATION
% SCORES ATTEST FLOOR (SCORE = 0)

% SCORES AT TEST CEILING

N
MEAN
STANDARD ERROR OF i'lfA

!STANDARD DEVIATION -
% SCORES AT TEST'FLOOR (SCORE
%' SCORES AT TESTCEILING

N
2.00 .00 . 2.00 * 2.00 2.00

ME
. 1.45 2.65 3.45 . 3.60 . 9.50

STANDZIRO ERROR OF MEAN .
1.45 1015. . WM 0.10 1.50

STAND D DEVIATION . 2.05 1.63 A, 0.64. 0.14 2 12

% SCORES AT TEST FLOOR (SCORE = 0) 50:QQ , 0 O. 'O. el

% SCORES AT TEST CEILING O. O. 0-. O. O.

..
_SEIDAN SQUAN _EQUAN EQUAN

4
_DESC

CH14IAGE' FACTOR1

2 00 2.00
55.50
1.50 0.39
2.1t 4 OP:55

INCOME EDASP

2.00 2.00
11.00 16.00

5116
O.
O.

PliESKT PTE;CH' _S0010 SOCIO

139.06 0.95 621.00 li
2.00 2.00 .. 1.00

9.00 ) 0.05 '
12.73 0.06 . 1.41

O. O.

. ,.,, 'N. 0. 0.

.
0

,

_PSIS, P S . PSIE 1,SIE _SPERC

2.00
13.00 1 .5600 21:SS. 108 ,..!

. 2.00

4.00 .515 1.00 2.50 . 0%
4.00

7.78" 1.41 3.54 . O.

- 0: 0'. k
rr

O. - .o.

ero. 0. 100:00
-.1°

.._SMLU . °_EMLU EMLU -...SCOMP

- N
2.00 2.00 2.00' .2.00

',MEAN . A C. .4.50 1550 16.00.

STANDARD ERROR QF MEAN U. 4.50 ,' 5.50 7.00

STANDARD DEVIATION
-- 6.36 . 7.78 9.90

.

-...

% SCQRES AT TEST ELOOR (SCORE.= 0) 100.00 50.00 d O.

% SCORES AT TEST sCEILIF O. 1 0. 0.
. .

S

(

2.00*
3.00..

.;
6

I ',A

.4

SPERC ,EPERC . EPERC
.

2.00 '2.00 2.00
3.50 . 3.50 3.00
0.50- . 0.50 4.00

0.71 0.71 1.41

0. O.

60.0016 50.00
.

50.0%

SCOMP
.... ,

_E COMP .

2.00 - '2.00 2.00

8.50 8.50 8.004
1.50 1.50 2.00 1

2.12 2.12 2.83 3'

0. O.- no
. 0.

O. O. .0.

*DESC _QUAL QU

2.00 2.00 2.0
1.50 '8.50 5.00
1.50 0.50, 2.00
2.12 0.11 2.83

.. 50.00 ; O. O.

e. O., ) ..0.
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DESCRIPTIVE STATIST* FOR MODEL: AMANECER 11
ENGLISH PREFERRING CHILDREN, T MEN' GROUP: COMPARISON HEAD START

I , -
i

\__

STATISTICS CHLDAGE FACTOR1 INCOME EDASP PRESENT PTEACH -SOCIO SOCIO

.
' 1.00 1.00 1.00 '-t 1.00 :N

-

168.00
1.00 1.0Q 1.00

18.00
1.00 '

MEAN -4.68 7.00 1.00 20.00' , 17.00

STANDARD ERROR OF MEAN
58.00

STANDARD DEVIATION
SCORES AT TEST FLOOR (SCORE = 0)

O. O.

% SCORES AT TEST CEILING
0. O.

, _PSIE
. *4 .

EPERC .:PSIS PSIS _ PSIE _suRc SPERC EPERC
,

. N , a 1.00 1.op 1.00 1.00 1.00 1.00 1.00 1.00

MEAN , , 2.00 O. 19.00 12.00 O. O. 4.00 4.00

STANDARD ERROR OF MEAN .

STANDARD DEVIATION 100.00% SCORES AT TEST FLOOR (SCORE 0) O. 100.00 O. O. 100.00 O. - O.

,% SCORE TEST CEILING O. 0.. O. O. O. O. 100.00 . 100.00

.
_SMLU SMLU _EMLU EMLU dt_SCOMp. ECIrP

N
\14

1.00' 1.00 '

, .

1.00 .. ; 1.00

-

1.00

ECOMP,

2.00._
7::
coo ' 4.00

MEAN 44 O. - O. 210 . 2.50 11.00 _

STANDARD ERROR OF MEAN ,

.
.

- q
100.00 100.00

;
.

,

STANDARD DEVIATION , .

% SCORES AT TEST FLOOR (SCORE = 0) O. O. ' O. '-- O. - O. O. mki

SCORES AT TEST CEILING O. O. O. . 'O. 0. O. O. O. cm

..
:

_SQUAN SQUAM _EQUAN EQUAN _DESC DESC _QUAL QUAL
,

N 1.00 1.00 1.00 1.00 1.00 1.00 1.00 1%00

MEAN. .. : O. r O.:- 17.00 9.00 5.00 4.00 9.00 2.00

,STANDARD ERROR OF MEAN.
,

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0) 100.00 100.00 O. O. O. O. 0«

1

% SCORES AT TEST CEILING .0. O. O. O. . 9- 0. 0.

.1

45,1 .

%..

7 I

4

0

4

4

0.
0..

A
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DESCRIPTIVE dTATISTICS FOR MODEL: ALERTA I

SPANISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAD START

STATISTICS. . CHLDAGE . FACTOR1 INCOME

.

EDASP PRESENT PTEACH _SOCIO SOCIO

MEAN
STANDARD ERROR OF MEW"

SZANDARD DEVIATION
% SCORES AT TEST -FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

7.00 7.00 7.00 7.00 7.00 7.00 7.00 7.00

50.00 0.46 5.57 15.86 141.43 0.88 20.14 19.14

a.92
0.14

' 1.62 0.69 10.86
0.59 1.28

0.37'
1.48 0.61 0.26 4.10 r 0.05

'0:14 1.57 3.39
N 0. . O.

O.

411k
PSIS PSIS _PSIE ' PSIE _SPERC SPERC _EPERC EPERC ,

N 7.00 7.00 7.00 7.00 7.00 7.00 7.00 7.00

-MEAN 17.57 13:86 16.57 7-.57 4-.00 3.29 3.86 1.29

STANDARD RROR OF MEAN 1.45 , 2.36 : 1.36 2.95 O. 0.47 - 0.14 0.64

% SCORES A TEST FLOOR (SCORE = 0) O. . O. O. 14.29
O.
O. O.

1.25 . 0.38
0.

i....ii,

STANDARD EVIATION 3.82 6.26 3.60

% SCORES AT TEST CEILING O. O. O. O. - 100.00 85.7171.43

4 SMLU .SMLU EMLU EMLU ..SCOMP SCOMP _ECOMP Ecomr
ev- '

_ - ofr

N 7.00 7.06 7.00 7.00 7.00 7.00. 6.00 0.00

MEAN 4.29 3.77 3.46 1.24 9.29 7.86 8.83 6.00

STANDARD ER OF MEAN 0.24 0.37 0.62 0.59 1.02 1.44 1.28 1.81

% SCORES AT EST FLOOR (SCORE =0)
STANDARD D 0.64 0.97.

n. O. 14.29 57.14
1,65.- 1.55 2.69 3.80 3.13

O. O. , O.
..

16.67 !

% SCORES AT TEST CEILING

.

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR ( sqlotE = 0)
% SCORES AT TEST CEILING

fly

4, O. O. 1 0., O. O. O. O. O. Ism
o

_SQUAN SQUAN' _EQUAN _DESC . _QUAL QUALEQUAN DESC
.

6.00
- 34.67

.10 . 61

45.58
50:00
0.

, 6:00
32.67
9.52

23.31
1 6. 07
1111%.y

'

.

7.00
1.43.

/ 0.72
-41,0
42.86 '
0.

2

, 7.00
3.57
2.92
7.72
42.86
0.

6.00
3.33
1.09
2.66

33.33
0.

'6.00-
2.83
0.75

" 1.83
O.
0.

5.00
11.20

73 .. 7498

20.00
0.

wm....JO Ah

ti

5.00
.. _,---9..110

-2.A05
0.

454
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DESCRIPTIVE STATISTICS FOR MODEL: ALERTA I

SPANISH PREFERRING CHILDREN, TREATMENT GROUP: STAY-AT-HOME

-..t. . 4 r--

STATISTICS CHLOAGE .FACTOR1 INCOME EDASP PRESENT PTEACH SOCIO % SOCIO'

i

N 4.00 4.00 4.00 4.00 '0, 4.00 4.00 4.00

MEAN 51.00 0.53 1 11.00 15.00 0.70 20.25 18.50'

STANDARD ERROR OF MEAN . 1.68 . 0.21 3.14 41.29 0.21 0.63 1.71

STANDARD DEVIATION 3.37 0.43 6.27 ' 2.58 0.42 1.26 3.42

% SCORES AT TEST FLOOR (SCORE = 0) %

IPP
.

0. 0.

S SCORES AT TEST CEILING
.

., O. O.

.
\ _PSIS VPSIS PSIS _PSIE PSIE _SPERC Sf I EPERC EPERC

N 4.00 4.00 4.00 4.00 4.00 4.00' 4.00 4.00

MEAN 13.25 15.00 11.50 7.25 4.00 4.00 3.00 2.50

STANDARD ERROR OF MEAN 1.49 4.02 4.01 3.09 O. D. 1.00 0.96

STANDARD DEVIATION ' 2.99 8.04 8.02 6.18 O. O. 2.00 1.91

% SCORES AT TEST FLOOR (SCORE = 0) O. O. 25.00 25.00 O. O. 25.00 25.00

% SCORES AT TEST CEILING O. O. O. 0". 100.00 100.00 75.00 X0.00

N
MEAN ,

4
STANDARD ERROR OF MEAN ,

STANDARD DEVIATIONVIATION
% SCORES A TEST FLOOR 4SCORE = Of
% SCORES ATEST CEILING

_SMLU

3.00
4.67
0.67
1.17
O.
O.

SMLU

3.06
4.63
0.61
1.06
O.
O.

_EMLU

4.00
2.70
0.97
1.94

25.00
O.

EMLU

4.00
2.02
0.88
1.76

25.00
O.

SCOMP

4.00
9.75'
0.85
1.71
O.
O.

SCOMP

4.00
7.50
2.66
5.32
O.
O.

_ECOMP

3.00
8.67
0.88
1.53
O.
O.

ECOMP

3.00
9.00
2.52
4.36
O.
O.

o

2>

N
.4

t

0 _SQUAN SQUAN _EQUAN EQUAN' _,DESC DESK , _QUAL QUAL

N
. 4.00 4.00 4.00 4.00 4.00 4.0D 3.00 3.00

MEAN 32.50 34.00 O. 1.00 0 1.25 12.00 8.33

STANDARD ERROR OF MEAN 18.87 8.34 O. 0.71 0.65 - 0.48 3.61 2.85

STANDARD DEVIATION 37.75 .16.67 O. 1.41 .29 0.96 ' 6.24 4.93

% SCORES AT TEST FLOOR (SCORE z 0)
P % SCORES AT TEST CEILING .

50.00
O.

O.
O.

100.00
O.

50.00
O.

2 0
O.

25.00
_ O.

0,
O.

O.
0. P

E
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DESCRIPTIVE STATISTICS FOR MODEL: ALERTA I

!

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAD START

tl

.

.,,.
. ?

17.00

PTEACH _SOCSO
STATISTICS CHLDAGE FACTOR1 INCOME EDASP PRESENT

MEAN
N '

16.00
50.69 -1.16

17.00 15.00
5.93 15.88 '137.06

6./1) 17.00
0.89

17.00
18.88 S11°87t;

STANDARD DEVIATION
13.86

0.03 0,57 0.58
STANDARD ERROR OF MEAN 0.72 0.16 0.78 - 0.37 3.46

2-.89 0-.65 3.03 . 1.54 2.37 2.33

PS1E PSIE

0.11 v

% SCORES ATTEST FLOOR (SCORE = D)
O. O.

% SCORES AT TEST CEILING
D. 244.m,

_PSIS PSIS - _SPERC SPERC _gpom

MEAN f.29 13.65
17.00 4011-.0111 _ 17.00, E1P7E.::

N
)7.00 17.00 1'7.00 17.00

.,.

3.94 T8.47 1.53 . 1.18- 4.00 3.35

STANDARD ERROR OF MEAN. 1.86 1.60 0.78 T.-30 0.46 0..41 O. 0.23

STANDARD DEVIATION
.

. 7.69 6.59 3.20 5.37 1.91 1.70 O. 0.93

% SCORES AT TEST FLOOR (SCORE v.0) 35.29 64,.71 O. O.

_I1

64.71 O. O. -

%. SCORES AT TEST CEILING O. O. O.
.

O. 17.65 100.00 58.82.

SMLU EMLU EMLU SCOMP SCOMP _ECOMP

N
'16.00 16.00 15.00 15.00 16.00 16.00 17.00 17

.

STARDARD DEVIATION
STANDARD ERROR OF MEAN 0.38

1.52
0.25
1.01

0.26
1.01 ' 1.16

0.30
,

18.75
4.21

4.3.1
1.05 0.69

2.84

6.06 /.
0.79 ---I
3.26

MEAN .0.90 0.51 4.10 2.79 5.25

% SCORES AT TEST FLOOR (SCORE = 0) - 68.75 75.00 O. 6.67 O. O. Tir

1 % SCORES. AT TEST CEILING ge O. O. O. . O.

37.50
O. O. O.

ill ,

_SQUAN SQUAN EQUAN EQUAN _DEiC Df9C _QUAL WAL

ECOMP

N
15.00 15.00 15.00 15.00 14.00, 14.00 . 14.00 14.00

MEAN 1147 0.' 43.67 ' 33.13 3.50 2.64 10.64 7.79

STANDARD ERROR OF MEAN ' 1.47 O. 9.44 8.39 0.50 0.37 1.5W 1428

STANDARD DEVIATION
.

5.68 O. 36.55 32.50 1.87 1.39 5.68 4.77

% SCORES AT TEST FLOOR (SCORE - 0) 90:33 100.00 26.67 13.33 14.29 O. , 14.29 14.29

% SCORES AT TES, CEILING
.

O. O. O. O. 14.29 O. O. O.'

,
A

457

1

1,

Ak

4.56

AM AI AI AI ilk Mk



,DESCRIPTIVE STATISTICS FOR MODEL: ALERTA I

ENGLISH PREFERRING CHILDREN, TREATMENT GROUP: STAY-AT-HOME

STATISTICS CHLDAGE FACTOR1 INCOME EDASP PRESENT

N 4.00 4.00 4.00 4.00
17.50

O.

MEAN A 48.25 -1.18 ! 9.75

STANDARD ERROR OF MEAN . 2.50 0.44 % 1.84 0.50

STANDARD DEVIATION 4.99 0.87 34.69 1.00

% SCORES AT TEST FLOOR (SCORE-= 0)
% SCORES AT 'TEST CEILING 0

PSIS PSIS PSIE PSIE _SPERC

PTEACH _SOCIO 'SOCIO

. 4.00 4.00 - 4.00
0.93 20.00 19.75
0.07 1.00 0.85
0.14 2.00. 1.71

0. 0.
0. 0.

SPERC _EPERC EPERC

N
MEAN 1...

STANDARD ERROR OF MEAN .

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)

SCORES AT TEST CEILING

N
MEAN
STANDARD ERROR OF MEAN'
STANDARD ADEVIATION
% SCORES -AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

N
MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE s 9)
% SCORES AT TEST 'CEILING

P.

4.00
7.00
4.22
8.45

50.00
O.

_SMLU

4.00
0.75
0.75
1.50

75.00.
O.

_SPIJAN

4.00
O.
O.
O.

100.00
O. ..

4.00
5,.50
3.66
7.33

25.00
O.

SMLU

4.00
0.70
0.70
1.40

75.00
O. w'

SQUAN

4.00
O.
O.
O.

100.00
O.

4.00
18.00
2.27
4.55
O.
O.

_ EMLU

4.00
3.47
0.11

% 0.22
O.
O.

_EQUAN

4.00
29 .50
3.57
7.14
O.
O.

.

18.75
2.29
4.57
0.
O.

EMLU ::'

4.00
2.82
0.27
.0.55
O.
O.

EQUAN

4.00
1919.25

13.50
25.00

.

4.00
2.00
0.91
1.83"

25.00
25.00

_SCOMP

4.00
6.75
2.25
4.50
O.
0.,4

_DESC

4.00
3.25
0.85
1.71
O.
O.

4.00
1.75
1.03
2.06

50.00
25.00

SCOMP
e

4.00
6.25
2.39
4.79

25.00
0

4

.

DESC

4.00
2.50
0.65
1.29
0.
O.

4.00
3.75
0.25
0.50

75.00

_ECOMP

.4.00
8.50
2.22
4.43
0.
25.00

_QUAL

4.00
10.00
2.27
4.55
0.
O.

4.00
4.00

, O.

0/

100.00

ECOfIP

4.00
9.50
1.85
3.70
0.
O.

QUAL

4.00
8.25
2.84
5.68

25.00
O.

-0

' 3!
IV
u)
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...

DESCRIPTIVE- STATISTICS FOR MODEL: ALERTA II

SPANISH PREFERRING CHILDREN, TREATMENTGROUP: STAY-AT-HOME

STATISTICS CHLDAQE

...

FACTOR1 INCOME EDASP PRESENT PTEACH
.

socto
,

,socto

N
2.00 2.00 2.00 2.00 O. 2.00 2.00 2.00

MEAN .1
'

50.50 0.71 9.00 16.00 - 0.68 15.50 17.50

STANDARD-ERROR OF MEAN 0.50 0.09 3.00 . O. 0.05 1.50 3.50

STANDARD DEVIATION 0.71 0.13 4.24 O. 0.06 2.12 4.95

% SCORES AT TEST FLOOR (swag = 0)
, , ',

0. o.

% SCORES Al' TEST CEILING
..

p. O.

PSIS PSIS _PSIE PSIE _SPERC SPERC _EPERC EPERC

N
2.00 2.00 2.00 2.00 2.00 2.00. 2.00 2.00

MEAN 12.50 11.00 0.50 O. 4.00 4.00 O. O.

STANDARD ERROR OF MEAN 1.50 2.00 0.50 O. O.

STANOARD DEVIATION 2.12 2,83 '0.71 O. O. O. O. O.

% SCORES ATTEST FLOOR (SCORE = 0) 0.. O. 50.00 100.00 O. O. 100.00 100.00

% SCORES ti TEST CEILING O. O. O. O. 100.06 100.00 O. O.

_SMLU §MLU
,

EMLU EMLU 3COM! fCOMP _ECOMP ECOMP

N
2.00 IK' 2.00 2.00 2.00 A 2.00- 2:00 2.00 2.00

MEAN . 4.00 ' 2.30 '0. O. 4.00 10.00 O. 2.50

STANDARD ERROR OF MEAN 0.30 "0.40 O. , 2.00 1.00 O. 2.50 1

STANDARD DEVIATION 0.42 *4/0.57 O. O. 2.83 1.41 0. _ 3.54 3=

% SCORES AT TEST FLOOR(SCORE = 0) O. 4. 100.00 10 0 O. O. 100.00 50.00 GAO

% SCORES AT TEST CEILING O. 0. O. O. O. O. O. 0
i

_SQUAB SQUAN _EQUAN EQUAN _DESC, OESC _QUAL QUAL

N
. 2.00 2.00 2.00 2.00 2.00 2.00 2.00 2:00

MEAN . -
53.50 31.00 O. O. 3.50 2.00 11.50 6.00

STANDARNERROR OF MEAN 29.50 15.00 O. , . 1.50 2.00 3.50 1.00

STANDARD DEVIATION 41.72 21.21 O. O., 2.12 2.83 4.95 1.41

% SCORES AT TEST FOR (SCORE = 0) (,. O. 100.00 100.00 0.' 50.00 O. O.

% SCORES AT TEST CEILING O. O. . -O. O. O. O. O. O.

451
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DESCRIPTIVE STATISTICS FOR MODEL: ALERTA II
SPANISH PREFERRING CHILDREN, TREATMENT GRI0UP: EXPERIMENTAL HEAD START

.

,: F..

I...
..

, .

, .
.

STATISTICS
t'

, CHLOAOE FACT . INCOME EDASP
41

PRESENT
_

. .

N.
.0

.-.
. 4.00 4.00 4.00 4.00 ' 4.00

.

MEAN
138.75,s "53.75. -0.01 4.25e, 17.00

ASTARDARDERROR OF MEAN 2,02 0.15 0.95 0.58, 3.90

STANDARD DEVIATION , , 4.03 0.30 % -1.89 . 1.15 7.80

.1 SCORES AT TEST FLOOR', SCORE =.0)
% SCORES ATplESTgEILING .

.

. / ? _Pep ,, PSIS PSIE_PSIE _SPERC

N 4.00 INO 4.00 4.00 A.00

11 , MEAN 10.25 8.75 12.00 '8.50 3*75

STANDARD ERROR OF.MEAN 1.49 0.75 2.12 2.18 0.25

' t "STANDARD DEVIATION
.

2.99, , 1.50 4.24 4.36 0.50

1 SCORES AT TEST FLOOR (SCORE = 0) 0., O.* O. 0.

% SCORES AT TEST CEILING _
, O. O. 0: 0:

1 s _SMLU, SMLU
.

75.00,
. s

EMLU EMLU,' _SCOMP-

.

PTEACH _SOCIO

' 4.00 4.00
0.91 21.2
0.06 0.8

. 0.13 1,71
OH
O.

SPERC _EPERC

4.00 4.00
.3.25 4.00
0.48
0.96 O.
0. O.
50.00 100.00

SCOMP _ECOMP

M* ,
4.00 ; 4.04 4.00 4.00, 4.00 4.00 4.00

MEAN , . ..

.
' 4.32 4.05 '. , 3.87 3.47 '.8.25 5.75 9:00

STANDARD ERROR OF MEAN 0 -' 0.28 0.42 0.78: 0.32 1,66 (.63 . 0.71

14 ' STANDARD DEVIATION . '1'0.56 0.13,4 1.56 0.63 3.20. . 1141'1:26

-- % SCORES.ATorEST FLOOR(SCORE =pr 0. - 0. -o. 0.
. , 0 . 0...

% SOORES.AT TEST CEILING ., .0. 0. .: O. ' . 0. e" O. , -t. O.

r ..#., -- #

4.440
. _SQUAN ..SQUAN ,"EQUANI" EQUAN ., _DESC ..DESC QUAL

.: .3- 0. . .

2.0) '
.

4.00 :A60 3.130 3.00 ' 3.00-

52.
14.50

4167 A. 0.67. 307 2.33 , 10.3350
.9,31, 0.33 0.31 3.33

20.51 0.58 .1175,$ 0.58 5.77

0. O. O.

MEAN
STANDARD ERR ° F M N

STANOAAD GEV ON
% ,SCORES AT T ST FLOOR (AppRE 0 0),'

- % *ORES AT TEST cErLING
..,.

e$
k

0 1.

483,

2:00
25:50
A1.50,
16.26' .

O.
0.

1,
ft

. '

C

SOC104p

4.00

0.95 .

1.89'
O.
O.

EPERC

4.00
.3.75
0.25
0.50
O. -.

75:00

EOOMP

.

4.00
5.25
0.48
a.96 'a
0. to
0.

QUAL,
-101

3.00
12.00
3.79
6.56
O.
O.

.

4 6-4 .
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V

CTSCRIrTIVE STATISTICS FOR4100EL: ALERTA
.ENGLIgH PREffRRING CHILDREN, TREATMENT GROUP:, EXPERIMENTAL IVO START

7 4
.

1= a.
r4

$0

-1

STAT 1 ST ICS CHLDAGE F,ACTOR1 I NCOME EDASP
4

PRESENT PTEACH . SOC 10 SOC&O

N 11.00 10.00 10.00
t 4.
11.00 , 10.00 10.00

'

11;00

MEAN - -1.11 ! 8.30 0 /49.45 19.30. 18.82
STANOIRD ERROR OF MEAN

t. 50.18
1.13 0.25 1.36 _ 0

144.9529

... 0.93
0.03 . 0.88 0.46

STROARD. DEVIATION 3.74 0.78 4.30 0.63, 0.11 2.79 , 1.54
% SCORES AT TEST FLOOR, ( SCORE = 0) NI ZO. ;0.
%t SCORES AT TEST CEILING ,

-. 0. - A.
- _

N 1.1.00 11.00 11.00 11..00 J1.00

SPERCPSIS S PS1 E EPERC
. .

PSIS, .

11.00

PSI E _SPERC _EPERC

1100c 11.00, -4.

1 MEAN- 3.27 2.27 ,.. 73 _12.64. . 1.00 0.91 3.73 3.82 ,-

STANDARD ERROR. OF MEAN 1.79 1.17 0.86 1.47 0.45 0.49 0.14 0. /2
STANDARD DEVIATION , 5.93 3.88 ,. 2.87 , 4.86 1.48

721.6473.
0.47 0.40

% SCORES AT TEST FLOOR ( SCORE = 0) 63.64 63-64 0. 0. 63.64, *0. 0.
% SCORES AT TEST CEILING

: 0. 0. G. O. 9.0? 18.18 72.73' 81.82
4

'SMUJ SMLU --! _Ent!, fMLU SCOW SCOMP _ECOMP_
11.00

WOMP

IN . 11.00 *11.00 .. 11.00 11,00 : 10.00
.-

.00 10.00 11.00
MEAN; c.'45 , 0,391 -3.82 4.20 5.00 3.10 , 7.00 4.64
STAP)ARD ERROR OF MEAN ...

. 0.45 O.39 0.16 _ 0.23 1.14 0.90 "' 0: IS 0.39 I

-20.00
to: 85_ 2.41 1.29 2=

STAW REr DEVI1MON--- _____ __. 1 .11, -4----= 1 30 - - tO .. 54 -- '-.--0-7-7-___ _ *. 3_59
'% SCORES ATTEST FLOOR ( SCORS = 0) ' 0. ' 0. 40.00 . 0. GO

SCORES 'AT TESt CE I LING "
900:'9:I 90,91

0. O. 0. 0. 0. ry

, .

.
.

.

_SQUAN SQUAN _DESC

11.00

.

11. 00'

OESC , _QUAL_

`- t
1

N k. 00 ISA° 111E1QOU. 0A0r4'

34.90
10.01,

MEAN 0. 40.60 3.36 3.18 9.50 101,-.4160

-16 I' A N DA R 0 ERROR OF MEAN

STANDARD DEVIATION
.0.

157.5308
, 6.92 0.43 0.42 0.97

% SCORES AT TEST FLOOR ( SORE .7- O) 100:00 _ 100% 00 .0
6 21g:0201

9.09 9.09 0.0. , - 0. 1.43 1.40 3.06, 3.66.

0. 0. 0. 0. 0.
. % SCORES AT TEST CEILING 01110 U., 0. '''. 1 n

_

0.
0 Sk

4
ti

1

I.

Ira

.
S

I rr,

:: ,,. 41
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DESCRIPTIVE STATISTICS FOR MODEL: NUEVAV
SPANISH PREFERRING CHILDREN, WATMENT GROUP: EX !MENTAL HEAD START

RONTERAS I

w

STATISTICS CHLDAGE FACTOR1

N . 30.00 24100
OT

MEAN 53.77 60

STANDARD ERROR OF MEAN 0.69 0.13

STANDARD DEVIATION 3.78 0.60

IVCOME

20.00
6.00
0.37
1.65

EaKsP

22.00
15.18.
0.30
1.40

PRESENT

26.00
142.65

2.99
15,24

PTEACIp

21.00
0.12
0.05
0.21

_4$0C10

30.00
',19.00

0.71
3.90

SOCIO

12e
0.51
2.80

% SCORES AT TEST FLOOR (SCORE = 0)
. O. . f O.

13.3 O.

% SCORES AT TEST CEILING

*PSIS

1.

_PSIS _PS)E YSIE $PERC EPERC, :"EPERC_SPERC -

_N
MEAN

,

, .

30.00 07 30.00
,

30.00 30.00

STANDARD ERROR Of MEAN . 10.75 0:79 1.11 0.63 0.07

30.00

0.27 0.2131.20
30.00
9.30 2.03 3.83 2.00 0.50

30.00

STANDARD DEVIATION 44.13 4.33 6.10 3.47 , 0.38 0.61, 1.49 . 1.17

% SCORES AT TEST FLOOR tSCORE = C:I. O. O. O. 46,67 O. O. 83.3330.00

% SCORES AT TEST CEILING 3.33 O. O. O.
,

: 73.33 16.67 3..33

SMLU EMLU EMLU SCOMP_SMLU
SCOMP _ECOMP

N 30.00 30.00 29.00 29.00 30.00, 30.00 30.00

ECOMP

30.00 .

MEAN 4.05 3.41 0.74 0.05 8.63 6.70 -_8.33

STANDARD DEVIATION cl4sr 0.91 1.1S .40.28 ,

0.43 -0.49 .

5.70

STANDARD ERROR OF MEAN '0.15 0.17 0.21 0.05

44.83 96.55
2. 2.38 2.71

% SCORES AT TEST FLOOR (SCORE = 0) . ----cK O. .
..i. O. _ _O. _. O. to

% SCORES AT TEST CEILING O. O. O. O. O. O. O. O. (.4 '

_EQUAN

MO
,

h 111

_SQUAN

30.00
.

_DESC

30.00

DESC

-31027.4A0701-

STANDARD ERROA OF AIEAN -, 4.60 ' 3.64 0.26 0.55 .0.23 0.23 0.62
3:T1:
0.70

SQUAN

MEAN ) .

30.00
52.20 28.93

30.00
1.10 1.00 4.70

30.00
2.87

STANDARD DEVIATION . 25.17 19.92 1.42 499 1.24 1.28 3.85

% SCORES AT TEST FLOOR (SCORE = 0) O. 3..33 40.00 §5.52 O. 3.33
T.38

O.

% SCORES AT TEST CEILING A .0. O. O. O. , 3.33- O.
.

O. O.

4.

a

te.

st-

a
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BESCRIPTIVE STATISTICS FOR MODEL: NUEVAS FRowetRAs

SPANISH PREFERRING CHILDREN, TREATMENT GROUP: COMPARISON HEAD START

I

. P e ,

STATISTICS. ''
CliEDAGE TACTOR1 INCOME EDASP PRESENT PTEACH ' '...SDC10 '$0010

\ '
4 -

.. ., 34.00 34.00 ?7.04, 3400 CC.
27.00 26.00 27.00

:5-
it:33

;

MEAN ! :.53.76 0.77 6.31 14.40 141.12 0.69 15'.94

STANDARQ ERROR OF MEAN 0.64 0.11 0.55 0.36 2.94 0.05 0.47 0.58

STANDARD DEVIATION
. 3.74 0.57 2.81 1.88 17.13 0.24 . ,2.74 3.41

% SCORES AT TEST FLOOR (SCORE = 0)
.

, O . 0.-

.. % SCORES AT TEST CEILING

"

.

, - Ile
.

1

_.

.

,
5.88 O.

_PSIS PSIS IPSIE PSIE SPERC SPERC EPERC EPERC

'. .
34.00
17.44

34.06
11.88

34.00 34.00 aii.00 34.00

.

STAN
' MEA '

RD ERROR OFAFAN . ' 0.83
6.74
1.03 0.63

1.71, 3.88
0.07 0.16

3.50

341:::

1.79
0.21

0.41
0.17

34.00

r STAN ARQDNIATION .

jiir 0.70
4.06 4.83 116.01 3.65 0.41 0.96 1.02

,
%-SCORtS ATP TEST FLOOR (SCORE = 0) O. O. 44.71 O. 2.94

'110.A
55.88

85.29
91.18

I , 4'SCORES AT TEST CEILING O. O. O. 10.59

, ',LSMLU SMLU _EMtU . EMLU _SCOMP SCOMP ECOMP ECOMP

A 4 - .. 3b.00 34.00 34.00 34.00 34.00 - 44.00

mtA). t.-
't

.

3.93 3.25 0.29 116.4,18 8.32 6 438 Q 6.74

_....-711!
_SIANDARD.ERINR pF PIA.4. ., - 0.12 0.15 0.15' `, 0.14 0.41 0.'36 0.53

:'
- SZ..R(DARD-DS4' I AT Mr, _ 0.72 0.85 0.88 _____ 0.83 2.37 2.09 3.09

i, ' .-11COR A.Ir TEST, FLOOR (SCORE = 0) O.- 2.94 76.47 91.18 r D. -0.

.. , .i.
,npritt.A1.-TEIF CEILING - O. O. O.. O. O. O. ,0.

t ,. .6

6 '

EQUAN.
. .-.- .. ;.

.,
. e i

.% tr ....sqUAN SQUAN _EQUAN (ESC _QUALDESC

.
Ir.

.-

.% 'i

34.00
5.03
0.31 1

11.78 )0.

LO, --ii,)
:''' O. 4

1

QUAL

..

to

e,e . ' N
.- 34.00 34.00 34.00 412

34.00

' -.. 'MEAN. 4 45.94 26.97
34%00

0.971 1.21
34.00

I:2g 8.21

% a

-1,StAN6AND ER OF.7:1EAfi*, .4.75' 3.73 0.44 0.47 0.25 0,26 0.54 0.74

+STANDARD DENIA N .! '21.87 . '21.76 2.59 2.75 1.44 1.50 3.14- 4.30

..
,. % SCORES RI TEST 4.'0) 2.94 4.82 76.47 \ O. 2.94 ilP O. 2.94

. , 0.
64.71
O. O. 2.94 0. O. ''0.

1: % SCORES Ar, TES; INC .: '

4'

1
; .

474e
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DESCRIPTIVE STATISTICS FOR MODEL: NUEVAS-FRONTERAS I

ENGLIS EFERRING CHILDREN) TREATMENT GROUP: EXPERIMENTAL HEAD START

STATISTICS

MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES. AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

N .

MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

N
MEAN
STANDARD ERROR OF MtAN
STANDARD' DEVIATION
41,-5CORES_AT_TEST,FLOORASCPRE = 5/
% SCORES AT TrS/ CEIL1

CHLDAGE

2.00
57.00
3.00
4.24

_PSIS

2.00
18.50
3.50
4.95
O.
O.

_SMLU

2.00
1.10

' 1.10
1.56
50.00
0.

'

FACTOR1

1.00
-0.80

PSIS

2.00
13.50

. 1.50
2.12
O.
O.

SMLU

2.00
0._,.
O.
O.

100.00
0.

OME

.00
t 15.00

_PSIE

,2.00
24.00
2.00
2.83
O.
50.00

_ENO,'

2.00
3.90
0.10'
0.14
0%
0.

EDASP'

1.00
16.00

PSI(

2.00
18.50
1.50,
2.12
0.
04

EMLU

2.00
3.25
0.25
4.5
O.
0.

'

PRESENT

2.00
145.00
6.00
8.49

_SPERC

2.00
4.00
O.
O.

ilo

107.00

_SCOM-P

11.50
1.50
2.12
O.
.0.

i

.

MI/

PITEACH SOCIO

1.00 2.00'
0.91 24.00

0.

SPERC

.2.00
3.50
0.50

..0.71
0.

50.00
O.

SCOMP

2.00
7.50
0.50
)D.71
O.
O.

SQUAN

N 2.00 2.0d 2:00

EQUAN

2.00

_DESC DESC

P

_SQUAN _EQUAN

MEAN Q. 64.50
2.00 . 2.00

STANDARD ERROR OF MEAN
STANDARD DEVIATLON

3.50 '''

3.50 O.
?..:3(5).

2.50 0.50 O.
39.50 4.50 4.00

`.

,
4.95 0. 3.54 .0.71 O..

% SCORES AT TEST FLOOR (SCORE = 0) . 50.00 100050 0. 0. O. 0.

% SCORES AT TEST CEILING O. -0. '0. O. O. 0-
-

IOW

471

".

0.

EPERC

2.00
3.50
0.50
0.7,1

1574
50.00

_ECOMP

2.00
11.00
2.00
2.83
O.

Q.

_QUAL

2.00
1.50
4.50

.071
O.

9.

472 ',

ibcio
2.00

21.50
0.50
0.71
0.
0.

EPERC

2.00
4.00

O.
O.

100.00

ECOMP

2400
6.00
1.00
1.41 2,

0. crt

QUAL

2.00
'11%0

1.00
1.41
0.
0.
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DESCRIPTIVE STATISTICS FOR MODEL: NUEAS FRONTERAS I

ENGLISH PREFERRING CHILDREN, TREATMENT - GROUP: COMPARISON HEAD STAliT

01, ,
, AO i.

STATISTICS CHLOAGE FACTORI . INCOME EDASP PRESENT PTEACH _SOCIO SOCIO

N
.011

. 1.00 1.60 1.00 1.00 1.00 1.00 1.06 1.00

MEAN ,

t _
-, 54.00 -0.57 1 5:00 18.00 142.00 0.91 23.00 20.00

STANDARD ERROR OF MEAN
.

..
%

-STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0) .

-''

O. O.

% SCORESAT TEST CEILING O. O.

%kW'

°O. O. rb.

% SCORES AT TEST CEILING , O. -. O. O. O. , 100.00 100.00 300.00 100.00

.,,,
,
_SMLU SMLU _EMLU EMLU ''._SCOMP SCOMP _ECOMP ECOMP'

.

u
N ' , .1.00 1.0.0 1.00 1.00 1.00 1.00 1.00 1.00

MEAN 3.60 4.20 4.00 4.00 ' 12.00 11.00 9.00' . 7.00 9.

STAND4D,ERROR OF MEAN .:
. t

STANDARD DEVIATION .

3.

% SCORES AT TES? FLOOR' (SCORE = 0) 0. O. O. -0. O. O. b O.
lg

5 SCORES %rs AT TEST CEILING - O. O. O. O. O.- g.9# O. O.
.

*.

_SQUAN SQUAN. _EQUAN' EQUAN , _DESC DESC _QUAL QUAL

N
4,

. '1.00 1.00 1.00 1.00 di; 00 1.00 1.00 1.80

MEAN _ 5.00 O. 92.00 20'.00 giro 3.00 16.00 10.00

STANDARD ERROR OF MEAN 3. .

STANDARD DEVIATION .
% SCORES AT TESL FLOOR (SCORE = 0) 0; 100.00 04 0. 0% 0. 0. b.

'% SCORES AT TEST CEILING O. O. O. O. O. O. 0. -0, .

.
.

..

_
.

rsi s Pso _PSIE PSIE -SPER6 SPERC . _EPERC EPERC

tt

4'" 1.1

.

tAk .Ak .

ar

DESCRIPTIVE STATISTICS FOR MODEL: NUEAS FRONTERAS I

ENGLISH PREFERRING CHILDREN, TREATMENT - GROUP: COMPARISON HEAD STAliT

0

4ft A101
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DESCRIPTIVE STATISTICS FOR MODEL:'NUEVAS FRONTERAS II
SPANISH PREFERRING CHILDREN, TREATMENT GROUP: EXPERIMENTAL HEAVSTART

1.

INCOME

.,

STATISTICS CHLDAGE FACTOR1 EDASP PRESENT

10.00' 10.00

MACH _SOCIO SOCIO,

N 10.00 10.00 7.00
' 124.90

10.00 9.00 10.00

MEAN 51.10 0.94 9.71 ' 14.20 0.71 18.44 19.50
0.08 1-.63

STANDARD ERROR OF MEAN 0.84 0.14 1.08 0.55 0.54

"i STANDARD DEVIATION .._,,2.64 . 0.44 ' 2.87 1.75 0.25 '4.88 1.721t:?2-
O.

11.11
O.
O.

.

EPERCSPERC _EPERC

10.00

SPERM

10.00 10.00

.
.

lo.cio

3.80 3.40 2.70 1.3b
0.13 0.27 0.52 0.56
0.42 0.84

20.011:1

1.77
O. 0.. .60.00

80.00 60% 50.0000 20.00

_SCOMP SCOMP ECOMP'_tcoAp

% SCORES AT TEST FLOOR (SCORE = o)
',% SCORES AT TEST CEILING

N ,

VAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION
'% SCORES AT TEST FLOOR (SCORE = 0)
%SCORES AT TEST CEILING

...r '

. ...,

_PSIS

10.00
20.10
1.09
3.45

. O._
'O. ,

'

,SMLU

PSIS

10.0d
11.50

, 0.03
2.64
O.

' O.

SMLU

_ PSIE

10.00
15.30
2.28
7.20
O.
O.

_EMLU

PSIE

10.00
6.70
2.46
7.78
40.00
O.

EMLU

t. N .
10.00

MEAN 3.87
`STANDARD ERROR OF MEAN 0.36
STANDARD DEVIATION 1.15
% SCORES AT TEST FLOOR (SCORE = 0) O. ,

10.00 9.00 * 9.00 10.00

3.78 2.44 0.86 9.00
0.27 0.51 0.45 0.88
0.84 '1.52 1.36 2.79

O. 22.22 66.67 O.

10.00t10.00 '10.00

g.92.. '.

7.70, 5.40
0.79 0.92

t2.50 3.05
O. , O. 10.00

w
i% SCORES AT TEST CEILING O. O. O. O. . O. O. O. ' NA.
.4

DESC_SQUAN SQUAN EQUAN DESC - _QUAL_EQUAN _

N 10.00 10.00 10.08 10.00

I MEAN 49.40 b.30 0.10

STANDARD ERROR OF MEAN 8.71
27.55

55.20%
5.79. 0.21 0.10

STANDARD DEVIATION ,

% SCORES AT TEST FLOOR (SCORE = 0)
% SCORES AT TEST CEILING.

O.
O.

.18.32
O.
O.

0.67
80.00
O.

0.32
99.00
O.

I

10.00'
4.40
0.37 ,

1.17
O.
O.

10.00
2.60
0.54

'4:00
O.

1::10.00'
'13.70 11.30
1.17 0.78
3.71
O.
O.

2.45
0.
O.

476



DESCRIPTIVE STATISTICS FOR MODEL: NUEVAS FRONTERAS II .

SPANISH PREFERRING CHILDREN, TREATMENT GROUP:COMPAIIISON HEADSART

. .
-.....,

/ .-
.....

*

,STATISTICS .'

- .Ns' ,

MEAN
STANDARD ERROR OF MEAN
STANDARD DEVIATION

SCORES AT TEST 'FLOOR (SCORE = 0)
% SCORES AT TEST CEILING

N
MEAN , '

STANDARD ERROR OF MEAN .

STANDARD DEVIATION
% SCORES AT TEST FLOOR (SCORE = 0)

,. .

% SCORES AT TEST 'CEILING

s

/

bHLDAGE FACTORI INCOME EDASP

15.00 15.00' 15.00 15.00
1.07 6.53

0.49
50.73
0.91 -0.11 0.4g,

3.51 0.43 1.64 .1.90

PSIS

%
.

-,

_PSIS PSIS '_PSIS

15.00 15.00
11:43 1.2712.33
15.00 15.00

1§.13
0.68 1.12 1.86 Q.86

13.33
3.352.64 4.32 7.21

O. O. 66.67

.
O. 0, O. O.

_SMLU SMLU _EMLU EMLU

N. 14.00 14.00 15.00

MEAN 4.14 3.61 1.64

STANOARD ERROR OF MEAN . 0.23 0.27 0.41

STANDARD DEVIATION 6.88 1.00 1.61

% SCORES AT TEST FLOOR (SCORE = 0) O. , O. 40:0G

% SCORES AT TEST CEfLING O. O. O.

MEAN
N .

. .

STANDARD ERROR OF MEAN . N.

STANDARD DEVIATION'
% SCORES AT TEST FLOOR (sqm ...9)

.SCORES AT TEST CEILIN

1

477

ei

PRESENT PTEACH SOCIO

14.00
S'1173C;130.71

15.00 15.oqk

12.29
-0.06
0.76 19.00'

0.95 0.80
3.66 3.09. 0.21

. O. O..
O. O.-

SPERC ' SPERC _EPERC 1PERC

. 4.00
15.00 15.0015.00 15.00

3.73c 2.27 0.204

O. 0.15 0.46 0.20
-..

0. 0.59 1./9 0.77
O. 33.33. 9

O. 93.33
100.00 40.00

SCOMP

.1,80.00

ECOMPSCOMP

15.00 15.00
0.60 9.g7

15.00
7.60

0.32 0.45 0.35
1.24 1.75 1.35

' 80.00 O. O.

A

-7::
8.33
0.85
3.31

- O.

O. O. D. 6.67

*AR SQUAN EQUAN EQUAN

--',15.00
58.07
15.00 15.00

.1.07 0.137
15.00

'44.80
6.87 7.25, 0.73 0.24

26.60 28.08 2.84 0.92

6.67 7g.33 73.33

O. 0:' O.

Ns.

ti

_DESCDESC DESC _QUAL

15.00 15.00 15.00
3.80 2.40
0.30 0.3 0.78
1.15 1.35 3.03
O. 6.67 O.

O. O. O.

lk

0

15.00,
3.60
0.76 1.

( 2.95 2'
J 20.00 (.4

I
O. 03

QUAL

15.00

0.77
2.97
O.

47:5



V,

MI 0

1

IF

. i
STATISTICS OHLDAGE , FACTOR1 INCOME EDASP PRESENT PTEACH _SOCIO SOCIO

N

,

.
_21:00

Ir
21.00 21.'00 21.00 21.00 41.00 . 21.00 .211)0

MEAN 52.43 -1.55 ' 7.14 '15.05 128.33 - 0.84 19.10 17.52

STANDARD ERROR OF MEAN 0.91 0.09 0.82 0.37 2.06 0.04 0.94 0.64

-STANDARD ,DEVIATION 4.15 '0.40 3.75 1.72 9.44 0.18 4.32 2.94

% SCORES AT TEST FLOOR (SCORE = , . O. O.

% SCORES AT TEST CEILIRG -1
23.81 O.

. .

\ _PSIS PSIS _PSIE PSIE '_SPER SPERC _EPERC EPERC

N 20.00 21.0020.00 /21.00 21.00 21.00 21.00 21.00'

MEAN - - 1.05 0.60' -21.71 15.81 0.19 0.10 3.86 ',-- 3.48

STANDARD ERROR OF MEAN : 1.00 0.45 0.59 1.21 0.19. 0.10 0.08 '0.16

STANDARD DEVIATION 4.47 .01 2.70 5.56 0.87 0.44 0.36 0.75

% SCORES AT TESTFLOOR (SCORE = 0)' .90.00 .oq 0. 0. 0. 0.

% SCORES AT TEST CEILING , O. 0: 94.16
95.24

_SMLU _EMLU EMU!' _SCOMP

85.71 57.14

JtompSMLU EMLU SGOMP ECOMP

N

DESCRIPTII/ESTATISTICS FOR MODEL: NUEVAS FRONTERAS II
ENGLISH PREFERRING CHJLOREN, TREATMENT GROUP.: EXPERIMENTAL HEAD START

,

"Ne.

21.00. 21.00AMF21.00 19.00 19.0021.00 21:00 . 21.00

MEAN s '"" O. O. 3:73 3.28° 3.00 9.57 7.485.47

100.00
0.8, 0.86 3.75

.STANDARD ERROR OF M O. 0.18 0.19 'O.57 0.56 0.59

STANDARD DEVIATION 0: ' ' O.

% SCORES AT TEST FA, RE = 0) 100.00 O. O. 15.79
2.56. , -2.71 N01-

0. 0:21.05
2.47

UP

% SCORES AT TEST CE
1.

0. 0. O. O. = O. 0.
1)Al. 10'

O O -0:
t

_S94, SWAN, Apum _,DESC _QUAL

21.00 21.00

DESC

STANDARD DEVIATION O. gli°4
20:13
4.39 6.04 0.22 0.26 0.70

2Q:.;

EQUAN

N 21. 0s 21.00 21. 00.
11.38

MEAN O. 0.10 34.67 46.38 3.81
21.00
2.76

STANDARD ERROR OF M O.
2747 1.03 1.18 3.22 (31;

% SCORESI AT TES? PLOOR (SCORE,= 0) 100.00 9g,t4 O. 4.76 O. O. O. O.

% SCORES AT TEST CEILING O. O. O. O. .0. O. O.

.

., -

or

0

41
4 ( )



DESCRIPTIVE STATJSTICS FOR MODEL: NUEVAS FRONTERAS II

ENGLISH PREFERRING CHIUDREN, TREATMENT GROUP: COMPARISON H9AD.START

) . STATISTICS 'CHLDAGE FACTOR1

.

20.00
. 20.00

SOCIO

19.00

INCOME ,EDASP PRESENT PTEACH _SOCIO

PI
20.00 18.00 20.00 18.00

! 70.g.
15.80 .129.00.

20.00
0.82

MEAN 49-.95 -1.21
20.20 18.00

STANDARD' DEVIATION

0.81
3.63

0.14'
0.62 " 2.51 2.24 13.34

0%50 . 3.14 0.05
0.22 4.66 4'

1.04 0.6
STANDARD ERROR OF MEAN

%,SCORES'AT TEST FLOOR (SCORE = 0) , 4.00

2.62'
0:

% SCORES AT TEST CEILING
i

O.

+\
. PSIS PSIS _PSIE

EPERC
PSIS

2D.00

PSIE - _SPERC. kSPERC _EPERC

N 20.00

MEAN )2.90 1.60 19.490 .'35.60
20.00-

STANDARD ERROR OF MEAN '4 1.13 6.90 0.85 ' 0.82

STANDARD DEVIATION. 5.05 4.02 3.80 3.68

% SCORES AT TEST FLOOR (SCORE = 0) l' 65.00 75.00 O. O.

% SCORES AT TEST CEILING O. 0.' O. .. O.

,
. .

SMLU _EMLU EMLU

N '

20.00 20.00 20.00
-,

20.00 20.00 20.00 20.00 20.00
,

SMLU

MEAN i 0.01 O. 3.84 3.11 4.95 1.95 7.85 8.75

STANDARD ERROR OF MEAN 0.0i O. 0.25, 0.26r ,0.79 0.62 .0.66 0.57 1

10.00
2.78 2.96 2.55 2w

STANDARD DEVIATION C.Ot t O.
100.00

1.13 1.15 3.55

%/SCORES AT TEST fLOOR (CORE,='0) 5.00 5.00 45.00 O. O. As

.1g SCORES AT TEST CEILING .

95.00
O. O. 0; , 0. 0. 0. 0. q.

i

MEAN .
O. 4.00 3.25

?0.00

QUAL

11.90

.
. .'

_SQUAN WAN _EQUAN
.

_EQUAN DESe DESC _QUAL

44.50
- 20.00
63.85

2Q.00 20.00
N 20.00 20.00

STANDARD ERROR OF MEAN so: O.

STANDARD DEVIATION -
O. '

6.1 9.18 0.16 0.28 '40.80 0.70

% SCORES AT TEST FLOOR (SCORE = 0) 1,00.00 O. . O.
0.73
O. O. 0. .0.

100.00'
27.0 41.04 1.25 3.60 . 3:14

% 6CORES AT TEST CEILING O. O. O. 1 O. 5.00 10.00 O. N 0.,

.20.00
1.00
0.36
1.62
70.00
15.00

_SCOMP

20.00
0.55
0.30
1.36

85.00
10.00

.

SCOMP

20.00
3.80
0.09
0.41-
O.
80.00

_ECOMP

1

-:

'

20.01
3.55
0.15
0.69
O.

65.00

ECOMP

.**

.

4S2
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APPENDIX D

dr.

INTERNAL, CONSISTENCY RELIABILITY COEFFICIENTS 4-

FOR CHILD SCORING MEASURES,'ACROSS AND BY

TREATMENT:GAOUP AND LANGUAGE PREFERENCE

4

I

.?
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-A 42

INTERNAL CONSISTENCY RELIABILITY COEFFICIENTS
FOR CHILD SCORING MEASIRES. ACROSS AND BY
TREATMENT GROUP AND LANGUAGE PREFERENCE

t .

Across Treatment
Clatsification

4

By.Treatment Classification. Pilot
Test

Published

Non M.-.
C..

--Experimental
Head Start

tomparison
Head Start

Stay-At-Home
, Ccaparison

Langdage Preference Spanish I English Spanish I English Spanish r English Spanish English Spanish [English Spanish [Englisil

Measure Test:4;9_11m

.

86 .85

84 .87

.89 .84

.84 .87

.

.82 .75

.82 .87

-

.

.86 .92

.82 .87

1

.86

.
.

1
0

Pre

SOCIO ,

Post

Pre

PSIS .

. .

Post

.80 .93

4,

81 .93

.81 .93

.85 .95

,.77 , .93

.68 .93 .78. .87

Ilk

.
79 .

.

L

Pre

PSIE*

post

.93 1.83
,

.93 .82

.93 .84

.92 "4.80

.91 .77
4 -

.92 .78

.93 .85

.92 .85

.84 4

Pre

SPERC .

Post

.61 - .91

.33 .93

.58 .90
,

.31 .94

-,---

.69 .97

.38 .91

.45 .(7

.34 .90.

-1

Pre

EPERC

Post

.

.92 , .61

.86 .30

.93 .61

.84 4.34

.85 .61

.68 .01 '

.92 .72

.85 ' .36

.

,

.

.

4

A'
.

a

SCOMP
.

Post
'f

.51
-

.81

.45 .79

.54 -// .82

o

.4e .82

_
I

.37 .85

.39 .80

.71 .61

.

,

.45 .59

.

.79 1-

.

Pre

ECOMP

Post

.72. .55

.69 .63

.

.69 , .57

.

..64 .59

.74 .41

.69 .62

.80 .67

.79 .73

. .

.73 _I -

Pre

SDISC

Post

.45

.47

.41

.46
.,

.46

,39

.62 .

.53

.66' - --

4
.65 .

. Pre
EDESC'

Post

.46

142

.47

.
- .39

.32

.39

.54

.
.43

.5 .77
.

41

Pre

SOLIAL .

lost

.81
1

,

.75

.81 '

.77
.

.82

.64

.78
.

.82

'
,v .48 .

Pre

EQUAL .

Post

79

.76

.

.79

.78 -

.

.72

.75

.85

.

.73

.

.21'

.

.

. .61

IT
11\___

t modified by J i A; published norms-not applicable.

48'4
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APPENDIX E

,

/

PRE- AND POSTTEST CORRELATIONS AMONG CHILD MEASURES FOR

SPANISH-PREFERRING AND ENGLISH-PREFERRING CHILDREN

)

1

...
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SOCIO ,

PSIS

PIE

SPERC

EPERC

'EMU

SCOMP

ECOMP

SQUAN.

FAN

QUAL

-A 44-

PRE - AND.EOSTTEST CORRELATIONS AMONG CHID MEASURES
'-. FOR SPANI.SH-PREFERRING CHILDREN .

I
f...3

0.
0.4 N La.1

CO N CP) 0.
IILJUj. -4

VS
-a- 4/1

0.. 0..

C.
O CY

C/3

=et C-3 3= eC
CY

VI
Lai

1.t..1 CM C

45.

31 ,

26 42

05 33

18 17

'19 29

..14 07

11 40

29 . 45

10 30

-03 02

20 57

21 A3, .

25 18, 16

26 38 09

03 85

13 04

82 07

05 13 -04

65 08 59

22 24 12

49 17 4Q

13 06- 05

1 9. -04 J22

28 17 13

23 15 08

28 24 21 '17 36 -01 23 45

32. 13 46 42 28 -02 43 37

07 67 15 27 13 29., 19 14:

16 07

.02 58
- .

08

13

14 07

07 34

37 12'

03 23

15 05

38 18'

: 15 21

'06 1d

19 23

,09
J

-24

45

.44

08 01

-06 06

23 31

16 12

17 El2 18 22

433' 30 06 10

'34 12 14 46

17 20 18 25

10 -02 12' 14

07 -01 23 11 ,

-13 18'-70

05 07 00.

34 00 29

63 01 40

1

4

1Correlations aboye the main diagonal are for pretest measures; those below it

arefor posttest measures.

1



, SOCIO

-A :45-
fs\

PRE- AND POSTTEST CORRELATIONS AMONG CHILD MEASURES FOR

. ENGLISH P4EFERRING.CHILDR01-

f=,

4-1

4/1

4-4

0.

Lat
Ir.41

(A
0.

.4...)
cc
Laa.
IA

CI
c
Lira.
La

07 45 : 09 36

'PSIS, 16 11 : 8Er 1;

PSIS

SPERC

42 '' -03 -07 49
...

17 88. -17 4.09
X'

EPERC 12 02 34 -02

SMLU 01 58 -13 51 -03

0

/
EMLU -06 24 -10 06

SCOMP 17 51 20 43 00

ECOMP 21 06 50 -08 15

SQUAN

EQA!

DEIC

sQUAL

1
....Lorrelations aboli the main diagonal are for pretest measures; those

below it are for.:psttest4measures.

-03 33- 06 ='

`'51 -02 A6

-09 17 20
-

)

1

47, -01 49

.

05 ,20 09

-11 29

-14 -03

. .

.21 04

-07- 19 39

g I
. . Q.

Lis

09 04

;

37 -06

00 N...21

06 08

-4-13 26

-06 -04

25 12

-11

03 22 03 15 -01 13 03. 09 -04

17 04 _28 02 16 . -04 42 08 13 ,-10

4.3
tfl

LLJ C1

27 23'

-17 -3

10 51 ,

-13 -06

.

-04 26 .

-23 -18

-.34 22

-08 10

05 22

-16 -24

20

mgC

32.

44

30

01

14...

-14

44'.

07

11

-23

66

1 -10 56 -17 26 -25 19 09 21 -01. 36*- 39

fb.

23 02 46 -01 25 -05 40 17 31 X03 70 51-

4

48.2
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APPENDIX F

AN(C)OVA SOURCE TABLES FOR ALL STATISTICAL. CONTRASTS'

OF EXPERIMENTAL HEAD'START AND 1 ,

ICOMPARIS04 CHILDREN

a'

fr

.e

5'

Jo.

A

I

I



4 1, v., vi
1... 1.

.

.
%

.

MOLL -A 4 7.:
Ir

SyISH.PREFERRING CHILDREN? TREATMENT GROUPS: EXPEfIPIIITAL

, ' HEAD START AND COMPARISON HEAD ITART ,.

.

(,440641 VAS1ASLEI ,11.11014 44P .

c or sum or soumas

MOSEL
. (97C* 9 6.66131631

ERROR RIO ,' 143.124411111

0041EC1ES TOTAL 1110 151.61498i161
.. A

. ,
.

PPIPCII or 1111 1SS

cg, I

I 1:1Z2ZU:..

0.

,

'11{66 MY 0 %mac ro * V 11014uNot O.V.

% 4.20075016 614 e.les 0.014167 11.6605

0.64746647 STD DtV . _MLR NEAR

1.17000111 4.14614116'

.

,

FVALUt FR F .
,40.66 1.1017
0.96 1.osoo .,.:

R
.

11(14110141 VARIAOLD _4LI1 .l

. SOUOC1 or ow OVISQUARES' oc.4 sOuAmi r vkLuc re 0 r I- t C.V.

W OK% 6 !, ' tscsourece 11.143111600 11.31 6.0001 0.11114 101.1605.

!DOOR ISO 313. , k J470600,4 's ere on _ENLU km

COARECTE0 7111tU% 1114 906.74960446 ' . 1.40701444 1.30366110

...,
, .1101111Ct Dot TYPE 1 ss . r yaw( re s r --4'er TYPE (1 ss ' 14 ,..

;1227 1 '

-3,.lim4.68,
34.37741361 .17.67

111.11
A ::::81 . 1.

' 1 19.0 0.
19.33005325 .6: '

6141
11 *

63.36456044 . 6.00 0.0001 4 113.41,06°14 O. 1

o, .

coact or , TYPE 14 SS CVALUt PR r

INCOME I . 49.0131716S' 1.60 Nig
. ,711447 1

ittat:11::
11.117

4171 4 11.00 11,11001

SOME

V4 01404E1 _SCOW 000PRENE441011 . SPANISM

OF SUN 91 *WARES liQuARt

430EL a SO.60647364 89.303236W
(94

4101001 , 1119 1044.14037120 4.76622011

CORRECTED TOTAL 111 . 1102.01404444
_ .

NUKE OF TYPE 1 S$

SCOW
7REAT

V VALUE Pe* I

11.10 6.0007
11.56 0.4620

F VALUE vs v V

(.1; 1t0023

STO DIV

0.111361663

_PIPPIN:0T VAA1A6Lti _ECO0P 161PRENERSISO -

00004 OF SUN OF SQUARES NEAPSOUARt F VALUE

11000. 11 s 374.73/26666, 11.22619164

E RROR
1%41

144 1276.71624470 6.91197971

CoRRECTE$ TOTAL 1117 '. 16,3.45434346

R.SQUANt

11.031141 14.1004

_SCOOP MAR \

11.1111710701

Fos? I -SQUARE ' O.V.

11.0001 0.E24640 13.4977

STD DCV _MOM MAI

0.62106444 , 7.14040460

.....

"act or TYPE 1 5$ F VALUE' PO I OF ,TYPE 11 5$ F VALVE vs * F

.."''

FACTOR' 1;1:14;11
13.17
11.70 VS;

I
I

641.713111646
W./170003,

11.46
6.92

0.010$
11.0093'MIAMI .

111CQK
.

23.
1:1;

..9,... I 61.71466413 11.44 S.0654.

1 19.14467319 11.0979 I - n.13110.11 3.0 PANT:

., TREAT*SITt 4 , . t111:::::1 ill
0.0176
0.0473 N # ,

.
.., Ilif 4 1:114:f101 111 111173

$601C1
4
Of , TYPE 11(5$ P VALUE POs I

tall
I
I

.4t
11.0006
0.0091 .

A
.1

:1:41:411

Q iii[' 4
I .1,079440

:CUM;

.44

.03

:a

0.04,4col
11.01,

,

01147417t 4 .
11.647

OEPENOENT VARIABLE! OMAN OVANTITY 10 0A41114 NARRATIVE '
. .

.

.

.4

O MNI sr' SUN OF SOARES 11011 940411i P VALUE Pll I 'N. 11.1116051 ` CV.'
N OVEL 1 6055.010/46111 10011.041116611 6.01. .11.6146 .11.007417 46.41141.

111011110.14007114 601.67410010 STD ON ...MAN MEANERROR 115

4
CORRECTED TOTAL 1116 111144,410131CA 011.441711t4 . 40.67649771C

SOURCE Of TYPE 1114 P VALVE . VI * P
,

.1101111Ct

DEPE40(114VARIAOCII $50 04411ATIVE OESCROPTION

DI DUN OF SWARD ' MEAN MARE P VALUE ;Fe 1. P N.00Nor dor.

.
, yr . 1

TREAT 1 4046.040066111 6.07 0.11146

MOOEL , 6 72.60400004 12:10066401 7.94 0.0001 1.10171 1 07.4725

,4,

.
MOOR 016 344.13600241 1. STO KV 114,11;11610 n-00011110141 TOTAL Rill 401.71001031 1.01441476 ..00rtfrAl

SOURCE Of TYPE 1 SS P VALUE PR 0 P OP IIs. I VALUE PO * F
417E.

0. t11.137 I
I

".31711"1O. 11,713 0.51144
0.0001 1 R6.74140641 11.61

I

6.9ool
!L's,

Oa
.

I..I... '15C
111f: 11 04.61133313 .04 0.0001 4 it.802"1: I .07

.01 4.0001

1
.

SOURCE VI TYPE IV SS F VALUE 411 0 F C:1 >*..

NE,
$14t _

1

,
.10161101

:.21

11.41
11141. 1..1..k 0.

4 .60233314 O. 1
4 '

. CD

Sr

a

)17

OtP611114 VARIAOLte OVAL 1144LATIVE *MLITT .

1=7.41 (-7)
,

..... . sr so Of SWAMIS 11(44 SQUAR I VALUE PR sir 11-901.1NIt

DOM. !^
C.V. .

[AMR

01,171113759 106.41111141140
' 11.17 11.001114 11.101,34 1 211.4056 C).119 11166.113010014 O. 1 star Op t

_PAL REAR

5.61mrsio U...100441.0714, TOTAL. 11/1 0077. 33333 764 12.1170471147

, CC)SOWN Dr TYPE 1 SS ii.,...F YALU PR * 11 f!!'
.

.

:
1 1141616 0.11001

7111:17'; 1 M.5110116141 1111 0.0034
. ,

4o9



FILMED, FROM

EVTCOPY AVAILABLE OVERALL

SPANISH.PREFERRIr CHILDREN, TREATMENT GROUPS:

'HEAD START ARO COMPARISON HEAD START

-A 4q:

EXPERIMENTAL

OEPENOENT VARIABLE: _PSIS' SPANISH PSI TGTALCON6EPT DEV

SOURCE 9F SUM OF SQUARES MEAN SQUARE

MODEL 1387.02535056 .173.38566882

ERROR 188 1960:32581696 " 10.42726498

CORRECTED TOTAL 196 3347.41116751 .
4.1

SOURCE QF TYPE I $s F VALUE . PR s F

PSIS 825.20352751' 79.14 0.0001

PTEACM 96.20453959 9.23 0.0027
INCOME 1 . 68.511531353 6.57 00111
TREAT t 58.03252671 5.57 0.0193
SITE .. 339.099101323 8.13 0.0001

SOURCE OF TYPE IV SS F VALUE M s F

PSIS 1. 501.31726370 4e.08 0.0001

PTEACM 52.22490677 '5.01 0.0264

INCOME 49.33974210 4.73 0.0309

TREAT 0.0049
0:1;::

6.10
SITE '- 3191 . 8.13

OEPENDENT VARIABLE: _PSIS ENGLISH PSI TOTAL-CONCEPT DEV
NO
'SOURCE N 1. 'OF SUM OF SQUARES MEAN SQUARE

MODEL 8 5408.42932404 676.05366550

ERROR IBC 4559.51939391 24.51354513.

.
CORRECTED TOTAL 194 9967.94271795 '

SOURCE OF TYPE 1 SS' F VALUE PR >

PSIE A
1 .3368.64998063 137.42 0.0001,

INCOME 358.77564341 14.64 0.0002
WASP 1 156.79305457 6.40 0.0123
TREAT 218.043$6127 8.89 0.0032
SITE 1306.1471841, " 13.32 0.0001 .

/.
, SOURCE OF TYPE IV Se F VALUE PR s F

PSIE I 2450.60011135 99.97 0.0001
INCOME I 195.97247189 - 7.99 0'0052

r 1 4.68804756 0.60 0 399

4iEAT 1 5379999 13.44 S-

I TE a 716415 13.32, I

DEPENDENT VARIABLE: JPERC MOTOR' ENGLISH

soumet f OF NUM OF SQUARES. . MEAN SQUAR

m00M 7 122.681128742 23.24061249

IIR0A 190 358.12884390 1.88488265

CORRECTED TOTAL 197 5520.81313131

SOURCE OF TYPE I SS f VALUE ,PR > r '

Ncomt 1 ' 39.77196041 21.10 0.0001

'FACTOR' 1 20.447 . 10.85 . 0.0012

TREAT I 8.596598129549

5
4.56- 0.0340

Slit 4 93.87443276 12.45 0.0001

..-

DEPENDENT VARCASLE: _SOCIO / OVErtm:a.BOCIO EMOTIONAL RATING

SOURCE Of* SUM OF 'SQUARES MEAN MARL

MOOE1. 7 124.70135621 17..81447946

ERROR 207 ' 1%12.20096937 82222691

CORRECTED 21TAL 214 1536.90232558

1 1...

SOURCE OF TYPE I SS t VALUE PR :. F

1, r
SOGIO 25.55165738 3.75 0.0543
CALDAGE 13.66079926 2.00' 0.1586
TREAT 0.85857766 A.1s 0.1231

SITE 84.63052191 3.10 0.0166r

I

SOURCE OF TYPE IV SS F VALUE Ms F

40CI6
.,;

, 1 8.229611916 1.21 0.2733

CRLOACIE 1 5.06505407 0.r.% 0.3899

11/AT 1 1.5920589 0.77 0.6295

SITE 4 84.61052191 3.10 0.0166

ft.

e

F VALUE

Jp.61111

F VALUE

27.58

VALUE

12.33

F VALUE

2.61

Of

1

1

OF

OF

1

1

.

Or

I

1

4

)

4.

.

'Is > r

0.0001

STO 0EV I

3.22912759

TYPE II SS

501.31726370
,52.22490677
49.33974210
84.44237724

339.09944323

'rn > r 411

J3.0001

STO 0EV

4.95111554

TYPE 11 SS

2450.60011135
195.97247189
14.68804756

329.35379999
1306.14718415

PR > F

0.0001

STO DEV

1.37291247

Virg 11 u

11.12458700
59.35309506
10.26048425
93.87443276

PR > F

0.0)33 .
STQ DEV

61193930

TYPE II 55

° 8.22988916
5.06505407
1.59220569

24.63052191

I

R -SQUARE
lk

0.414376

F VALUE

48'.011

1.01
4.73
2.10
8.13

R-SQUARE

0.542582

F VALUE

99.97
7.99
0.60
13.44
13.32

R -SQUARE

0.312366

F VALUE

5.90
31.49
5.44

12.45

41$ .

R -SQUARE

0.081138

F VAIhE

1421
0.74
0. 20 3

3.1

C.V.

17.5875

_PSIS MEAN

111.16040609

PS s F

0.0001
0.0264
040309
0.0049 .

0.0001

C.V.

45.4338

SIE MEAN

24.89743590

PR s7'

\ 0.0001
0.0052
0.4399

"0.0003
0.0007

C.V.

60.5427

_EPERC MEAN

2.2476767

PR s F

0.0161
0.0001
0.0207
0.0001

C.V.

14.1667

JIOCIO MEAN

18:43720930

PR S F

,0.2733
10.3899
0.6295
0.0166

I
t

is

Ir

4
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DittiALL 49-
ENGLISH- PREFERRING CHILDREN, TREATMENT GROUPS: EXPERIMENTAL

HEAD START AND COMPARISON HEAD START

D CPEMOCRT VARIAOLC:

, UMW
ROHL

O 011/CCIE0 TOTAL

80115131

71147
sin '

'MCC
351.3
MCAT
!!"

Sc

#4 v

41

64

;A
OF

nolo/sus _wow
M

1-

54

So

NOOCL

1 1011

ccomgcrtc TOTAL

80811111

SCOW
1110011
11141

MINIM SWAMI MAIM Anrmuow I %clog
410

PR 0 I 11NXIMIII

11.18371168 3.71857456 5.41 koon 0.205071

43.3540079 0.71001441 .S70 OCV

311.5053014 0.043002/1

ren n V WALOC Of TVPC 11 SS F VALK
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S OURCE

13ASP
TRCAT

co

U

Sc

1411101117 VARIAOLte .40.36

331184 Sc

1

61

NDOCL

Con on

CONRCETCS TOTAL
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46.30126461:

'140.39781670

.186.9890433f

TYPE I SS,

,*
/*

31.27510822
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0.0004
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I 41.4*
0,0003

SITE

i

/

64.41079044
14(67

TitsasSiTt 1 7.
1.14
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B OUNCE
or TYPE IV Ls I VALUE PR 0 1

0006.
1 . 41.64440046 6.08 0.0165
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IODEL , 3 543.42624017 116.611524403.

300R 56 690.51222137 11.70336697
AM
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0.844411784 1.:38
' . r .

T.,. I

KPLIIIIIDIT WAIMILIt _DUI
-N,

0,

N OM N PIN Of 00444C4 NUN =Aar PR 3. I 4.110241( C.V.
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0.414241

IMO=
'.

If . 1151 I IS I VALK PR , I Of WPC If SO *I m it

1.10607671

PO s I

cosiccvcs rot& vs 171.61706606 46
1.317119711

f007041
TWAT 1

I 1:.14273407 4.14
3.93

8.8140
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O PPOIOte 044tAmat _Hit 0001.15$ PSI 70701....004CCP7 OCv

L.).......I mat IS ON SI 8444028 OUR MARI PO f 1-6010ARE 0.6.

ri...I.,... MOM 4 107.91711047$ 11.69112611

f VALK

3.23 0.234722

PPM 40 1114.010402U /1.1142110,6 OLT:
1

114.4044

_Plitil REAO

C/3
I..L.1

CORRECTIO 70141. 41 , 1611.41760616 6.66266651' 1474

CO 551101 t
/MIL.

66 I vALOI PO I et Iry 1 1 5$ I VALMt Pt /

Pet 4 I In: =Mt
11.11 1:::4

I us.11814,11

/12A111
TWAT 1

1

1

U./54)7741 9.43
1

1
11.1=1:0;

4.10
4.43
9.43

4.8181

LIM:
111.13160412

11.1441407 , 0.4i piff , it. ..0, ..,,,,

IS 7551 tV 84 VALK

It,
,

34
44 ;Al

511

4311



DEPENDENT VARIABLE: _EMLU

"e*

-A 53-

UN MARCO ABIERTO I, ENGLISH-PREFERRING
9

SOURCE JO SUM OF SQUARES

/ POOCL 2 3.96600913
. .

ERROR 19 7.51262350

CORRECTED*TOTAL 21 16047863263

MEAN SQUARE

1.98300456

0.39140124

SOURCE OF TYPE / SS F VALUE

FACTOR1 1 '3.90666537 s11.68

TREAT , .1 0.05934376 0.15

PR > f

0.0054
0.7028

r VALUE .

5.02

PR >, F

0.0148

STD DEV

0.62880938

R-SQUARE

0.345512

4

14.7012

_EMLU MEAN

4.27727231

DEPENDENT VARIABLE: _SUMP COMPREHENSION .. SPANISH

' SOURCE OF SUM OF SQUARES MEAN SQUARE F VALUE PR > F It-SQUARE C.V.

MODEL , 1 20.11904762 20.11904762 1.49 0.2356 0.063301 67.9135

ERR0R 22 297.71421571 '13.53246753
'"

STD DEV _SWP MEAN

CORRECTED TOTAL 23 317.83333333 3.67865023 5.41666667

i

SOURCE / or TYPE I SS f VALUE PR > f

TREAT 1 20.11904762 1.49 0.2356

. .

DEPENDENT VARiASLE:_ECOMP, COMPREHENSION - ENGLISH

SOURCE OF SUM OF SQUARES

MODEL 3 51.94381674

ERROR 19 91.96922474

OORRECTED TOTAL 22 143.91304348

. .

SOURCE Of

PR[SElff
1
1

TREAT 1 11

MEAN SQUARE

17.31460625

s.s444sssi

rift I SS / VALUE

5.38
5.19
0.16

26.06172951
25.12348324
0.75860599

PR> F

0.0316
0.0345
.0.6966

F VALUE

3.56

DEPENDENT VARIABLE: _EWAN QUANTITY ENGLISH NARRATIVE
9/ o

i

SO/ACE DF 0 TIMES MEAN £ -- F VALUE

MODEL 3 7002. 44939. 2600.84482080 15.22

ERROR 18 3073.26371943 140.84909552

CORRECTED TOTAL 21 10877.11618181 .

SOURCE OF

EWAN
FACTOR'
TREAT 1

TYPE I SS f VALUE

5406.86789855
2390.39116288

5.27540096

41.65
13.99
0.03

PR> f

0.0001
0.0015
0.8625"

PR > F

0.0333

STD DEV

2.20011034

R-SQUARE

0.360939

C.V.

25.0508

_ECOMP MEW

8.78260470'

PR > F' RSQUARE CV.

0.0001 . 0.717269 'toter

STD DV. _EQUAN MEAN

12.07092556 , ,
5,4:6090909

DEPENDENT VARIABLE: _DESC NARRATIVE DESCRIPTION
4

SOURCE OF SUM OF SQUARES MEAN SQUARE F VALUE PR >

MODEL 2 6,2057609$ 3.10288049 ' 2.61 0.0995

.

ERROR
''

i

19 22.56696629 1.18773507
$70 OEV

CORRECTED TOTAL 21 28.77272727
1408983259

, .
...

SOURCE OF TYPE I SS , F VALUE PR > /
f4k N)

EDASP 1 6.20572636 5.22 0.0339

TREAT 0.00003462 0.00 0.9957

V

R-SQUARE'

0115682

C.V.

25.2382

_KW MAX

4.31818182

FILMED FROM

REST. COPY AVAILABLE

495



411

, ,

DEPENDENT vAnimiLli; .26AL

SOURCE ' Of

.0450EL . 2

ERROR 19
.

'CORRECT" TOTAL l 21

SOURCE Of

micdoe
TREAT .

.t4 547
Ir

0

UN MARCO ABIERTO I. ENGLISH-PREFERRING

.0

NARRATIVE QUALITY
.

SUM OF SQUARES

,.. 32.30997666

76.114275042

MEAN SQUARE

16.19498643

4.0464605,

, /
f VALUE PR - >f

Coo 0.0354

sTO DEV

109.27272727 2.01156160

TYPE 1 SS f VALUE ' PR i f.

32.13671796 7.94 0.0110
0.25322009 0.06 0.0051

/

0CPENDENT VARIABLE: _PSIS SPANISH PSI TOTAL- CONCEPT DEV

SOUCE OF SUM OF SQUARES MEAN SQUARE / F VALUE

MODEL 2 233.05213521 116.52606761 5.53

e E$0R 19 400.22059206 2106424169

CORRECTED TOTAL 21 633.27272727 111
.

SOURCE Of TYPE I SS i VALUE PR > f

6 FACTORI 1 . 177.0401297* 6.45 0.0091

TREAT 1 55.15612224 2.62 0.1221

DEPENDENT VARIABLE: _PSIE

SOURCE
..

Of SUM OF SQUARES MEANSQUARE

MODEL 3 192.30311799 ' 64.10103933

ERROR 19 206.56644723 .10.97718143(

CORRECTED TOTAL 22 400.16956522
,

!

Smut Of 'TM `1 U f VALUE PR a F

11.64

L.

PS I E I 130.02004141 0.0027

PRESENT . 1 49.44616200 4.50
:All

TREAT 1 12.1136R945, . 1.17

41/4.....

DEPENDENT VARIABLE: _SOCIO OVERALCSOCIO EMOTION/41571 .

SOURCE Of nr SUM OF SQUARES MEAN SQUARE

MODEL 3 25.66544566 6.621411529

atItlt- 17 21.06601507 141040795

CORRECTED TOTAL 20 46.95230p'
./(

sum

.

s , Or TYPE 1 SS .F.VALUE PR of

1 15.93 41.'009
WASP 19.75799024

SOCIO
TREAT

1

1
. 0.0
6 AltailL 4.91

0.01
0.0406
0.9083

ENGLISH PSI TOTAL-CONCEPT DEV

O.%

'

41.,

FILMED FROM

:` BEST5M'AVILABLE.

f VALUE

5.14

f VALUE

6.95

R-SQUARE

0.296414

C.V.

15.6932

QUAL MEAN

12.6166102

4'

PR )i R -SQUARE C.V.

0.0126: 0.3611012 109.7506

STO DEV r- _PSIS MEAN

4.50957969 4.101611315 ,

' I

PR > f

0.0053

STO DEV,

,3.313111296

PR >

0.0029

STD DEV

1.11671603

R -SQUARE r C.V.

0:47971, 16.3176

_Pitt MAi

20.3114$47104

4

R -SQUARE C.V.

0.5511687 5.6765

_SOCIO MEAN
% 4

,

16.9323809%



411

DEPENOENT VARIA44E:
t OfSOURCE

MODEL

ERROR

CORRECTED TOTAL

SOURCE

EMLU
CELL

1'

39r _
43

ap.

DEPENDENT VARIABLE:._SCOMP

SOURCE

MODEL

ERROR

CORRECTED TOTAL

SOURCE

3COM,
- FACTOR1

CELL

Oa

Of

33'

37

Of

2

DEPENDENT VARIABLE: _ECOMP

0OURCE Of

MODEL 2

ERROR 110

CORRECT CO TOTAL. 42

SOUROE

DEPENDENT VARIABLE: _EQUAN

tounct OF

MODEL

ERROR 39

'CORRECTED TOTAL 42

-A 55-

r
UM MARCO ABIERTO AR(C)OVAS,'ENGLISM-rREOtRRIOG

SUM Of SQUARES

1 313470769

' 19.19140117

24.42650687

TYPE 1 SS

2.44355164
4.75115401

NEAN'SQUARE 3.

1.07823590'

0.49209747
.

F VALUE Pi > F

5.05 - 6.03011

4 01.76 0.4730 '

)

COMPREHENSION SPANISH

SUM or SQUARES

189.15117695

355.61198095

544.76315789

TYPE r 33

100.40710660
' 70.03109174

3.31297461

I.

MEAN SQUARE

47.28779424

10.77612063

f VALUE

/0.19
7.06

.0.15

COMPREHENSION - ENGLISH

SUM OF SQUARES

' 33.41851722

279.37218045

292.79069767

Of 11- TYPE I SS

2 1311151722

SOURCE'

EQUAks

OF

CELL ' 2

DEPIFMDENTVARIAntor_OESC

SOURCE Of

MODEL

ERROR

CORRECTED TOTAL

SOURCE

EDASP
- CELL'

3

34 y

37

DI

PR > f

0.00$1,
0.0121
0.8581

MEAN SQUARE

,...4,70925861

6008430451_

F VALUE

0.96

QUANTITY OF (MOLISH NARRATIVE

SUM OF SQUARES

PR 5 f

0.3913

MEAN SQUARE

r VAUIE

2.19

F VALUE

4.39

F VALUE

0.96

VALUE

4

F m-SQUARE C.V.

0.1045 0.144236 16.5921

qv OW JMLU MEAN

0.70149659 4.22790054

PR > F R=340ARE

0.0059 0.347217

STD 0EV

3.28270020

C.V.

55.4412,

_ecomr MEAN

5.92105264

.

4

PR > F. R -SQUARE

0.3913 '0.04 29.5937

.11T0 DEV

2.64278348

PR > F

5297.01148007

13789.542620!

19086.40465114

TYPE I 114 f VALUE

NARRATIVE DE/SCRIP/ION

S? Of SQUARES

9,24895983.

42.64577701

51.89473684

1765.67046301

'353.57931441

MEAN SQUARE

3.00290661

1.25420756.

PR > F

5223.21636117 14.77 0.0004

73.75027105 -0.10 0.9012

4.99

f VALUE

2.46

0.0050

STO DEV

,18.80370481

PR > F

0.0796

STD DEV

11994940

3YPE-1 SIT f

8.94731571
0.30164412 '

3

VALUE PR.> F

7.13 0,0.811

0.12 0.8871

s_

4 7

_ECOMP MEAN

8.93023256

a...SQUARE C.V.

0.277525. 35.8563

-110Am ACM

52.44186047

R...SQUARE C.V.

0.178225 27.6331
a

..DESC MEAN

4.052431158

FILMED FROA

.BEST COPY AVAILABLE



410

9

-A 56-:

' UN MARCO leiwo AN(C)OVAS, ENGLISH-PREFERRING

DEPENDENT VARIABLE: _QUA, NARRATIVE QUALITY

SOURCE OF SUM OF SQUARES

MODEL
..1.,

37.92066347

ERROR ' 39 1107.98631127

CORRECTED-TOTAL 42 245.90697674

MAN WANE

12.64422182

5.0268234

SOURCE Di TYPE I re F VALDE 1111E PR s F
; --

ENIS .
33.33513151 6.25 0.0167

CELL 4.58551396 i 0.43 0.6536

DEPENDENT VARIASLEk_rSIS

SOURCE or

SPANISNPSI TOTAL-CONCEPT OEV

SUN OF SQUARES MEAN MARC

MODEL 3 653.47816090 217.8260363

ERROR ,34 .672.3376208 '19.77463613

CORRECTED TOTAL 37, 1325.81578947

/

SOURCE OF TYPE f SS F VALUE PR S F

FACTOR1
593 . 62778368 30.02 0.0001

CELL
2' 59.85037722 1.51 0.2346

DEPENDENT VARIABLES _PSIE [ROL r91 TOTAL-CONCEPT ON!

SOURCE ar SUN OF SQUARES MEAN SQUARE

. MODEL .
4 t 05:62221386 68.75555346

-
ERROR .38 4°199.6754604 7.86619633

CORRECTED TOTAL 42 694.69767442

SOURCE
Dr TYPE I SS .F VALUE PIC> F

PSIE
1 247.61946168 31,40 0.0001

CHLOACIE
47.24295396 5.99 0.0191

, CELL
100.1591/632 6.35 .0.0042

DEPENDENT VARIASLts ..80C10
OVERALL SOCIO EMOTIONAL RATING

SOURCE
OF SUM OF SQUARES.

MEAN SQUARE

MODEL 3 93.89741223
31.0,13741

mow 34 236.50258777
' 6.5611633

CORRECTED TOTAL

SOURCE

39

OF

330.40000000-,

TYPE I SS F VALUE pit

SOC I 0

CELL

1
a

40.20712679
53.6902045

- 6.12. 0.0182
4.0 0.0252

FILMED FROM:. ,

BEST COPY AVAILABLE

F VALUE

2.37

PR>I
0.0853

STO DEV

2.30932508

R-SQUARE

0.154207

F VALUE PR s F R-SQUARC

11.02 0.0441 0.492688

4 STD DIY

4.44686813

F VALUE PR S F

12.52 0.0001

STD VEY

2:S0623723

F VALUE

2

I

R-SQUARE

0.568623

PR s F R-SQUARE

.76 0.0067 0.284193

STO OEV

2.56310677

17.7007

_mum. NEAR

13.04651143 .

64.6028

_PSIS MEAN

4.71052632

C.Y.

14.3755

_PSIE MEAN

19.53488372

14.39,5

,_110q10 MEAN

17.00000000



p

DEPENDENT VARIABLE: _SULU

SOURCE Of

MODEL 2

ERROR 63

CORRECTED TOTAL 65

-A
AIIMECER AN(C)OYAS, SPANISH-PREFERRIG,

SUN Of SQUARES '''' NEAR SQUARE F VALUE PR > F
4.

6.29974192 3.14967096 6..33 0.0031

31.33702904 A.4076586 STD OEV
.

,37.63757096 0.70528424

5
I ,

00604' OF TYPE I SS F VALUE Pi > r

coviraCt 1; 6.25014127 12.58 0.07
TREAT - ' 1 0.04160065 0.08 0.773004

''

n-SQUARE C.14

0.167370 16.5536

_ONLY MAX

4.26060571

DEPENDENT NABiABLE: JM140RII CONFRERE:410N SPANISH --

SOURCE' , OF SUN OF SQUARES NEAR SQUARE I VALUE PR > F R.SQUARE C.V.

RDOEL 2 24.23047828 12.11923913 2.61 0.6678 0.081904 22.3229

ERROR 63 271.70091568 4.31271295 STO DEV ,_SCON MEAN

. CORRECTED TOTAL 65 395.93939394 2.07670724 9.30303030

SOURCE , OF TYPE I SS F VALUE PR > F

sew 1 20.66561171 4.80 0.0322
TREAT 1 3.55286655 0.82 0.3675

)
,

DEPENDENT VARIABLE: _CON COMPREHENSION EMOLISN t

SOURCE Of SUM OF SQUARES HEM SQUARE

MODEL , 1 3.35664336 3.35664336

ERROR 64 304.94153846 ", 4.76502404

CORRECTED TOTAL 65 308.31811Q2
' I .

SOURCE OF TYPE 1 SS F VALUE PR > F

TREAT 1 3.35664330 0:70 0.4044
. .f

.. ip

F VALUE PR > f RSQUAAE, C.V.

0.70 0.4044 0.010887 26.2424

STD 0EV [COMP MEAN

2.18289350 0,31810162.

DEPENDENT VARIABLE: _MAN QUANTITY OF SPANISH NARRATIVE .

SOURCE ' Of SUM Of SQUARES 4 NEAR SQUARE F VALUE PR > F R -SQUARE

ROOM 2 3597.67730263 1798.831132 5.61 0.0058 :: 39.7207

ERROR 62 19009.764185121' . 320.00272341 STD DEV _SQUAB MEAN

CORRECTED TOTAL 44 23487.41415385 17.91096657 45.09230769

. a

?3rIAGE
or TYPE t ss F VALUE PR > F Of TYPE II SS F VALUE PR a F

TREAT 1 1040.43333333 3.24 -T.0766 1 3.51 0.0658

SD(
)k

1 2557.24396930 7.97 0.0064
..11.

1925.05166161
7.97 0,0064

..,

TREAT 1 C5.05166161 3.51 0.064
SOURCE OF TYPE IV SS I' VALUE PR > F

..

0.0064
r

SEX 1, 2557.24396930 1.97 V
.f

'0EPENOCNT VARIABLE: _SWAN QUANTITY OF SPANISH NARRATIVE

SOURCE

MODEL

ERROR

CORRECTED TOTAL

SOURCE

St*
TREAT

SOURCE,

SEX
TREAT

OF SUN OF SQUARES MAX SQUARE EVALYI\ PR > I n-SQUARE C.V.

2 3597.67770263 1790.83865132 5.61 0.0058 0.153174 ' 39.7201

62 19889.76885121 320.80272341
a

STD DEV jaw MAN

64 23447.4441530
17.91096657 4

45.09230769

r

OF TYPE I SS F VALUE PR > F DT. TYPE II SS f VALUE PR S f

1 2472.62564103 7.71 0.0073 1 2557.24396930 7.97
::::/:

1 1125.05166161 3.51 0.0658 1 1125.05166161 3.51

OF

7 1

DEPENDENT VARIABLE: _DESC

INN SOURCE
.

OF

MOOEL 3

ERROR

661CORRECTED TOTAL

TYPE IV SS F VALUE

2557.24390010 7.97
1125.05166161 3.51,

PR a F

0:0064
0.0658

9111Vomerlvt OfICRIPTIoN

Num or =WS MEAN SQUARE

11.62170764 3.87390255

67.15441176 1.36340336

98,70611940

OF TYPE "SS , F VALUE

1 0.9270433 0.67
1 5.49737324 3.97
1 5.111728907 3.76

Of I/ TYPE iv St riOla

1 '0.1060426 0.06

1 7.45768050 5.54
1 5.19728907 3.76

.

VALUE

1.00

4

PR a F OF

0.4161 i

0.0505 1

0.0571
,

i

"Sr
0.7801
0.0210
0.0571

PR s r

0.0464

LTD OEV

1.17610160

TYPE 11 IS

0.79651684
5.49737324
5.19728907

5 -SQUARE C.V.

0.117657 25.1771

DESC NEAR

4.67164179

F VALUE

058
3..97
3.76

PR s

499 FILMED FROM

BEST COPY AVAILABLE
th



DEPENDENT VAR1ASLE: _0(11C

souscc DI

NOM
Elf102.

CORRECTED TOTAL

L
SOURCE

SEX'
TREAT
TREATStX

SQUARE

TREATA TREAT
TREASEIS

1.

3

63

OF

1

1
,

OF

1

1

1

AMANECER AN(C)OVAS. SPANISH-PREFERRING

NARRATIVE DESCRIAION

SUN 01 SQUARES

J1.62170764

67.154411TE

98.77611940

- NEAR MARE

3.17390255

1.36340336

VALUEFTYPE I SS T PR a I

5.627,0177
0.79651680
5.1,72690T

TYPE IV SS

7.65766050
0.10175226
5.11721907

, .

OEPENDENT VARIABLE: 'QUAL Tlort QUALITY

SOURCE .0, SUM Of SQUARES

NOOEL

ERROR

CONNECTED TOTAL

SOURCE

TREAT

TSEXREATSEX

SOURCE.

TREAT
SEX
TREATSEX

DEPENDENT VARIABLE: _QUAL

SOURCE

MODEL

ERROR

CORRECTED TOTAL

SOURCE

Sei
TREAT
TRLATSU

SOURCE

SEG
TREAT
TREATSEM 0

3 56.001106120

62 464.35457516

65 526.34363426

4.07
0.58
3.76

I VALUE

5.54

3.76
0.08

0.0860
0.4501
0.0571

PR a I

0.0218
0.7801
0.037 1

DEAN SQUARE

19.33635313

7.5541060,

OF Toth ss F VALUE / PR a F

20.14825175
15.16322366
22.0/T51579

OF TYPE IV SS

1 31.57160273
1 24.23956294
1 22.69750579

OF

3

62

65

1 Of

1

1

1

NARRAITIVE 0U4L

SUN OF SQUARES

58.00606120

466.354 7516

526.3636 636

2.67
2.01
3.00

0.1075
0. 1616
0.0810

I VALUE PR a F

4.44
3.21
3.00

0.0391
0.0761
0.0180

MEAN SQUARE

1 0.33635313
7,35410605

TYPE I ES F VALUE

13.284411 7 1.76
/2.3 2
12.69T026865115 340

PR> F
AMR

0.1197
0.0,27
0.0680

OF TYPE IV SS ' I VALUE 0. PR a F

I 24.21085204 . 3.21 0.0781
1 13.5T190273 4.44 0.0391
I 22.69750579 3.00 0.0880

DEPENDENT VARIABLE: _PSIS
_

SOURCE OF

MODEL

ERROR 63

CORRECTED TOTAL 65

sista

PSIS
TREAT

D EPENDENT vsniAsts: soc

SOURCE

MODEL

ERROR

CORRECTED TOTAL

S OURCE

001.0A0t
FACTOR1
TREAT

OF

1
1

OF

.3
62

dir

Of

DEPENDENT VARIABLE: _SOC10

SOURCE OF

MODEL

EAMON 63

I

CORRECTED TOTAL 1f4

0., WORM

122AT

OF

SPANISH PSI TOTAL

SUN OF SQUARES

180.42009302

611.32948274

791.75717576

TYPE 1 SS

158.01094342'
11.417141160

0EV

SCAN SQUARE

60.21444651

9.70364258

v PR

16. .0001
2.21 0

0.1414

\

ENGLISH PSI TOTAL- CONCEPT DEV

!UN OF SQUARES 112MesishAC

, 1479.05780634 493.01626178 -

1111.26151760

3370.43139394s

TYPE 1 SS

531.07300224
110.69159276
37.29321124

30.5061

F VALUE

17.41
21.2.1512

OVERALL, $0010 EMOTIONAL RATING

SUN OF SQUARES

0.7410E564

W146

136.01E620'1

115.75

TVPt.I

0.74102964

F VALUE

2.60

OF

F VALUE

2.5...

OF

1

1

F VALUE

2.5e .'

OF

1

1

1

I VALUE

9.30

I VALUE

16.16

-A 58-

PR a F

0.0464

STD OEV

1.17611161

D-SQUARE

0.117657

TYPE 11 SS I VALUE

5.49737324
0.79651680
5.19728907

PR> I

0.0620'

STD &CV

2.74147340

TYPE 11 'SS

22.02664344
15.16322366
22.69756579

I

347
0.56
3.76

R-SQUARE

0.11020T

F

C.V.

25.17T1

_DOC MEAN

4.67164179
,

PR s F

0.0505
0.4508
0.0571

C.V.

20.4278,

QUAL MAN

3.45454545

I
0.0927
0.1616

'o.osso

PR a I SQUARE C.V.

/0.0620 L0.110207 20.4278

STD DEV . _QUAL MEAN

2.74847340, 13.454545e

TYPE 11 SS

15.164,2366
22.02686344
22.69758579 '

PR a F

0.0003

STD DE11

3.11506703

PR> F

0.0001

.STD DEV

5.52323770

I

I VALUE PR

2.01
2.92
3.00

0.1616
0.0,2
0.0880

7

R -SQUARE

0.22T$13 15.88$3

_psis MEAN

19.60606061

It-siu)St

0.438532

C.V.

16
_mini MEAN

10.1906976

hEAM SQUARE I VALUE PR a F. R- SQUARE C.V.

.0.74102564 0.35 0.5586 0.0054511 T.7299

2.14306064
STD ON 50010 MEAN

50e 1.463911162
16.13046194

VASA PR r

0.35 0.5586



DEPENDENT VARIABLE: _SMLU

./1
OF

2

38

SOURCE

MODEL

ERROR

CORRECTEO TOTAL.

SOURCE

O'
CHLDACE
TREAT

IIPENDENT

SOURCE

MODEL

ERROR

CORRECTED TOTAL

SOURCE

TREAT

I

1 SOURCE

MODEL

ERROR.

CORRECTED TOTAL

reA 5 9 r

at

AMANECER II AN(C)OMS SPANISH-PREFERRING CHII.DREWBROUPED BY
1/P

ENGLISHINTRY -LEVEL. ABILITY

I

SUM OF SQUARES

7.22036866

19.93192120

40 27.15218986

DT

1

VAR I ABLE: ..,_EMUJ

MEAN SQUARE

3.61013433'

0.5,452424

TYPE I SS F YALU(

7.09316639 r 13.52
0:12710020,* 0.24 ,.

-.OF SUM OF SQUARES

1 3.13566501

40 191119409138

41 22:52975639

,;OF ,? TYPE I SS

1 :3.13566501

DEPENOENT VARIABLE: _SCOMP

OF

2

'62

SOURCE

SCOMP
TREAT

DEPENDENT VARIABLE:

SOURCE

MODEL ,

ERROR

CORRECTED TOTAL

SOURCE

TREAT,

64

OF

1

1

_ECOMP

OF

1

64

65

of

c
DEPENOENT VARIABLE: rips

SOURCE

MODEL .
r 2

ERROR

CORRECTED TOTAL

SOURCE

TREAT

DEPENDENT VARIABLE: _PSIE

SOURCE

MODEL

ERROR

CORRECTED TOTAL

soUkc.

PSIE
TREAT

OF,

1

OF

2

41

43

DI'

1

1

PR > F

0.0007 '

0:6254

I MEAN SQUARE

3.13766501

0.47985200

COMPREHENSION - SPANISH

SUM OF SQUARES

24.52267497

266.03117,118

290.55384614

4"71YR I SS

22.26949833
2.25317664

COMPREHENSION - (WO

SUM OF SQUARES

3.35664336

304.96153846

308.31818162

TYPE I SS

3.35664336.

F VALUE PR >

6.53 0.0145"

0

MEAN SQUARE

12.26133749

i.29082534

F VALUE

5.19
0.53

PR > F,

0.0262
0.4714

MEAN SQUARE

3.35664
(
336

4.76502404

F VALUE

0.70

SPANISH PSI TOTAL-CONCEPC DEV

SUM OF SQUARES

94.64302823

413.58487874

507.62790699

TYPE I SS

64.35408499
09.68894324

pot >

0.4044

T's,

MEAN SQUARE

47.d2151412

'10.33962197

F VALUE

6.22
2.87

4.001.4SH PSI TOTAL-CONCEPT DEV

SUM OF SQUARES '

477.73554324

942.6962/94

,..,1420.43181818

-7
TYPE I SS

399.44308452
78.29245872

.

pvt

0.0163
0.0979

MEAN SQUARE

238:86777162

22.99259207

F VALUE

17.37
3.41

PR > f

0.0002
0.0722

a-

F VALUE

6.88

1

1

PR > F

0.0028

I ' STO DEV

6:72424046

F VALUE'

6.53

PR > F

0.0145

/ STD DEV

6.69271371

F VALUE

2.86

F VALUE

0.70

F VALUE .

4.55

F VALUE

10.39

PR > F

0.0650*

STD DEV.

2.07143075

P!:"}F

0:4044 ,

SZD DEV

2.18289350 til

PR > F

0.0166

STD DEV

1.21552826-

PA > F

0.0002

STD DEV

.79505

1

R- SQUARE

0.265918

' R-SQUARE

0.140425

R-SQUARE

C.V.

17.38.52

_SMLU MEAN

4.16585329

C.V.

:209.3092'

_IMLU MEAN

0.33095233

'

.11

b

FILMED

3RT COPY

0.6.4400

fr.

R.SQUARE

4.010087

22.1817

_scam, MEAN.'

9.3384254

26.2424-

..ECOMP MEAN

3.31518182

RSQUILRE

0.145260 16.8414

_PSIS MEAN

19.09202326

R-SQUARE

0.336331

C.V.

73.0828

_Osic MEAN

6.38636364

I ,

FROM

AMIABLE ,



. ,

.DEPENOENT VAR1ASLE: _EMU

SOURCE OF

3

38

41

MOOEL

dROR

CORRECTED TOTAL

SOURCE

EMU
WASP
TREAT

DEPENDENT VAR MILE:

SOURCE

MODELi;

CORECtii40/06.#
of

SOURCE

FACTOR)*
TREAT

-A 6.0,

AMANECER I AN(C)OVAS, ENGLISH- PREFERRING

SUM Of SQUARES

15.94786195

22.54547247

18:49333443

OF TYPE I SS

1
1

_SCO
DF

39

11.38510040
4.08373633
0.47,01668

conmencmilow SIA0414.

.SUM OF SQUARES

51.96563188

311.93913003.,

41 363.90476190

TYPE I SS

41.24135420
10.72427764

OF

1

1

40EPENOVIT VAR IASLC; _COMP

SOURCE.,

MODEL

ERROR ,=

CORRECTED TOTAL

SOURCE

TREAT

zio

4./41

42

OF

Z).

.ITTIDENTImarnin.13zSsurre

SOURCE

MODEL

iRROR

CORRECTED TOTAL,

SOURCE

EWAN
TREAT
SEX

SOURCE

TREAT
SEX

DE PENDENT VAR I MILE:

SOURCE

.MODES

ERROR

CORRECTED TOTAL

OF

3

36

39

COMPREHENSION ENGLISH

SUM OF SQUARES

1.86370071

397.11304146

394f97674410

SS

1.84370071

QUANTITV00 ENGLISH

SINS OF SQUARES

'2072.65940328

17002.11555472

16081.77300000

OF TYPE 111

1 1551.83541868

I 4954N6.952286

-.
OF TYPE IV IS

_DESC

OF

2

2542.53807656
629.46016321

4560.67224776

WEAN SQUARE

5.31595398

0.59330191

VALUt PR >

19.19
6.86
0.81

0.0001
, 0.0125

0.3746

MEAN SQUARE

25.98261504

7.99243923

F VALUE

5.16
1.34

PR > F

0.0266
0.2539

MEAN SQUARE

1.66370071

9.68566399'

F VALUE

0.19

F

t

PR > F

0.6632'

NARRATIVE

N2142 SQUARE

'3026.'5314643

472:18098763

NARRATIVE DESCRIPTION

SUM OF SQUARES

26.23022956

52.84119901

'41 79.07142857
,

OF

1

TYPE I SS

22.61398929
341624027=

FILMED FROM

BEST COPY AVAILABLE

VALUE

7.52
2.05
G.sa

F IALUt

5.40
1.33
9.66

PR > F

0.0094
0.1.611
0.0037

PR

0.2
0.02559

59

0.0037

MEAN SQUARE

111.11511478

1.35490254

F VALUE

16.69
2.67

F

0.1

r VALUE

.1.96

f VALUE

3.25

F VALUE

("19

I VALUE

6.41

OF

1

1

1

F VALUE

966

PR > F

0.0001.

STO DEV

0.77026093

R-SQUARE .C.V.

0.414302 20.0938

_DILI/ KAI(

0.83333290

PR > F R -SQUARE.

.0.0496 0.142800

STO DEV

2.82815120

PR

0.6412

$10

3.11211315

PR > F

0.0014

STD DEV

21.73202477

I-SQUARE

0.004671

R-SQUARE

0.366123

7YPE II SS F VALUE

2,49.93807656
620.46016321

4560.87224776

5.40
1.33
2.66

C.V.

47.5129

_200MP MEAN

5.95238025

C.V.

44.6080

_ECOMP NEAR

6.97674419

50.7461

..XQUAN MEAN

42.02500000

PR> F

0.
0.0259592,
.0.0037

II

PR > F R- SQUARE C.V.

0.0004 '''" , 0.331728 36.2134 .

waxy, JEW MEAN

1.164002.01 3.21428521



Otrt41447 VARIASLEs

SOURCE

MODEL

ERROR.

CORRECTED TOTAL

SOURCE

QUAL
TREAT
SEX

motet

QUAL 4
_TREAT
SEX

-A 61-
AMANECER AN(C)OVAS, ENGLISH-PREFERRING

_QUAL NARRATIVE QUALITY

OF SUN df scums

3 AC64106594

37 271.11503162

40 413.75609756

or

OF

TYPE I SS

97.25468
5.73683456435
39.07022690

TYPE IV SS

. 1 67.57999056
3.90315475

39.07022680'

MEAN SQUARE

47.54702198

7.32743329

F VALVE PR A F

13.35 0.0006
0.78 0.3620
5.33 0.0266

F. VALUE PR A F

9.22 0.0044
. 0.53 0.4701
5.33 0.0266

DEPENDENT VARIASLE: _PS11

SOURCE Of

SPARIINt PSI YOTALCONCEPT
1
DEV

SUM Of SQUARES &AN SQUARE

MODEL 2 371.62892959 185.81449980

,ERROR 39 516.65671469 13.24760807

CORRECTED TOTAL ' 41 $44.225 7122.

'bunt
=. TYPE I $8 F VALUE- ' PR A F

rAcroai
TOUT -.

371.85662126
0.27017833

28.03 0.0001
0.02 0.6872

a
DEPEADENT,VAAIASLE: _PSIE

mum&
MOOEL

ERROR,"

CORRECTED TOTAL

I

SOURCE

/AAR;
TREAT

Of

3

- 38
41

OF

1.

DEPENOENT VARIABLE: _SPERO

SOURCE OF

MODEL 4

CAROB : E 35

CORRECTED TOTAL 19'

MACE

SPERC
FACTOR1
TREAT
SEXw

SOURCE

SPERO
FACTOR1
TREAT
SEX .

DEPENDENT VAITIABLE1

SOURCE-

MODEL

ERROR

c0211Kto TOTAL

SOURCE

TREAT
SEX

SOURCE

SEXTREAT 14

of.

-,1

for

1*

ENGLISH PSI TOTAL-ft/1CM DOA

.SUM OF SQUARES

573.73156530

685.91129.185

1263.64205714

TYPE I SS

494.12385583
72.79306946
6.61462000

MAN SQUARE

121.24385510

18.15556031

P VALUE

.01
9.22 .000I
0.0524

21

0.38 0.54311

PR A F

PEROPTUAL MOTOR sminsplip
SUM Of SQUARES MEAN SQUARE

- t

12.7134829,

36.261114701

01.97100000

TYPE I SS

32.58804781
15.18041175
0.69912090
4.24590254

13.17837075

1110:03604334

F VALUE PA A

31.45
14.65)(
0.67
4.10

TYPE IV SS ',VALUE

i.47114644 1.21
16.31365571 1A.75

0.21449635 .79
4.24590214 40;.101

_SOCIO OVERALL SOCIO EMOTIONAL AATINO

6140 OF
SUM OF SQUARES

2 62.79195511

39 306.82709251

41 369:61904762

DP, TVOE I SS

8.11790145
1 54.67401165.

OF

0.0001
0.0005
0.4169
0.0506

PRA F

0.4277
0.0003
0.3813
0.050

SQUARE

31.39597755

7.06736135

F VALUE

1.03
6.95

TYPE IV AS F VALUE

6.10048164
.54.67405165

PR F

0.3160
.0120

PR'

0.3673"
0.0120

F VALUE

(

PR Al

0.0012

STO DEV

2.70692321

R-SQUARE

0.344747

TYPE II SS

67.579900541
3.90335475

39.07022690

F VALUE

9.22
0.53
5.33

dr
Int AF R-SQUARE

14.03 0.0001,: 0.418367

F VALUE

10.13

F VALUE

12.72

STD DEV

3.63972637

. PR A f

04001

STD DEV

4.26093421

PR AF

0.0001 .

STD DEV

'1.01786214

OF rirc II is

I ;5.42114644
1 , 16. 31,0571
1 0.61449635
1 4.24590214

F VALUE

3.99

OF

I

PRAT

0.0265

STO DEV

.2.60496110

A.SQUARE

0.454030

11- SQUARE

0.392453

F VALUE

5.22
19.75
0.79
4.10

C.V.

23.7653

.11UAL.MEAi

11.39024390

PR> r

0.0044
0.4701

.9.0266

C.V.

48.9963

_PSIS MEAN

7.42857143

C.V.

27.2388

JittNEAN

15.64285714

C.V.

34.2139

_crt20 MEAN

2.97500000

PR > F

0.0277
0.0003
9.811.1
0.0502

R-SQUARE

0.169663 14.6142

_SOC10 HUN

19.09523810

Tvrtliess F v41.14 PR s r

6.55048186 0.63 0.3671

54.67401165 6.95 0.0120

FILMED FROM'

13ST copy:AVAILABLE .

ft '41



-A 62-

roorro'd

NUEVAS FM3NTERAS, SPANISH-PREFERRING

DEPENDENT VARIABLE: _SMLU ,

7,

41' SOURCE OF SUM OF SQUARES MEAN SQUARE F VALUE PR > F R -SQUARE
..

C.V.

MODEL 2 4.50167929 2.2,083914 3.52 0.0340 0.076508 19.9999

ERROR ....= 45 50.33746847 0.83926904 STO DCV _ULU WEAN

CORRECTED TOTAL ' 87 p.83954476 111
0.79954302, 3.99772491

. SOURCE br TYPE 1 SS /VALUE PR > F

SMLU 1 ..4.48325296 7.01 0.0096

TREAT 1 0.01842533 0.03 0.8656

DEPENDENT VARIABLE: _RCMP .C94PRENGISION SPANISH

SOURCE- _ or SUM OF SQUARES MEAN SQUARE F VALUE

MODEL 2 31.14021806' 15.67010904 3.00

ERROR . 65 339.295134416 31 5.21987900

CORRECTED TOTAL 67 370.63235294

SOURCE

INCOME
TREAT

OF

1

1

TYPE I IN

30.79047199
0.54974609

F VALUE

5.90
0.11

PR

0.0179
0.7366

DEPENDENT VARIABLE: _ECOMP COMPREHENSION ENOLISH 41

SOURCE DR SUM OF SQUARES MEAN SQUARE

MODEL 2 59.21133145w 29.60566572

ERROR 70 " 661.44620280 9.44923147
A -

CORRECTED TOTAL 72 720.65753425

..,

OF, TYPE: 4S F VALUE PR 3 F

PTEACN . 1. 29.65881437 3.14 . 0.0808
TREAT '1 29.55251707. .3.13 0.0813

F VALUE

3.13

DEPENDENT VARIA$Lt: _Wax *QUANTITY OP SPANISNrOAR8iTIVE

SOURCE OF SUM dr SQUARES MEAN SQUARE F VALUE

MODEL 1 768.72506306 .764.72506306 1.31

. ERROR 87 50943.113673469 505.7914260

CORRECTED TOTAL . Si 51732.56179775 - ?

a
SOURCE . OF TYPE I Si t VALUE pR p r

TREAT 1 768.72506106 1.31 0.2511

DEPENDENT VARIABLE: _DEW NARRATIVE OESMNPTION

SOURCE .D SUM OF SQUARES MEAN SQUARE F VALUE

\0000[L 2 14.17102366 12.08551184 8.12

ERROR es 128.00875160 1.48847386

TRECTE0 TOTAL 88 152.17977528

saigi:

or t TYPE I SS r VALUE PR >

CH E 1 22.87315561 .15.37. 0.0002
TN 1 1.2978680* 0.87 0.3530

FILMED FROM

BEST COPY -AVAILABLE.

t) 04

PR > F

0.0566

STD DEV

'' 2.28470545

RP,

It-SQUARE C.V. 1,

0.084559 16.6414

_SCORP MAR

8.573529:y

PR > r R-SQUARE C.V.

0.0498 0;08216i 16.7563

STD DEV _ECOMP MEAN

3.07396023 7.93150685

I-

PR 3 F R -SQUARE C.V.

6.2551 0.014860 50.1648

STD DEV _SWAM MEAN

24.20312432 48.24719101

PR > F

. 0.0006

STD DEV

1.22003027

I

I

. 4

dOf
R -SQUARE C.V.

40r
. 0.158832 27.2421.-

_DESC MGM

4.47191011,

4



bs

0
1

DEPENDENT VARIABLE: _QUAL

SOURCE OF

MOOEL
d

'I2

ERROR 86

CORRECTED TOTAL 88

0
..-----`-'

SOURCE DF

1

ITO 1 .

NUEYAS. FRONTE RAS, SPANISH-PREFE ING f'-A 63 -

NARRATIVE QUALITY

DUN or soumcs MEAN SQUARE f VALUE

115.74255768 I 57.87127884 6.13

612.03272322 9.44224097

-927.77528090

TYPE 1 SS F VALUE PR a

113.11716079 11.96 -4-. 0.0008
2.625376119 0.28 N0:5993

PR >

0.0032

STO DEV

3.07282296

RSQUARE C.V.

0.124753 24.4398

-DUAL tIEAM

12.57303371

DEPENDENT VARIABLE: _PSIS . SPANISH PSI TOTAL - CONCEPT DEV

SOURCE OF SUM OF SQUARES MEAN MARE r VALUE PR a F R-SQUARE C.V.

MODEL 5
451.18342310 90.23668462 6.90 0.0001 0.399055 17.8273

ERROR 67 679.44671368 ' 10.14099573 4 STD DCV _PSIS MEAN

CORRECTED TOTAL 72 1130.63013699 8.16449301 17.86301370

>o6

SOURCE OF TYPE 1 SS F VALUE PR a F OF TYPE 11 SS F VALUE PM a f

113111 . 1 306.53098356 30542 0.0001 a. 1 23244474960 -2245- 0.0001
PTEMD1 ' 1 20.36074264 CO) 0.1611 1 - 22.34903051 2.20 0.1424
TREAT 1 68.94699564 6.31 0.0145 1 64.10641347 6.32 0.0143
S ITE 1 0.38430694 0.04 1 0.38430694 0.04 0.6462
TREATSITE 1 57.96039392 5.72 S11:2 1 57.96039392 5.72 0.0196

Jt

SOURCE DF - TYPE IV SS F VALUE PR > F

PSIS 1 232.74471960 22.95 0.0001
PTEACH 1 22.34903051 2.20 0.1424
TREAT 1 94.69017038 9.34 0.0032
S ITE 1 4.47266067 0.44 0.5069
TREATSITE 1 57.96039392 5.72 0.0196

DEPENDENT VARIABLE: _PSI[

SOURCE OF

MODEL 5

ERROR 62

1 CORRECTED TOTAL 6 67

SOURCE OF,

FACT0R1 1

INCOME 1

TREAT - 1

SITE 1

TREAT*SITE 1

II
SOURCE , OF

FASTOR1 1

'INCOME 1

TREAT 1

SITE 1

TREATSITE t

I

8

ENGLISH PSI TOTAL-CONCEPT DEV

SUM OF SQUARES MEAN SQUARE F VALUE PR > F R-SQUARE C.V.

1539.16365059 307.63273012 c 11.65 0.0001 N 0.488614 54.32113

1610.69517294 25.98210021 STD DEV ...Pia MEAN

3150.05862333 ! 5.09727184 9.3823511194
.

. .

TYPE 1 SS F VALUE PR > F OF TYPE rt SS F VALUE PR 30 F

,' 700.70300602 26.r 0.0001 1 '731.22916060 28.14 0.0001 e

330.14617414 12. 1 0.0007 1 64.44415244 2.48 0.1204
5.10913496 0.20 0.6590 1 . 16548897095 0.71 0.4022

500.05629340 . 19.25 0.0001 1 500.05629340 19.25 0.0001
3.14904207 0.12 0.7289 1 3.14904207 .0.12 0.7269

.

0 TYPE IV SS F VALUE

;i>

..

931.22916060 26.14 001
64.44415284 2.48 .1204
21.51619938 0.63 0.3663

456.34161871 17.56 0.0001
a -8.14904207 0.12 0.7289

-4,

DEPENDENT vARIASLE:,..EPERC PERCPTWU. MOTOR - ENOLISN

S OURCE OF SUN OF SQUARES MEAN SQUARE F VALUE

MODEL . 400 3 48.05693119 . 16.01897706 7.80

ERROR 64 131.41365705 2.05333839

CORRECTED TOTAL 67 179:0058824
.

SOURCE Of TYPE I SS F VALUE PR > f

1

t

:271011:

1 32.45271138 15.60 0.0002
1 2 15.51666116 7.56 0.0076

TREAT 1 0.08535864 0.04 0.6391

DEPENDENT VARIA8LEt-_SOCIO OVERALL SOCIO EMOT NAL RATING

SOURCE

111 MODEL

ERROR

CORRECTED TOTAL

4.'
Of

,
SuM OF SQUARES MEAN SQUARE F VALUE

1 2.52785310 2.52765310 0.20

.66 1072.56305599 12.47166344

67 1075.09090909

SOURCE OF TYPE I Si 1 VALUE. PR > F

TREAT 1 2.52765310 0.20 0.6537

R> r
0.0002

DM DIV

1.43294745

16,

11-SQUARE

0.267.47.1

4

C.V.

68.6200

_EPEAC MEAN

2.08823529

PR a f R-SQUARE C.V.

0.6537 *6' 0.002351 16:9035

..BOCIO,MEAN$70 DEV

3.53152424 16.68181818

FILMED F. M
BEST COPY AVAI



-A 64-

1" NUEVAS FRONTERAS I AN(C)OVAS SPANISH-PREFERRING CHILDREN GROUPED
.-, 40

BY ENGLISH ENTRY-LEVEL ABILITY

DEPENDENT VARIABLE: _AMU 8

t .

SOURCE PF SUM OF SQUARE, MEAN SOWE V VALUE PR a P R -SQUARE C.V.'

MgMEL 2 C85657815 2.42828908 6.34 0.0040 0.236082 15.7917

ERROR 111 '1161:1"1624
0.38329308 STO DEV _SULU MAX '

CORRECTED TOTAL 43 2M5943, 0.61910668
- 3.920113420

I a
, ..

ammet OF TYPE I SS VALUE PR o

PIDASTREAT

1

' 1 '
1.116517111 6.10 0.0178

6.7 J0.0141

-

rENDERT VARIABLE: _SCOMP CDMPREHENSION - SPANism
al -j

SOURCE Dr

MODEL 3

ERROR, 45

CORRECTED TOTAL '48

SOURCE
J

.,-.3F

CMLOACE
PRESNET
TREAT

.' '/ <'

Sum 4W SQUARES ° MEN SQUARE r VALUE PR a F
/

ft-SQUARE ' C.V.

'54.709246p. 18.1464154, 3.16 0.0335 0.174120. 28.3535

259.494413516 5.76655119 STD DEV %.ACOMP MEAN

314.2044163 .
2.401364556 8.46938776

t

.

TYPE I SS VALUE PR o F

20.91711817 3.63 0.0632
32.553522#7 5.65 0.0218 1 ')

1.236541564 0.21 0.6453

(*ole VARIABLE: _OComr COMPREHENSION - ENGLISH

SOURCE . OF SUM OF SQUARES MEAN SQUARE

MODEL ,t 3 .

106.62754119 35.54251373

ERROR 35 221.26909471 6132199699'

CORRECTED tOTAL 38 327.89743990 .

SOURCE

CHLOAOt
ITEM*
TREAT

4,

.
OF

1'

. 1
a. 1 ,

TYPE I S$

56.25386300
18.'3 232013
31.80135806

f VALUE PR> F

8.90 0.0052
2.94 0.0954
5.03 0.0313

DEPENDENT VARIABLE: _PCB_ SANlim PSI TOTAL - CONCEPT DEV

SOURCE
A

. 6 DF SUN OF'SQUARES MEAN SQUARE

MODEL 2 303425s4290 351.81427145

ERROR - .151 634.29738303

CORRECTED TOTAL 53 937.92592593

.

,..i,

..0

SOURCE Dir TYPE I 4 f VALUE PR )

PSIS 114 1 303.32157127 24.39 0.0001

TREAT I 0.3007163 0.02 0.8751

-P.,

#14PC110C VARIASLE:.rWSIE ENOLISH PSI TOTAL-CONCEPT DEV

,,17SOURCE.. OF ' SUM OF SQUARES , MEAN SQUARE

NOOkt. . 448.29663285 149.43221095

. .

,ERROR f,. 37. 612.58141593 16.556254166
.,,

CORRECTED TOT#L . 40 140.87804878

SOURCE

PSIE
FACTOR1
TREAT

OF i TYPE I SS f VALUE PR Jr

, 1
240.31122
198,8978097144

5

9.0270,416

-3

FILMED FROM

BEST COPY 41,1LABI.E
t

F VALUE

F VALUE

12.21

rR > r R-SQUARE C.V.

0.0030 0.325186 =-24.5282

STD DEY
a _MO 'km

2.51435817 7.28205125

PR

0.0001

STD DEV

3.52664197

R -SQUARE

0.323723

C.Y.

19.6329

_PSIS MEAN

17.96296296

4

f VALUE PR ) ft-SQUARE C.V.

9.03 0.0001 0.422971 64.4118

STD DEV _PSIE MAX

'4.06893776 0.31707317

14.52
12.01
0.55

V

0.0005
0.0014
0.464,

At



44 65-

NUEYAS FRONTERAS II AN(C)OVAS, ENGLISH-PREFERRING CHILDREN

ti

DEPENDENT VARIABLES _114LU

MODEL

ERROR

CORRECTED TOTAL

SOURCE

EMU
ATTRE

Of

2

se

40

Dr.

1

1

sUMrorlOQUARES

6.74354573

31.87449859

38.61804432

WPC 1 s$

6.42427474
0.31927091

DEPENDENT vARiADLE: _scoMP comPRENENsioN - spAmosm

SOURCE Of SUN Of SQUARES
"r

MODEL 3 143.71034238

ERROR 33 322.39776573

tgARECTED TOTAL. , 36 mt. iosioin ,

SOURCE

MEAN SQUARE

.3.37177287

0.81880259

f VALUE PR a F

7.66 0.0087
0.38 0.5409

MEAN SQUARE

47.91044746

9.76962926

DT TYPE I s$ f VALUE pm .> f

ScOmp 1 46.97411226 4.8* 0.0355

INCOME 1 96.61253456 9.89 0.0035

TREAT 1 0.12367526 0.01 0.9111

DEPENDENT VARIABLES AMP coMpRENENSION WOLIN.

SOURCE Dr SUN OF SQUARES

MODEL 3 97.91877875

(IRON 'sr__ '230.13000174

CORRECTED TOTAL MO 328.04878049

11,

MEAN SQUARE

32.63959292

6.21972978

.

SOURCE or TYPE I ss r VALUE PR > r

ECOMP 1 3643921468 3.911 0.0197

CtiLlmot 1 29.95111576 4.82 04145

TREAT 1 31.021111831 4.99 0.0317

DEPENDENT VARIABLES . OUANTITv 6k ENct.isN NARRATIVE

SOURCE

MODEL

ERROR

CORRECTED TOTAL

SOURCE .

EQUAN
TREAT '

OF SUN Of SQUARES

2 . 9819.52513318

30 13150.66998877

40 22970.19512195

OF TYPE i Ss

1 ' 176948510018
t 50.24003300

S 0

KAN SQUARE

4909.76256659

44047026286

f VALUE PR > F

28.23 .0.0001
0.15 0.7053

0

I

r VALUE

4.02'

f VALUE

4.90

-

PR> F R-SQUARE C.V.

0.0261 .
0.1711622 24.2104

STD 0EV _ ENLU MEAN

,*
0.91586167 3.78292640

. .

. > 7

0.0063

IIITO 'OEV

3.12564062

f VALUE ri > F R-SQuARE C.V.

5.25 '-, 0,9441 0.298488 28.5619

. `STD 0EV JCONP NEAR

2.49393061 8.7314732.

A-SQUARE C.V.

0.308320 58.7049

_ACOmP REAM

5.12432412

fVALUE

14.19

PR> r

0.0001

ITO DEV

18.60296382

R-SQUARE

0.427490 47.1390

/ _EQUAN mfAn

304434146S

FILMED FROM

BEST COPY AVAILABLE

P
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NUFVAS FRONTERAS II AN(C)OVAS, ENGLISH-PREFERRING CHILDREN

1/
, -

CEPUOENT VARIABLE{ _pew NARRATIVE DESCRI-PTION

SOOSCX
OF SUM OF SQUARES MEAN SQUARE

MODEL 1- 2.893313,9 1.44665675

ENRON 38 15.71644261 0.7550586

CORRECTED TOTAL 40 31.60975610

4 SCONCE OF TYPE I SS F VALUE ,PR a F

....

DOC 2.51666667 ' 3.73 0.0610

TREAT 1 0.07664682 0.10 0.7519

DEPENDENT VARIABLE* QUAL NARRATIVE QUALITY

SOURCE OF SUN OF SQUARES MEAN SQUARE

MODEL 2 87.19844400 43.59921200

ERROR 38 366.41131210 '1.64240295
...-

CORRECTED TOTAL 40 453.60975610

.

- SOURCE DF \ TYPE I SS F VALUE PR a F

QOAL 1 85.008S3333

TREAT 1 2.19011066 0:t! :::11Z

ocPcmpun VARIABLE: _PSIE EMILIA PSI TOTAL-CONCEPT NV

SOURCE OF SUM OF SQUARES MEAN SQUARE

MODEL I 114.7850187 .42.19275094

ERROR 38 369.01937618 9.71103622

CORRECTED TOTAL 40 453.80487805

SOURCE Of . TYPE I SS F VALUE PR a F
4.

OILCAN 1 73.8608493 7.60 0.0089

t

1, /:
10.1091694 1.13 0.2942

DEPENDENT VARIABLE* _SOCIO OVERALL SOCIO EMOTIONAL RATING

SOURCE ... OF SUM OF SQUARES MEAN SQUARE /
MODEL 2 / 130.69810909 .65.34905455

CORRECTED TOTAL 110

11611.111 3 17.60037068

799.512 12

ERROR 38

,, SOURCE . DF TYPE I is F VALUE PR a F

'TEACH 1 114.003138)4 6.48 0.0151

TREAT 1 16.69497095 0.95 0.3362

or

FILM ED FROM

13ISTCOPY AVAILABLE

V

F VALUE

1.91

F VALUE

4.52

VALUE

0.37

F VALUE

3.711,

r?

PR a i II - SQUARE C.Y. a
0.1614 0.091532 12.1760

STD DEV ptsa MEAN

0.86930769 3.1014092

I

PR a f 1-SQUARE C.V.

0.0133 0.192232 26.0890

STO DEV _COAL REAR 4

3.10522188 11.90243902

de.

PR , V 1-SQUARE C.V.

0.9197 0.1868!3 14.9609

STD DEV _161E MEAN

3.11625355 W.82926829

PR a f

0.0337

STD'DEV

4.19527957

R-SQUARE

0.117102 # 21.31179

.:SOCIO MEAN

19.63414634

I

I
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APPENDIX G

RELIABILITY COEFFICIENTS.FOR SOME

MOTHER INTERVIEW MEASURES ACROSS AND BY
.

TREATMENT CLASSIFICATION AT PRE- AND POSTTEST

4'

1
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RELIABILITY COEFFICIENTS FOR.SOME MOTHER INTERVIEW.MEASURES
ACROSS AND BY TREATMENT

CLASSIFICATION AT PRE- AND POSTTEST

OVERALL

Pre

SCOring.VariableS

C39131
.91

CENG
.24

MTCH

91STCH/METCH1

.76

.96

PLAY .66

SLING .89

SLFCON
'85

roti

.9t

.44

.88

.95

.69

.80

TREATMENT CLASSIFICATION

EXPERIMENTAL COMPARISON STAY-AT-HCit,

Pre Pat Pre Pat Pre Poet

.87 .90 ,23 .14 .89 .89'

.91 .90 .94 .96 .92 .91

.80 .88 Al2- .11 .79 .86

.95. .95 .96 .9i .96 .93

,69 .63 t .62 /, .73 .71 .61A

.93 .17 .90 443 .84 10 . .74

.85 .61 '.85 .81 .84 . .11

F

I I) 1This scoring measure supplies identical information and consequently his- the same reliability coeffiient.

IP
J; ii

_tf
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APPENDIX H

I

PRE- AND POSTTEST CORRELATION 160EFFICIENTS ON

FOURTEEN ITEMS. OF' THE INTERVIEWS OF SAMPLE MOTHERS

z

4.0

4

U

s .
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CSPNi

KSTALK

WALK-- .

MUCH

NrCN

PLAY

SCNLJOR

CAREER

SLIM

SUCON

MEMO

INCOME

-A 70-

'PRE AND POSTTEST CORRELATION"
COEFFICIENTS ON FOURTEEN ITEMS OF THE INTERVIEWS

OF SAMPLE MOTHERS,

*

!!
5 4 5 11at

v 2 2 ac >c Sc :1 u, g ...I

g 4
1.3b.§

03 1/1
Me
VAI

f.51 65 54

48 -37 -67

63

55 .46 46

-42

.55

-11

16

65 -31 -74

66 -46 -1.0

15 -17 .01

20 42 06

-18 19 13
.

-01 07 04

29 '47 25 12

.4... 10 -03 -23

16 06 05 09

06 09 0 -11

-43 -12 -07 24 -02 34 01 12 , 06

69 67 28 211 -23 03. -22 13 42" 01

-36 .40 48 45 22 . 04 28 04 -01 03

41 -1.0 03 -09 23 -14 26 I 01 -05 -03

71 29 -15 -26 08 -22 07 01 07

74 03 09 -23 14 46 -01 05 03

13 -01 35 -06 -03 07 .07 , 04

09 46 29 -06 -01 46 07 12 08

-13 '13 -02 -0- -21 17 11 -10 45

-07 -04 05 -01 .-2) 02 -06 01 04-=

-06 -11 -01 14 -12 44 15 -10

20 23 01 04 03 '49 41 19 -03

//
1-

06 -09 -01 19 -01 03 07 07 -01

10 11 02 -03 -12 -10 -06 02

Upper right-hand triangle
depicts correlation's among measures at pretest. ,

Cower left-hand triangle
depicts correlations among measures at posttest.

.1

a

4
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APPENDIX I

EXAMPLES OF FIELDNOTES AND CODING UNDERTAKEN DURING

PARALLEL SUBSAMPLE OBSERVATIONS BY.FIELDWORKER AND

FIELD WORK SUPERVISOR AT TWO SITES

a
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ofi EXAMPLES OF FIELDNOTES AND CODING UNDERTAKEN DURING

PARALLEL SUBSAMPLE OBSERVATIONS BY FIELDWDRKER AND ,

FIELD WORK SUPERVISOR IN TWO SITES

Snack 9:54

5.7.2/5.7.10, 5.2/5.7:13
5:7.2/5.7.10

Supervisor

Diana playing with paper

$.7.2/5.7,10
0

Name

cups says *I got it" I got...*

then sings,"I got more than

you."(2x). She lookt at
Armacela.who asks T where the

Diana

5.2/5.7.10r-5.

aide is 'in Sp. The teacher ig

nerd% the question while asking

5.4 the group one of her own,"/Quienes

son los que quieren lathe?" Diana

5.1 responds "to." The teacher asks a

question of another child in'Spen-

ish while Diana looks on. Shoehorn

looks at Herbert at the next amble

and sings "I got milk, I got milk"
5,7.2/5.7.10

j7 showing her glass to Herbert.

-Large Group
!Woe, 11:33 Sits on the rug.

glances at (Obs) and brushes back

his hair with a brush while mouth

ing a few words, Angie says to

5.4/8.2 him, 'Felipe, to tamblen canta."

5.1/7. -14 He then sings loudly.' When the

5.1 song changes toi*La Casita" he

sings and fortes his index fin-

gers tnto eaves as called for.

6.5.1
Similarly he makes the motions

of waves with his hands togeth-

er with the other children while

singing "suben y bajan las olas

del mar." felipeJounstions Angie

5.7.1/5.7.7/5.7.13
"ITodavia-vp-Thacer, verdad?"
He then moves forward with the

6.5.3_ other Children imitating a frog

or playing in the sand in re -

sponte to a new song. He says

something to Angie which begins.

5.3 "Miss Yo..." One of the kids

asks for "Elena la ballens" .

'Mich is put on. Felipe

")0
doesn't take part actively but

7.16 simply mouths a few of *be

words while scratching his

chest and looking around.

5.4/8.2 1,113 Teacher says "Felipe cents.*

at Alk

5.7.2/5.7.10 To Herbert

4.4r

7;

Ala

P'70.-"Th

PR (ALERTA) t

Time Context: inacktime

12. The child had been served snack. In a sing-

ing tone she said, (crackersiejuicejsilk)

.7.10 "I got it, I got..." "I got more th4h you,*

.10- "I got tore than you" (she said this several

times). M.C. said femething in Spanish. She

5.4 said, "Quienes son:los que quieren lecher'

5.1 Diana said, "Yo"
II got milk, I got milk." She showed-Mather

9:57 glass. She observed Robin.

PR (NUEVAS FRONTERAS)

Felipe: 11 :33. A.M. 11:38 A.M.

. 8.1 Felipe's on his knees tinging. Angie tells him,

5.4/8.2,7.14 "Felipe, tlitambian tante." ,He sings louder.

He has his hands clasped in front of him. He

looks at the girls toll% left., He heti:is

5.1 hands behind his heed and half yawns. He

pushes his ears back the wrong way, I think,

against his head. He makes a techo with his

hands and sings "La satita." Hs looks at Tony

5.7.1/5.7.23_ when the latter says,
"rtiratobert. He puts

his hands down and looks ahead as the song ends.

He says something.
The next song it "Las olas

6.5.1 del mar." Felipe moves both hands and arms and

then only one In imitation of the waves. Se.

7.2/7.1 says something, He's not singing for a while

and then Begins again.
He watches his hand as

he moves it.. Now he switches to his left hand.

5.7.1/5.7.7/5.7.13 He sings. He apparently says that no le va a

haoer, Lverdad? ... He moves his hands and arms

6.5.3 out on the rug
likeithe,others imitating a frog.

I can't tell
whether he's singing or not.' e

A
hits at Avial and then sits back, not parti

16
pating anymore.

He'sisitting on his knees.

He rubs his thin as the song ends. He si 1 GL

5.3 "Miss Yo." He sings "Elena la ballena."

`sitting on his knees withhis hands togethe .

He looks towards
the'girls to the left again.

He sings and then scratches his neek and yawns.
/

7.16 He puts his hands in his lap. Re's not singing

5.4/8.2 now. Angie says, "Felipe, cants.* He Sings

loud and than stopS again, The song ends.

Angie announces, that
they're going to sing

"A 14 areas." Felipe stretches.

Ak AK MR
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AppAPfENDIX J-

...

TADASTtD MEAN.VAIUES ON 'SELECTED-CONSTRUCTS FOR

SPANISH7AEFERRING.EXPOiMENTAL HEAD-START

AND COMPARISON CHILDREN GROUPgDsBY ENGLISH

ENTRY LEVEL ABILITY AT EACH Of'EIGHT SITES
t

4

I
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"14 4,

t
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UN MARCO AlkEwro.
/

Sib I - Experimental

Site I - Comparirom

Site II - Experimental

Site II - Coaperisonia

Site II Comparison

APVINEr.ER

Site I Experimental

Site I do ComparisonsH

Site II Experimental

Site II - CompariscoHs

Site II - Comparison.sH

ALERTA

Site I - Experilental

Site I -tomparisomsi

Site II - Experimental

Site II - Comparisons*,

NUEVAS FRONTERAS.

Site I - Experimenbe

Site I - Comparison.

Site II .Experimental

Sitl'll - Comparison.-

4 -A- 74-

UNADJUSTED MEAN VALUES ON SELECTED CONSTRUCTS FOR SPANISH-PREFERRING EXPERIMENTAL
HEAD START AND COMPARISON CHILDREN' GROUPED BY ENGLISH ENTRY LEVEL ABILITY AT EACH OF EIGHT SITES'

SPANISH

ti

1JJIGUAGE ACOUISIT1011 1,AMR4201141121I

SP1

(Pre) X (Po4t1 X

I

SP 2'

(Pre) X /Post! r

naive

SP
1

(Iire).4% (Pat) r (Pre) X (Peed r
1 *

' rerX '(Pat( X

38v- -- -,-,d
2

(Pre) X (Pat) r

3.29 4.73 3.26 4.56 40 8.50 7.60 9.80 10.33 19.53 16.20 22.00

19715 N-S . 11-10 N=10 N-15 PS
3.98 3.83 .3.37 3.96 6.11 8.56* 7.57 9.14 11.75 18.25 13.00 20.14

11=16 N=7 "- N=9 ,;,.. N=14 . N=16 - N7 -

4.00 ' 4.41 3.41 4.47 5.20 6.21 F 6.27 9.64 10.38 14.50 13.75- 76.50

N=9 N7 N N.11 N=8 N=8

3.50 4.11 3.00... 4.40 8400 10.00 7.00 8.41 ! 12.43 13.86 ' 8.00 17.10

N7 N=1 N=2 N=6 _ 11=7 4=1

3.43 4.18 3.6S 3.80 8.50 9.00 5.25 6.88 8.00 13.20 13.00 17.00

- N=6 N=4 N=2 N=11 - N=S 11-5
.

3.12 -34f- 4.27 8.91
P

7.90 1.70 15.67 11.33 9.43 9.57

-......... 11=6

2.95 3.48

' 13
1.80 2.70

A=0
9.50 .5.00

N=10
8.33 6.00

N'?,
10:00 3.00

N=7
11.25 9.444

N=4 N=1 " N-2 N-3 Nl N=4

4.02 4.34 3.39 4.40 - - 9.65 9.41 16.36 20.14 17.67 80.44

N=19 N-21 N414,- N*40 N-22 N=18

3.70 4.02 3.90 4.52 11.00 . 1.00 9.16 9.18 I 14.67 18.00 18.80 21.00

N22 N=4 N=1 - N=25 N=21 NS
3.50 3.93 3.65 3.05 , - - - 10.56 1.89 16.33 ' 11.83 17.67 13.33

N=7 N2 N=0 11=9 N6 _ N-3

3.85. 4.5(1 3.67 4.00 ''7.00 4.61 8.50 ,9.15 11.67 11.33 15.50 17.15

N=4 N=3 N -3 71=4 41=3 N=4

3.50 4.90 5.20 4.55 2.00 9.00 9.33 10.0 13.00 10.00 1541.7 14.33

N=1 N=2 ' Nol 113 Nal 113

- 4.05 4.32 - - S.75 8.75 - - 10.25 8.15

11=0 N=4 N-0 N*4 _ it N=0 11.4

2e30 400 . - --9.00 - 2.00 11.00 ee 11.00 12.50 - -

N*2 11=0 N-2 11=1 I 'N=2 PO
-4,

3.39 4.01, ''3.10 4.50 4.67 1.61 6.93 8.14 13.96 18.60 14.40 70.70

N=28 h=2 N -3 N=27 N25 N-S

3.26 3.92 3.17 4.10 7.13 1.31 6.81 8,31 11.86 11.41 12.00 17.60

N;3 N=8 N*26 N-29 PS
,N=31

1.40 3.58 4:35, 4.30 7.00 5.00 1.88 10.00 10.17 19.00 15.50 10.75

N=6 N=4 N=2 - N41. N=6 114

3.47 4.34 3.37 3.43 P.33 8.18 4.00 V,00 12.64 1401 8.00 17.00

N12 N=3 N=9 N=6 -w# N=14 Nl -

Key to Abbreviations:

SP
1

Spanish-preferring Group
1

SP
2

Bpanish-preferring Group
2

Comparisons i Comparison Head Start Group

CopparisonsH Comparison Stay-at-Home Group

1Children were grouped -by English entry level ability as follows: Spanish-preferring Group includes all children who showed little or

no ability on the pretest measures (EMLU D. PSIE <_ 3, ECOMP :S. 3). Spanish-preferrilg Gr6up2 includes all children who demonstrated

vxme,abiliq in English on the pretest measures (EMLU 70, PSIE 7 3, ECOMP 73).

1111f
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WI MARCO ABIERTO,

Site I - Experimental

Site I - Comparisonm'

Site II

Site II

Site II

AMARECER

Site I - Experimental

Site I - Comparisons'

Site II - Experimental

Site II - ComparisoOms

Site II - Caparisons

ALERTA

Site I - Experimental

- Experimental

- ComparisonHs

- COmparisonsH

Site I - Caparisonsie SH

- Experimental

Site

NUEVAS

Site

Site

Site

Site

II - Comparisons

FRONTERAS

I - Experimental

I - ComparisonHs

II - Experimental

II - Compaiisam

-A 75-

UNADJUSTED MEAN VALUES ON SELECTEO CONSTRUCTS FOR SPANISH-PREFERRING EXPERIKOL
HEAD START AND COMPARISON CHILDREN GROUPED BY ENGLISH ENTRY LEVEL ABILITY AT EACH OF EIGHT SITES'

ENGLISH

LANGUAGE ACOUISITM

SP
I

(Pre) X (Post) X

SP
2

(Pre) X (i)oet1 T

LANGUAGE COMPREHENSION

- SPI
(Pre) X (Peat) X

-v

SP2
(Pre) X (Peat) X

CONCEPT DEVELOPMENT

(Pre) I (Pat) X
SP2 .

(Pre) 11 (Poet) I

0.00
11.15

0.00
N-16

0.00
109

0.00
11.7

0.00
11.6

0.00
N=6

0.00
N-4

0.00
10.19

0.00
1023

0.00
107

0.00
N.4

0.00

11.1

-

N=0
0.00.

04

0.00
N-28

0.00
N31

0.00
1.5

'0.00
1012

1.47

0.04

1.11

0.61

0.63

1.35

1.47

0.23

0.0:

0.13

3.11

o.of

0.00

9.64

0.1f

1.73

1.13

2.72
N-5

2.26

R-7
2.36

11=7

440
' , 101
3.42

N=4
.

2.02
N=4'

0.30° °

R.1
1.73,

N-21
1.73

11.3

2.90
112

2.90
0.3

2.70
103

3.47
N=4

-

0:0

1.50
101

.2.70

. N.0
2.57 .

N-3
' 3.00

103

4.14

3.50

3.81

1.50'

4.10

f.57

0.90

1.40

1.00

3.65

3.9C

3.60

3.87.

-

3.60

1.00

3.87

3.17

i

1 0.50
N.10

0.22

N-9
1.80

N -5

. 1.50
N-2

0.50
102

.-..

. 100
1.50

Na2
-

11.0

-

N-0

-
N -0

1.00
N-2

-

N.0,
-

toe
11.00

8=1

3.00

103
2i3

.. 0.8
0.50

,N12
1.67

N -9,

7.70

6.67

6,40

6.00

9.00

-

3.50

-

7.00

0.00

10.00

7.63

6.00
0

6.44 ,

7.80

N.10
7.07

N=14
5.45

111
5.33

11.6

6.38
N.8

8.00
N.I0

5.67
N-3

8.55

101110.

9.08
N-26

4. 11

0.9

8.50
104

9.00
103

5.25
N-4

5.00
11.1

6.00
11-21

5:77
N-26

6.63
11.8

6.50
' N-6

9.30

7.86

6.91

3.33

7.50

7.10

5.33

8.59

8.04

7:19

1.75

8.61

9.00

0.00

8.05

6.40

10.00

11.11

0.87
.. .

- %N.Iji
0.63,

N=16
0.71

117
0.57

0.7

1.00

N.5

2.00
N -3

3.00
N=1

1.18

4.22
.0.59

1022
0.67

N-6

0.67

Nm3
0.00

R=1

-.100
0.00

2N.

CM
N-25

,0,18

N-29
0.83

-, 11.5

0.43
114

15.67

11.81

-6-.13----......

1.71

1.00

9.00

3.00

8.50

4.17

3.33
.

16.00

0.00
,

0.50

7.80

5.11

11.00

10.64

8.40 14.40
N=5

8.00 17.14
R.7

12.00 -011:18
N.18

5.00 7.00
0.1

13.00 11.80
105 '

/J10.71 9.86
107

9.50 9.15
t 104

11.89 17.18
N=18

11.00 16.40
..

11.5

14.00 10.00
103

12.75 17.00
N.4

9.67 15.33

103
8.50 11.00

N-4
.

- , -

N=0

9.00 16.80
115'

9.40 15.60
105

13,50 11.75
11.4

13.00 18.00
0.1

Key to Abbreviations:

SPI - Spanish-preferring Crap,

SP2 - Spanish-preferring Group?

Comparison. Comparison Head Start Group

Coilarisonso Comparison Stay -at -Home Group

1
Children were grouped byEnglish entry level Ibility,as
no ability on the pretest measures (EMLU - 0., PSIES 1,
some ability in English on the pretest metsures (EMLU >

.0

I

follows: Spanish-preferring Group, includes all children-who showed little-orr
ECOMP 5.. 3). Spanish - preferring Gtodp, includes all children who demonstrated

0, PSIE > 3, ECOMP> 3).

04
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COMPARISON OF OBSERVED PRACTICE IN DIFFERENT AREAS OF

LANGUAGE, CONCEPT, AND SOCIOSKTIONAL DEVELOPMENT '
BY ALL SUBSAMPLE CHILDREN FROM THE FIRST TO THE

THIRD OBSERVATION PERIOD.

LANGUAGE DEVELOPMENT 4

LINGUISTIC COMPaTCE

Complete Sentences

Incomplete Sentences

Plural Nouns

Negatize.Form

Interrogative Form

'Present Tense

Past Tense

Future Tense

Incorrectrammatical Usage

Diversification

'FUNCTIONAL. COMPETENCE

Description of Self

Description of Others

Description of Own Feelings

Telling of a Story/Event

Verbal Instruction

Diversification
ak.

CONCEPT DEVELOPMENT

Visual Discrimination

Seriation/Seguencing

Matching/ClassifiatIonA
Grouping of Objects

Spatial and Time Relations

Symbolic Representation

Utilization of Objects

Overall

SOCIOEMOTIONAL DEVELOPMENT

School Readiness

Self-Esteem

Motivation

Overall

Spanish - Preferring
Children

EnVish.- Preferring "

Children

Spanish English Spanish English
,

% % I . %

' 50 54 18 - 64

46 69 41 . 32

"- 50 . 50 5' 45"

58 42 .4.4- 9 64

58 _46) 14 41

64 46 . 4P -14 55

50 27 . 5 68

I.38
. .

38 9 50

46 53 9 68

81 92 41 86

.

,
.

19 ' 19 0 36

15 12 5 27

12 8. 0 32

4 4 5 .5

38 31 5 50

38 46 9 64

Spanish English NLS Overall Spanish English NLS Overall

35 73 4 50 9 41 14 36

19 27 38 54 5 23' 41 441

0 8 27 35 0 23 36 55

8 12 8 19 0 5 14 18

8 19 '73 65' 0 14 55 55

19 1, 4 31' 0 23 0 23

38 77 81 NA 9 50 59- NA

Appropriate paporopriate Appropriate Inappropriatek

46 : 46 59 45

42 . 19 F 9

58 19 * 50 14

42 31' 27 50

1 Indicates the percentage of subsample
children who increased the relative frequency. of practic;

in an area from the first to the third observation period.

-of
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I

BACKGROUND CHARACTERISTICS OF SAMPLE FAMILIES

.

..--...---..---,-.

ON NAACO AetEcto

11

ANAVUR AURTA KIII4I IFONTERAS

1 it

I 1 11 1 11

ETHNICITY
.

EXPERIMENTAL ,
t

.

IlIspenIc 27 as 26 33 It 7 21 19

A*91o 0 4 1 1 P 0 0 s

Slack
1 0 0 1 S 3

..

0 1

Other
0 0 0 0 1 0 0 0

,

COMPARISON

.

4

.111spenIc
27 . 17 23 29 o 4 28 26

Rope 0 o 0 I 4 04 0 3

Slack
o 0 2 0 2 0 0 1

Other

gamma OF RESPONDENT

1 0 0' 0 0 o 0 0

EXPERIMENTAL`

.--,-. Professioepl/Hasagerial.
0 0 0 5 0 1 2

Clerical/Sales
1 3 1 17 0 ; 9 0

Crafts
1 0 0 0 o o .0 1

18111e4Jsen1-skilled
laborer 0 4 7$ 3 3 0 0 1

Service
4 2 1 6 1, 0 3 3

No Response 22 23 17 S N18 8 10

COMPARISON 7-
ProfessIonal/Nesegerfo1

,0 0 1 1 0 0 2

. Clerical/Sates
t 0 0 11 0 0 3 2

Crafts 1 ) 0 . 0 0 1 0 o .

SilIled/seof -skilled

taborer

.

t , 2 0 1 0 0 1 2

Service
7 1 4 12

.

0 0 - 2 2

,1
A

110 Response 21 14 20' 4 6 3 17 22

PANIC, INUME

EXPERIMENTAL'
6350 8500 siso 8500 6300 7250 644 7750

COMPARISON
8850 9800 6700 7650 9500 72S0 6230 6750

EDUCATION OF RESPONDENT Olean yeah

of 'Cooling)

EXPER11:5/ 8.1 8.9 9.1 10.8 10.5 11.8 9.4 9A

COMPARISON' 5.9
.

0.; 9.2 9.5 6.8 649 2.4

YEARS IN U.S. . . .......$

EXPERIMENTAL
15.2 17.6 22.6 2/.4 1.9 21.1 17.9 3.7

COMPARISON
15.2 10.7 27.8 24:1 12.5 14.3 15.1 13.8

WRAC( FAKILT SIZE
.

..

EXPERIMENTAL
4.1 S.S S.4 4.8 '4.S 3.7 5.0 6.4

COMPARISON
4.1 6.2 S.4 4.8 4.6 S.S S.1 4.6

'NUDE WINNER OF CHILDREN

7.6 3.S 3.3 2.3 3.2 1.9 3.0 3.0

EXPERIMENTAL

COMPARISON
2.4 4.S 3.3 1.8' 2.7 9.0 3.1 L

,,

3.2
.

111CF. PA Of MOM
EXPERIMENTAL

9.4 S.S S.4 6.0 ' s.g 5.1 5.2 5.2 ,

COMPARISON
1.7 S.* :1 6.0 7.1 3.3 4.ts 6.11 ft.&
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BACKGROUND CHARACTERISTICS1OF SAMPLE TEACHERS

111 PASCO
/SIM,

1 11

MA

Pale

revels

11.4

4 d

25S111`

4

1

4

ilealtao Awls"

Cassis kg/White

SISPoole Other

Puerto Rive

tegen/Ilec

MOW POMMES

0

O21

laths"

Spanish

Ill logroll

111:SIM

Sears in .S.

/ears in selehberheod

10061100

42.11

1:4-1

30.1

1.14/1S.

/3.4/11.0Veers of Scloollag

illghest teree/Cortificetion

* School Sfilons/S.E.D. .1 2

C..A. Credential 0 1

Childress% Center Penult 3 1

.A.
N.A.

4'2 TIMMS EXPRIINC2

1 1less than one year

I-2 "WS. 0 1

34 purrs'i 0 0

Over five pars 3 4

'

s 1

0

3 1

34.3/46

27.7/23.S

0.410.

34.0/1i.

1

1

1

0

1 0

0

0

2 2

14.130914

143

32

411a

IS

3

3

7

1

Is

4

14

33.

13.7

14

4

2

1

4

S.

1Teachno refers to bath teacheys sod aides.
Aga. years of schooliag and rethinks fahrostion Is

reported In mean ralaber of years. All other data represeat fregeeecy meets.2 ,. .

lii.logual category' refers to
respondent who tIaiiiiied themselves as seeable; Spools!' and bglish

"about equally# tic 'majority of the

sA 'MO iodicates wissIng'date.
Amy total of ?regecy

ingots which do mot equal II are due to Midas

dots. .

Sloan nveber errors In esighisertger
Se stowed by sae respeedent's

midair.* In the oeighborhood.

.04C.API enperincoe Merl to foll-tleme "amble, experience imely. Addition.' parttimie experience
S,
wes reported fer the Oollowtog altos:

harmecer 1-less then 'me year. Anaracer 11- 1 to years.

Viola I.- over figa yMrs. Meru
1, less Von ass per, and

Nooses Fronteras 11- ever five years.,
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BACKGROUND DATA ON THE EXPERIMENTAL HEAD START

CHILDREN FOR EACH TREATMENT SITE

Ul MARCO ABURTO AMMETER ALER1A nUEvAS FlOTERAS

I --1.1 1.-- t It

AGE (Neon In months)

11----iI .LL

EXPERIMENTAL MEAD START 52.6 50.4 62.7 S2.4 49.9 S1.1 S4.0 51.8

CCIIPARISON HEAD PART 5I.3 49.7 - 49.6 - '
. 53.8 50.3

STAY -AT-NOME COMPARISON ' 45.2 51.3 SS.9 49.6 53.3 , - -

SEX ,

,

EXPERIMENTAL HEAD START

Sass 18 23 18 18 5 7 13 17

girls 16 IS 12 25 20 8 44 19 15

COMPARISON HEAD START
.

Boys

Girls

16

17

3

9.

0

0

12

17

0

0

0

0

17

18

19

17

STAY -A1'-HOME COMMRISON

toys 0 5 , J
16 3.0..,,,00,4.- 6 3 0 0

Girls 0 6 12 6 2 1 0 0

LANGUAGE PREFERENCE
,_ ow

EXPERIMENTPJ. READ START ....-.

Spanish . 20 17 6 41 \ 9 3 30 10

English 14 21 24 2 16 12 2 22

COMPARISON HEAD START
lilP

Spanish' 23 10 0 27 0 0 Ot 16

English 10 2 0 1 0 0 1 20

STAY -AT -HOME COMPARISON
.

4.

Spanish 0 1 5 9 4 2 0 0

English 0 1 23 -- 0 4 2 0 0

ETHNICITY ,,B,

EXPERIMENTALREAD START

. 7

a'

Nispanic II- 32
29 42 18 9 32 33

MO* 0 6 2 1 0 0 0 9

Black 1 o 0 . 0 6 $ 0 0

Other 1 0/ 0 0 1 0 0 0

COMPARISON MAD START

, Hispanic 33 12 0 28 0 0 \ 35 28

Anglo 0 0 0 1 0 0 2

Slack
0 0 0 0 0 0 5

Other
0

)0
0 0 0 0 1

SPX-AT-HOME COMPARISON
'

.

Hispanic k 21 26 g 4 6 0 0'

Anglo 0 0 0 o 0 4 o 0

Slack 0 0 2 0 0 1' 0 0

Other 0 0 0 0 1 0 0

FILMED FROM .

BEST COPY AVAILABLE
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COMPARISON OF OBSERVED, PRACTICE WITH SPANISH AND EiNGLISH

BY SUBSAMPLE CHILDREN OVER .THREE POINTS IN TIME
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I./NGUISTIC COMPETENCE

Complete Sentences

Incomplete Sera:.
taxes

Plural Nouns

Negative Form

Interrogative Form

Present Tense

Past Tense

Future Tense

Grammatically
Incorrect Usage

FUNCTIONAL COMPETENCE .

-Description of
Self

'Description of
Others

Description of Own
Feelings

Telling of. a Story
or Event

Verbal Instruction

529

w

COMPARISON OF tBSERVED PRACTICE WITH SPANISH BY SUBSAMPLE

CHILDREN OVER THREE -POIUS IN' TIME:
UN MARCO ABIERTO

SPANISH-PREFERRING (N G) .4F

TIME ONE TO TINE TWO FROM TIME ONE TO TIRE THREE

VICREASE. DECREASE

NO
CHANGE

% % %

17 83 0

83 17 0

SO 33 17.

67 17 . 17

33 33 33

50 .50 ,' 0
50 50 .* 0

SO: 33 17

17 17' 67

'17 0 83
.

NO ' *NCt, 4
...,

0 17. d3

33, 0 67

SO. 33. 17

, -

.

1
NO Not observed

2

NO'

INCREASE..-----... DECREASE' MANGE

S 'x % .

SO SO 0

33 1 SO 17

67 17 ..11,
2

67 33 . 0 .

SO' 33 li .

SO SO

SO SO 0

17. . 67 17.

17
.

17 67
.

...,
. .

NO NO NO

17. 0 f. 83

0 ir 83

17 0 83

33 33 33:

-

Percentage totals may not equal 100% due to rounding.

ENGLISH-PREFERRING (N 5/

FROM TIME ONE TO Tit-1E TWO 1112.:itTIlif 01'1E1'0 TIME THREE

INCREASE.

r

DECREASE

NO

CHANGE

% S %

tb . 0 30

NO NO *X0

NO t. NO NO

NO NO NO

NO lib NO

20 0 . 80 .

NO ' NO E NO

NO: NO No

KO ,NO NO

..._

. .

. r

'ND . NO NO

NO

No

NO -,

NO.

Ip3

NO

NO NO NO

NO, xp , NO

INCREASE DECREASE

NO

CHANGE

% % %

Hot
NO NO

#

NO NO ' NO

NO

NO

NO

NO

:NO

NO

NO ,r NO NO .

,--
.NO NO

-..

No

wr NO
. .

no

NO . NO NO.

NO

.

NO NO

.

.
.

.
.

NO NO NO

NO NO NO

NO' NO NO

NO NO 16

NO NO NO

-RIMED FROM

BEST COPY AVAILABLE
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.ems' . let

NGIJISTI COMPETENOE
-

Comp etc' Sentences

Incomplete Si*
tenses

P113,441tROuns

Negative Form.

Atelkotive Form
',-
r-.

Present Tehie

Paerense

Future Tehse
.

Gram.patically
IntorrecE Usage

,

FUNCTIONAL .COMPETENCE

Desciiptio'n of
Set f

Destrfption of
,'Others

Deicription of Own
- ,-)4e1 ings

Telling Of. a Story,
. or Event

Verbal Instruclion

J. Alt

RISON OF OBSERVED PRACTICi WITH ENGLIS 4105AMPLE

CHILDREN OVER THREE POINTS IN TIME

MARCO AffIERTOI ,10 BEST COPY AVAILABLE 41°:

FILMED FROM

SPANISH - PREFERRING (,'1 46)

FROM. TIME ONE TO TIOG TUO FROM TIME ONE TO TIME THREE
.

-INCREASE.. DECREASE

NO
CHANGE

s%

67

50..

17

33
.

33

50

--33

17-i...

50

A

.1

s.

- 0 .,

/ 33

13.

0.

.\i/
27

17

.
17

'17

. ,

,

74

s i

i '''

4
S

33

17

. 50

.67

67:

33

50

, 67 E-

33

,

Nit.

,

,
.

:
.

#
17

17

. a

O
Alt

50.

.

.f

0

: 0

17.
_.

17

0

.

.

.
.

83
to

: 83

81 ...

83

50.

.
.

,

-1

0

INCREASE DECREASE%

I NO

iCHANGE

%

67

50

.qo

67

67

67

-li
.60 _

.50

.-....

17

- 33

17

0

17
.

17
V .

.17

. 17'

17

,

.

%4

171

17

.3
33. .

17
.1..

17

50

h
.1
33

-
,-

4

.

0

. 0

50
.

.

.

4;,

0..
17

. .

17'
.

7

6 m'

83

67

'83

33

.

4'

fr

ENGLISH- PREFERRING (N5)

FROM. TIFF ONE TO TIME TWO FROM TIME:bilE.TO TIME THREE

INCREASE. DECREASE CHANGE

. S.,

60.
.

210

t- 20 ..1"-

, 6#
60

. .
40

1 00

46;

0,

1.-

'40
-

.80

... 60

40

4,0

0

.'20,

0

,.6
.

-

li
1\

l.

S'

'0

0

20.

.
0

,
0

0
.0.

40

.20

0

.

'20

0

40.

A
;0 m

;

80

O

20

10
.-

1
'0

p

4 .

-

.

-

BO

80

4;0'0-
40 .- ---

"*".

80

20

maw

INCREASE. DECREASE' CHANGE

80

20

20

60

T:21)

.60

80

40

60,,

;
20.

80

20

'Jo
40

20

. 40

, 40

0

20,

0

20.

0

60 4. 0

0.4,¢
O X80

60

lb '.2o
by

'40

40

, 20

0

40

.20



LINGUISTIC COMPETENCE

Ctaiplete Sentences

Incomplete Sen;

/

ten%

PI uralouns

Negative Toni

Interrogative form

Pren' Tense

Past Tense

Future Tense

L--"----tramot i call y ,

Incorrect Usage

FUNCTIONAL COMPETENCE ,

Desctiptidn of
Self

Description of
Others

. Description of Own
Feelings

Tel ling of. a Story
or Event

^Verbal Instruction

533

VW m.

-COMPARISON OF OBSERVED PRACTICE WITH SPANISH BY.SUBSAMPLE,

CHILDREN OVER THREE POINTS IN TIME:

AMANECER

SPANISH-PREFERRING tieS)

FROM. TIME ONE TO TIME TWO 'FROM TIM bHE TO TIME THREE

INCREASE.. DECREASE

NO

CHANGE

% % S

0 100 , '0

80 ' ,20
*C7

0- 0 100

40- 20 40

0 60

40 60 .. 0 .

40 20

40 zi 1 f
20 10

.

.
. .

i---------
. 5

.

.

r 80

. ,*
20. ' '20 60

.NO . NO. NO

NO MO NO

20 ' 49, 40

y,11R0 Net observed

. 5,

INCREASE DECREASE

no
CHANGE

S 'S % -.

O. too
a

60 20 20

60 0 4o-

20 20. 60.

40 20 . 20 ,

40 60

40 20 fa.

0 40 60-.

40 20 40

.
.

,
.

. .

.
....

20 0 10

.

0 20 80

20 .0' oo ,

NO NO 'NO

20 60 . 20

, .

2Percentage: totals may not viol 11.11.w due to roundfng.

ENGLISHLPREFERRING (N6)

FROM. TIr4. ONETO TIPS ywo FROM TIME on 1'O TIME THREE

INCREASE, DECREASE

NO

CHANGE

S % %

17

X50

33

0

: 50,

50

NO - NO NO I

17 O. 83

,17 17 67
2-

33 .17 5O.

NO NO : ..
NO

L
NO $0 NO

NO NO NO

A :

.
;

1.

.

..NO NO NO

17

NO

.

: 0 ,

No.

83'

',' mo.

NO

NO

NO

NO. ,

NO

...

, .

NEI

INCREASE

.

DECREASE

NO

CHANGE

% % . % .

17

..

33 50,

SO

NO

n

0

,K0

50

NO

NONO NO .
5 .

° ,' .

17 814,.:

0 .17 'q3''

NO , NO .NO

. NO . no Rd

17' 13 ` 83

. .

(

: 'No NO

NO NO NO

a

' NO .NO NQ

.

NO NO ' NO

NO

,
s

NO NO" ,

r.

FILMED FROM

ST. COPY AVAILABLE- 534



XING6ISTIC COMPE/pICE

Complete Se4nces
-

Incomplete kW.
tences

Plural KoUns

Negative Form

'Interrogative Forte

Present Tense

Past Tense

Future Tense

Grammatically
Incorrect Usage

FUNCTilial COSPETENCe .

Pesctipticn of
Sel f

'Description of
Others

Description of Own
Feel it gs

Tel ling of. a Story
or-tvint

r Verbal Instruction.J

COMPARISON OF OBSERVED PRACTICE WITH ENGLISH BY SUBSAMPLE

CHILDREN OOTHREE POINTS IN "TIME:

AMAN R
1

SPAMISHI.PREFERRING(I*5)

FR614 TIME ONE TO TIME Ito. nos nribsE. TO TIME THREE

INCREASE, DECREASE

NO

CHANGE

S S 'S

60 20 20

60 40 o

to - 0 80

40 0 60

40 0 60

0 .. 20.,80
IF

20

iG

, 20

0

60

60

,

40 20

.

.40

r

.

-.20 0 - 80

40 0 60

.

44 0
.

..

50e.

, .
2

N3 NO sa

44 ..0 40
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RELATIVE 'FREQUENCY OF OBSERVED PRACTICE WITH LANGUAGE COMPETENCIES
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APPENDIX Q

RELATIVE FREQUENCY OF OBSERVED PRACTICE WITH RECALL AND

COMPREHENSION COMPETENCIES FOR INDIVIDUAL SUBSAMPLE

CHILDREN OVER THREE POINTS IN TIME'
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COMPARISON OF OBSERVED PRACTICE WITH DIFFERENT AREAS OF CONCEPT

rT,
DEVELOPMENT BY SUBSAMPLE CHILDREN OVER THREE POINTS IN 1,IME:
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COMPARISON OF OBSERVED PRACTICE WITH 6IFFERENT AREAS OF CONCEPT

DEVELOPMENT BY SCBSAMPLE CHILDREN OVER THREE POINTS IN TIME:
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'COMPARISON OF OBSERVED PRACTICE WITH DIFRENT'AREAS CONCEPT

DEV5LOPMENT BY SUBSAMPLE CHILDREN OVER THREE POINTS IN TIMi:

NUEVAS FRONTERAS1

SPAIISH-PREFERRIN1

FROM TINE ONt TO TIME 1110

INCREASE .DECREASE

NO

CHANGE

It
% %

I

44 33 22

__33 0 67

33 67 0

0 11 89

b 11 . 89
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APPENDIX' T

COMPARISON OF OBSERVED SOCIOEMOTIONAL BEHAVIOR IN
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SCHOOL READ'['

Apptppri-ite

- Inappropriate

SELF ES EEM

jrpropriip
InapPrOpriate..

MOTIVATION .

Appropriate

ItiapproPriate,

TOTALS

APPr.OrIP4a

Inappropriite

1/4-N,

I

$

1111 st.,46f,

.
,

COMPARISON OF OBSERVE) SOCIOEMOTIONAL BEHAVIOR IN

THREE AREAS gY SUBSAMPLE CHILDREN OVER THREE POINTS IN TINE:

, - ALERTAi
-

.
5

SPANISH- PREFERRING

FROM TIME ONE TO TIME TWO

, INCREASE DECREASE

NO '
`" CHANGE

' % S %
i

17" , 50
. Ilk

33

. 1Z 33 . 50

- . . .

1/ '33

-17 0 83

4. .s -

33 0 --- 67

O. ;7 ) 83
.

33 17 50 -
*N. a

17' 33 50

6

1 a
Percentage totalS stay not equal ltiOlt 4ue VI rounding,

2
NO-s- Not obierved.

41

FROM TIME ONE ,TO TIME TTEE.

INCREASE DECREASE

NO'

CHANGE

^

17

33

Is

33

17..

*
67

r, .,,...

a 0

334i

-.33

:

61'

33

33'

0

0

17

33

33

'17*

33t,ke

33

83

33
a

AS

33

33

a.

ENG,. N-PREFERRING

FROM TIME OPE lo TIME TWO

INCREASE DECREASE

NO C
CHANGE

S % S.

3
:

63 . 13

r38 13 i0

(

63 0 . 38

2
NO

.,
NO

%
NQ .41

13 '13 75

-1-
.

13, 0 87 .

1.

25 38 38

38, .3 i ', so :

N 8

a

FROM TIME ONE TOTIME-THREE:

INCREASEI

. ,
DECREME

N O

G

i
1

, ,

% % . % ...

\)t 31 50 . 13 .

50 25 . 25
,

25 ' 50 25

NO NO tiO

63 0 38

NO . NO NO

,. /

25 50 25
.

50 . 25 '25

585
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e

SCHOOL READINESS

Appropriate' .'

Inappropriate

SELF ESTEEM

Appropriate'

4 Inappropriate:

MptIVATION

Appropriate s

Inappropriate

riTATS

Appropriate

Inappropriate

COMPARISON OF'ORSERVED
SOCIOEMOTIONAL-BEHAVIOR IN

THREE AREAS BY UBSAMPW CHILDREN OVER THREE POINTS IN TIME:

AV
AMANECER't

SPAM FERRInG

FROM TIME ONES TIME TWO

, ma
NO

,

INCREASE DECREASE CHANGE

, % x %

40 ,40 20

,.

20 40 .
40

I

.0

NO. NO NO

20. 0 80

,

Ar
ri

, 40 60 . 0

NO NO NO

$ 20 ,

40

60

40

10

20

FROM TIME ONE TO TIME THREE

INCREASE DECREASE'

NO

CHANGE

_% S
.

.40 60 O.

60 40 0

NO NO. NO

NO NO' NO

41

. by 40 0

N: NO' NO

40 40

. ,

20

AO 40
. .

20
. ....

N5
1

Percentage toots mdy not equal 101% due to rounding.

, 2

NO Not observed.

ENGLISH PREFERRING,

FROM TIME ONE TO TIME TWO

INCREASE DECREASE

NO
CHANGE

% 5' .5

r
50 17 33

,(33 33 33

/
.,

- 33 SO' 17

NO NO NO

$

17 33 50

NO NO NO

.

.

33 50 17

33 33 33

...

N o 6

FROM, TIME ONE TO TIME THREE'

HO

INCREASE DECREASE' CHANGE

% % % :.

.

50

33

33

. 50' -

17 ,,

17

N.L /

*
17 50 33 i/.i

NO NO mai .

.

4

** 83 17 0

NO

1,-

NO ,

33 50 17 ..r

50 ,33 17

, 5th



SCHOOL READINESS

Appropriate

. Inappropriate.

SELF ESTEEM

Appropriate

Inappropriiiir

MOTIVATION

Appropriate

Inappropriate

TOTALS

Appropriate

Inappropriate

._.

;COMPARISON 'OF: OBSERVED
SOCIOEMOTIONAL BEHAVIOR' IN

THREE AREAS BY SUBSMPLE CHILDREN OVER THREE POINTS INTIME:,

NUEVAS FRONTERASI

.. SPANISH,PiEFE MING_

.FROM TIME ONE TO LIME TWO

INCREASE DECREASE

NO

- CRANGE

ii g % . 1

.1

56 44 0

78 0 t2.

33 .11 56

56 11 31

'44 33 22

56 22 22

22 S7 ,11

78 11 11:.

N P 9

1`
Percentage toils may not equal luO% due to ruonding.

-FROM TIME ONE TO'TIMETHREE

INCREASE DECREASE

NO

CHANGE
..

.

. %.

56

61'

67

33

33

56

44

56

.

do

°

44

11

22

11

33

22

44

33

.

.

N.

,.

22.

11

56

33 .

22

11

11

ENGLISH-PREFERRING

FROM LIME ONE TO TIME TWO

INCREASE DECREASE CH5E.

S. %

.

%

.

33 67 o .

100 0 0

.

0 33

...,,....

67

100 0 0

33 67 , 0

67 33 '0

0" 100 0

IDD .
0 '-,

I 0

,F11014 TIME ONE. TO TIME THREE:

t F.AsEUp,
.

DECREASE

NO

CHANGE

. %

.

100

33
,

33

67

0

67

33

67

%
7--

0

33.

, if, 33(

.0 \

67'

33

,

67
.

33

'

.

%

. ..

0 %

.433

33

33

33,
c

0'

-
,

V

0\.0
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APPENDIX U

RELATIVE FREQUENCY OF OBSERVED APPROPRIATE AND
, .

INAPPROPRIATE SOCIOEMOTIONAL BEHAVIOR IN THREE.AREAS FOR

INDIVIDUAL SUBSAMPLE CHILDREN OVER THREE POINTS IN TIME

.
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.

II.

4
V

..,

r.,

_. .

.
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I
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5.90
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CHILD'S NAME

OBSERVATION TIME

SPOIL. READINESS N

'Appropriate

Inappropriate

SELF ESTEEM

Appropriate

qnapprOpriate

POTIVATION

Appropriate

,inappropriate

TALS

Appropriate

Inappropriate

ew.

or

Mr

RELATIVE FREQUENCY OF OBSER APPROPRIATE AND INAPPROPRIATE SKIMOTIONAL BEHAVIOR

IN THREE AREAS- FOR INDIVIDUAL SUBSAMPLE
CHILDREN: UN MARCO ABIERT0i

t

Irma I

.

.Victori a Cri SO tit Lea

_

Carolina Jose

1 1 1 2 3 1' 1 2 1 3 1 1 2 1 3 I 2 1 3
I

1 1 2 3 1 1 2 i a

3.i
67

0

.

0

0

.33

0

100

0

2 ...:.

0

0

59

0

50
I

0

'100

0
..

8 ...LiLAIL
75

0.

43

0

13

0

100

0

0

100;

0

0 14

0

0

0

100

.i-

1

1 17

17°`

/
0

17

SO

0

67

34

56 $.'

fili

13

6

13

0

82

19

5 .A-1419«..3.,..8
0 .

20

40

0

20

ZO

60

40

50

50

0"

6

0

0

SO

50

70

0

0

0

30

0

100

0
......,

67

0

0

0

.

33

0

100

0 1
I

17

0

1 17

i 0

67

0

100

0

1 a.....L.
47

0

7

0

.
47

0

100

0

33

33

33

0

0

0

67

33

1 2.....1.
0

0

0

b

0 IF-33

0

0

,, 0

56-

11

I (

.0

0

0

89

11

101

20

30'

30

0

20

01

701
.

30 1
1

.21

1 0

50

- 0

0

50

0

.

50

50
,

. 18

11

39

17.

0

-
33

0

61

39

1
Percentage totals may. not equal . 1008 due to rounding.

t.
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.br

L

SOU SII-PREFERRUIG

Ernesto Lucia Candido Barbara Danny

1 1113 lel 2 ! 3 1;213 1t 213 1i2L3

2 :

0

50

0000000
.

50 '

0

.

50

5,0

5

40

40

0.26

20

O.
N

60.

40

119

32

5

32

$

//
90

1 10

31

0

33

0

67

. 0

67

33

21

50 I"

.50

0

0

!
1 50

1 50

3

67

33

0

.

A

0

I ,

1
67

1 13

11

01

0

0

'00
100

0

100

0

el
01

50

0

30

0

501

S0;

7

71
1

0

14

00010
14

0.

100

0

2

50

0

0

50

0

100

0

il
0

0

. 0 '

100

0

100

0

15

' ,13

44

0

44

0

57'

1 44

51111
601:100

01

40

-0.00

0

0

100

0

I
0

1

0

01

01

0

J
100'

0

1 60
I

1 21

11

5

0

71

.21

a

592
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a

11.0'S NAME

SMAT1ON TINE

CH001LREADINES$

Appropri;te

fitapproprtate

ELFSTEEM

Appropriate

Inappropriate

IYAT ION

Appropriate

Inappropriate

ALS ,

Appropriate

Inappropriate

RELATIVE FREQUENCY OF OBSERVED APPROPRIATE' AND INAPPROPRIATE SdCIOEMOTIONAL BEHAVIOR.

IN THREE AREAS FOR INDIVIDUAL SUBSAMPLE CHILDREN: AMANECER1

0

SPN4ISH.PREPERRINC

Jul lo
1-

Ramona Doris
_..

James, Claudia

1 1 2' i3 1i2i3 1120 1/2 I 3 1/2 i 3

1
,...4......1.........4....__
%

' 2

I

5'

% .

3

%

1 3

I

1 5

%

1

%

3 1 3
...4....._...4...i

% / %

2

I

1 2 1 3

.I: %

8
..I...4.i,--.

A

1 0

I,'

1 2

I

0 50 40 33 33 20 100 . 0 67, 0 100 33 50 Not 0

100 50 40 0 33 40 0 0 0 0 0 33 25 NQ 0

! ' A

. .
'00 0 0 0 0 0 0 0 0 0 0 0 140 0

0 -0 0 0 0 0 0 33 0 0 0 ',.` 0 NO 0

, i

0 0 20 67 33 40 0 ' 67 33 100 0 71 254 'Ai? 100

0
.

0

.

0

,

0 0 .0 0 0 0 0

14
0

t
b:64. .e, No 0

P

0 50 60 100 66 :60 100 67' 100 1001100 '66 75 '`\ NO 100

. . .

100 50 4Q 0 33 40 0 33 0 10 0 .:.7. 25 HQ 1 0 I

1 1

-93

1
Percentage totals 'lay not equal 100% due to rounding.

2
NO Not observed.

_11&

4

ENGLISliPRCITRIIING

Ciotti de David Judy Martin Cregorlo Ruth

1 1 2 1 3 1 I 2 1 - 3 1 i 2 : 3 ) ; 2 1 3 1 i 2 1 , 3 1 1 2 I 3

3;

%

0

67

0

0

33

CO

33

67

4

If
SO

25

25

0

0

75

25

1 6

%

17

33

r 0

040-0
500000,000
67

33

6

%

17

0

33

0

100

0

1 6

, %

50

17

0

33

80

17-

r 6
t

50

17

17

17

04

17 .

4

;
75

25

0

000
0

75

24

1 3-
1

%

:67

0

33

0

100

0

8

%

50

13

13

25

88.

13

4

%

75

0

25

OCCONO

0

DitIONO

100

0

4

%

100

0

0

r 0
//

100

0

_5 11 0 1 5, 7i

I

43

0

14

0

43900
100

'00

4

;
50

' 50

0

0

50

SO:
I
t

10 1

I

70

10

0

0

20

.
5/
10

%

80

0

0

20

-

100

0

I

100

0

0

0

100

0

I

NO

NO

NO

NO

NO

NO

%

40

40

0
0

20

A.

(

: 6.0

40
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RELATIVE FREQUENCY OF OBSERVED APPROPRIATE AND INAPPROPRIATE SOCIOEMOTIONAL BEHAVIOR
I

IN THREE AREAS FOR INDIVIDUAk. SUBSAMPLE CHILDREN: ALERTA1

sh1sn.22Ertamo

CISSI.O'S NAM

OISCIVATICN TIME

N.

j1,1001. ItAIIINESS

Nor*, ria te
Inappropriate

jEtESITEM
Appropr 1 a to

!wore*? III.
31:171YAT

AOPrf11 PIP if

Inappropriate

Appropriate
inappropriate

1
AP"

,

franeitco , Alieta !tart.. Judith . Veronica Shipley

li 2 13 11 2 I 3 1 1 2 I / I 1 2 3 1 1 2 3 I 2 1 3

511
s. a

40 1 0

- 0 1 0

1

d0 1 0

0

20 1 100

0'10

100 Iwo
0 1 0

2

...24....4.1.....
S

0

SO

0

0

0

50

0

too

, 3

' a

22

33

22

11

,

11.

0

SS 1

, .40,1

1 4

a

25

25

25

0

25

0-0

75

25

3

ltwo4.4.......1....4.1.............44....
a

33

0

67

0

0

loo
0

1 31

/ a

1 33

0

61

0

0

1

loo

0

S

a

20

20

40

20

1 0

1 0

sr-
40

21

1

0

1 00

0

0

0

01

a

100

li 2

I a a
/

, 01 0.

. 01 SO

1

100 I 0

0, 0

1

0 1 50
01 0

1

loo : so
01 SO

I i 3

a / a

1001, 67

0 1 33
I

0 1 0

0 1 0

/

0 0

0' 0,,,

100 167

01 33

''6
a

SO

1 23

0

0

05

0

75

25

7r,
to..441141:011MN.11.0.11.0.4100i0O.D

s1 a

571 0
01 0

1

43 1100

01 0

01 0

010
t

100 1100

01 0

.

.a

0

0

100

0

0

0

100

0

2

a

30

0

SO

0

0

0

100

0

1

t
Pertestoge totals nay not ogee 1001 due to rounding.

NO kot observed
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21131.1511.PRZttitRINS

aeat'jartf Kurt that). , Weald CI 1 tabeth Nan d Jaime Jody

1 213 112 3 1 213 I 2 3 1 2 3 1 2 3 112 s 3 1121, 3
/

51 21 0

70 0 1 0

40 ; SO 1
4"

0

.1 ,
40 ; 50 I 0

01 Li 0

ol oi ,4
0 ; 0 1 0

V.1 1

60 1 SO j p
40 1 SO 1 NO

I

2
....4,4,1

%

100

0

IS

0

a

0

100

o

,

t 4 1 2
4444 *oho

% I %

0 i SO
25 1 SO

,
50 ' 0

0 1 0

0; o

25 I, 0

1

SO 1 50

so 1 so
I. .

1...i....4
1

0

100

0

0

a

0

0

01

1 4 1

1 %

1 17

1.13

ri
0,1

0

1 17

83

I

S

%

40

0

20

0

so

0
P

100

0

6aw.....
%

67

0

lf
a%

ts
0

99

0

1

I 1

0

. 0

100

0

a

,,0

100

0

-2

%

0

,50

0

0

so

0

50

SO

1.
' Sri
100

60

0

o 1

o

,0

100

0
"'

9
**o

0

44

44

a

II
0

55

43 is,

_.,i

4

1

IS

50

0

a

25

0

_50

SO

3
e.........

%

0

0

0

a

'
,
10*

0

1

%

0

100

0

o

0

100

0

.....1.1..........i

0

0

100

a

0

0

100

0

4

SO

0

SO

N a

a

0

101

0

, 4

3

1

0

0

i00

0

o

0

HO

0

4

I
75

1 0

0

23

0

100

cr.

01
44 1

I
1101

N0!

NO'

sol

sol
Na I

1(0

v

0-
4

I I
;II

NO

1

Na

NO

to
NO

NO

Na

1

38

25

13

0

ts
0

7,6

s 25
[ _

o*

...

Amp

If
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:HILO'S NW

03SERVATIONT14
Ng.

SCHOOL RUMNESS

Appropriate

Inappropriate

oLF ESTEEM

Appropriate

inappropriate

HOMO 10N

Appropriate

InaoPoptrate

411,10,1

Appropriate

Inappropriate

RELATIVE: FREQUENCY OF OBSERVED APPROPRIATESAD -INAPPROPRIATE' SOCi0E0TIONAL BEHAVIOR

IN THREE AREAS FOR INDIVIDUAL SUBSAMPLE CHILDREt. NUEVAS FRONTERAS1

'44

SPANISHPREITRA1NO

Pit goal Evelyn Nect14 - Odon Juan Ray r
Arturo Linda (Witte

1 ' l' ij 3 I 2 , 3 1 $ l 3 1 2 3 1 2 3 1 2 3 1 2 1 2 ' 3 1

r'
1 2 3

0 1

22,3
NO2

NO

.

20

80

NO

NO

no

NO

7

14

0

0

29,

14

43

38

I 72'
I . 1

1 11

45

9

.

18

1$

0

9

i 63

36

6

2

17

0

0

50

0+

33

11'

63'

12 427

2

.42

8

25

17

0

84

67

33

2.;
41 -

122

12

0

6

n

41
41

2

100

0

0

0

0

0

100

0

12 Ii

2

50

'25

, 0
'
$

2

$

68

41

7

%

43

8

14

0

0

-43

57

43

I

0

0

to
--N

100

0

180

P
1

10
41,6,

3

50

20

0
,

0

20

101

70

30

13

eme....44

2-

54

15

,
'25
' 4.

0.

IS

0:

84

15'

A 11

3

45

18

-
9

9

18

0

72

_ 27 i

18

2

22

.22
.

0

'17

22

17

44

56

4

2

25-

to

0

0

0

t

75

25

33
....

21

62

0

-12

_

G

IS

21

79

35
.

17

33

0

II

r 3

36

20

BO

,3

67

33

0

0

0

67

33

33

39

35

0

3

3

15.

42

57

30

- 50

10

20

0

. 0

if
,

70

30

,3
.17,

33

0

0

0

33.

33

'1

66

33

,331

65

36

0

0

9

0

64

36

9.

56

22

22

0

. 9

0

70

4

4

50

0

25

0

25

0

100

0

1 9

,

56

0

33

0

.11

e

100

0

6

,.

00

/ 0

-20

0

0:

100

0

%

100

0

'
0"

0

0

0

10,0

0

1
Perontage totes may not equal 1003 duo to round's,. .

2
NO Not observed
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FILMED FROM

: '5gsr COPY AVAILABLE_

tT

Of

ENCL1511PALIEIMING

Alberto . Janet Toney

1 1 2 1 3 -1 1 On 11 2 3

1

5 1

3 .

44 1

22

11

o

01-6
1

42;

.,

56 1

44 1

22

2

36

1 41

0

s

14

41

60

10

S

50

30

10

10

0

0

60

40

I
.
,9
01

0

o.o
0

300'01
0

100

01

13

.2 1

38 1

23

15

.

23:

3$

51

7

..-----1.
2

43

1 0

0

0

0

57
i

43
-

57

1

31 E!
3 / 2

33 30

331 40

I
oi 0

or 1F

, 1 !
33; _0

01 25

1
6f f - 30 I

1

33 i 70

'39

3

34

26

its\

3

, 29

40,

60
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APPENDIX ' V

PROPORTION OF THE DAY SPENT IN DIFFERENT ACTIVITIES

BY SAMPLE CHILDREN AT TWO POINTS IN TIME
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a It

4 .

c -A124 -,

41,

UN MARCO ABIERTO I EXPERIMENTAL HEAD START CHILDREN

riot
101111FR5

Ker

Tine of Day Sle01009 TT Plail69. Scrlool. flails/
Recreation

Sleeping TV Playing School Mali/
Recreation

6:00 A.M. -.

9:00 A.M.
6.00 7.33 2.67

:

' '4.00 0.67 1131

J
3.17 0 ilo3S 1.50

4:00 A.M. -
12:00 Roan

0.67 2.67 4.67

.

0

11.33 0.67 0 0 3.17 25.40 1 0 t

12:00
PAM.PM.

1.33 4.00 6.67 ' 7.33 41.67 1,59 1.59 3.17 14.29 3.1

3:00 P.M.
6:00 P.M.

0 5.13 14.00
,

'0.67 - . - 0 0 4.76
4

11.11 1.59 1.59
.

9:00 P.M.
4.00 9.33 6.00 0- 0 3.17 .

9rw
.1.59 0 1.59

TOTAL 12.00, '28.67 34.00

' 'c

23.33 .
.

2.06 IS
\
$7 11.11 17.46 47.62 7.94

UN.MARCQ-I COMPARISON CHILDREN

ticriviras. rocr

Ume.01 Day $10$0109 ,

:

TT

9.49

Playing

..

2.92

"

School ,

.;

5.11 ,

Meals/
Reciption

0.73

Sleeping

1.79.

TV

\

0

Playing

0

SChool

7.14

Meals/
Recreationx

----.r.,--

1.79
6:00 A.M. -

9:00 A.M.-
2.19

-9:00 A.M. -
12:00 Noon 0 0.73 2.92 11.,79

a-

.0 0 1.79 3.57

.

22.14 ' 0

12:00 Moon
3:00 P.A. 0 0.73 12.$7 5.114 ' 0% 0 0 ra,so 17.06 0

3:00 P.M. -
6:00 P.M. 0- S.$4 10.95 0.73 . 1.46

-o
1.79%,

.-

3.57 7.14

.

1.79
.

6:00 P.A. -
9:00 .M. 4:21 S.11 1.76 0 0.73 . '1.79 * 1.79 1.79 0 , 1.79.

""

TOTAL 7.70 216;0 39.42 4 28474: 2.92
0

5.36' 7:14 25.00.'

_

51.93

t

.

3.57

e

ti

4'



125-

1

tti

.UN MARCO ABIERTO II
EXPERIMENTAL HEAD START CHILDREN

hcslvlslrs, EMT

Time of Day
Sleeping 77 Playing School

A
Mali/ .

Recreation

. Sleeping TV Playing

IP

School
..

Meals,
kecreation

6:00 A.M. -

9:00 A.M.
12.03 1.90 3.14 2.53 l.10" 6.4S 1.94 1.29' 3.23

9;00 A.M. -
12:00 Noon

. .

0.43

.

1.00 -4.90 12.39 4.43 0 3.23 '3.91 4 10.97 0.45

12:00 Noon
3:00 P.N. 1.27 1.90 6.96

- --.

0.96

__ . _ ___

1.27 0.65 3.97 6.45 9.03 0.65

3:00 P.M. -

6tto P.M.

ti

0 3.00 0.49 1.27 5.70 0.65 6.45 12.26 0 1.29

6:00 P.M. - =

1:00 P.M. .
3.09 3.11D 1.st

A

0

/
,...

3.16 1.94 9.03

.

4.52 0

-

2:50

;URAL 20.99 23 .29 29.21 It . 52 '

. .

0

17.0
,

f

10.32 29.03
.

.

20..67 21.29
-

0.29

I

Pie

'ON'MARCO ABIERTO II COMPARISON CHILDREN

PCIT/ITIES POW

Ti..*? Day

1

i1.70103
77 Playing , School

ir

Meals/
aecrlatton

Sleeping
.

TV Playing
.

School Meals/
lacrtatioe

6:00 A.M. -

9:00 A.M.
,S.49 S.49 7.69' 0 2.20 2.70 5.42 10.01 0

; .

1.3S

9:00 A.M. -
12:00 Moo

.

1.10
.

6.59 7.69 2.20 - 1.10 0 6.76 10.01 0 1.35

12:00 Noon
3:00 P.M.

2.20 7.69 0.79 2.20 * 0 1.35

,

2.70 17.57 0

3:00 P.M. -
6:00 P.N.

0 0.79 7.60 01 3.30 0 S.41

i

13.51

q

0

.

1.35

9:00 P.N.
3.30 7.611

36.26

7.01

1

39.36

.0

4.40 '

° 1.ic

7.49

0
.

4.05

0.46

29.73

. 9.46

42.14

.0

0

0

0

4803

TOTAL 12.04-

...tottrArt

s

601 40.
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AMANECER I EXPERIMENTAL HEAD START CHILDREN

AGIIVITIES 1/

Time of Day 5499149 TV. . P/aying . School Meals/
Recreation

Sleeping TY Playing "School, Meals/
lecreitioa

6;00 R.F. -

9:00
1672 3:62

-

3.62 7.25 4.35 2.02 4.114 1.01 9.09 2.02

900 A.M.
12:00 Moon

0 0 2.17 18.12 0 1.01 0 0 24.25 0

12:00 Noon
3:00 .M.

1.45 0 0.72 17.3, .
0.72 0 0 0 20.20 1.81

`6:00 P.M.
. 0.72 5.90, 10.14

/

0.72 2.17 ,

0 3.03 15.15 1.01 0

9:00 .R.
2.17 10.14 7.25 0 0.72 * 1.01 9.09 6.06 0 0

TOTAL 5.07 19.57 23.91 41.48 7.97 4.04 16.16 22.22 54.55 2.01 4

rws

AMANECER I COMPARISON CHILDREN

Pcfnmmm PO9T

Time of Day Sleeping 79

I

Playing
f

School Meals/
Reception

Sleeping TV Playing School Meals/
Aecteation

6:0021.14. -
5 :00 A.M. 5.97 8.21 5.22 0 0;75 10,97 8.70 0 0 1.09 .

9:00 A.M. -
12:00 Moo*

0 5 57..12.400

.

0

-

f 1.49 1.02 2.17 11-17 1.t) 6.52

12:00 Moon
3:00 P.M.

5.97 , 5.117 7.46
1

0
q

0 2,26 2.26 7.61 1.09 1.09

6:00 PA
0 11.114 8.21 , 0 0

0 10.97 7,61 0 2.17

6:00 P.M. -
9:00 P.M.

1.411 12.69 S.22 0
.

0.75 2.26 9.70 2.26 fir 4.35

TOTAL

.. ,

13.7 44.71 20.91 0 ' 2.99 10.411 14.79 29.25

.

2.17 13.22,

mt

602
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AMANECER II EXPERIMENTAL HEAD START CHILDREN

Amyl Tus

Nee

Time of Oay Sleeping TV Playing School
.

Peals/ -

Recreation

Sleeping TV
...

Playing School Meals/
Recreative;

6:00 A.M. -

9:00 A.m.

P

_
7.18 1.54

...,..

1.54 8.72 1.03 7.95 2.84 3.98 2.84 2.64

9:00 A.M. -
12:00 Ryon ' 0 0 2.05 17.55 0

..-

0.57 0 2.27, 9.09 0.52

12:00 Moos
3:00 P.M.

2.56 0 . 1.03 15.34 1.03 , sal-. 1.14 3.41 5.11 5.6$

3:00 P.M. .

6:00 P.M. ,

0 5.64 10.7? 2.05 1.54 , 0' 5.11

. Y

10.21 1.14 2.84

......tr
0.57 ,

9:00 P,11.

1.54 9.23 . 9.23 0 0 2.14 ' 6.52 9.09094. 0

TOTAL
11.26

.

11.41

,

24.62 44.10 3.59 14.77

.

12.61 28.98 18.18

.

20.45

AMANECER II COMPARISON CHILDREN .

JerrviT1111

Time of Oay

_

Sleeping TV Playing School Meals/
Recreation

Sleeping
.

TV Playing 1 School Meals/
Recreation

9:00 A.M.
3.11 1.24 6.83

0 1.24 .3.61. 5.68 6.62 2.21 2.21

9:00 A.M. -
12:00 Napa

0 1.24
,

3.73

f4

, 14.91
9 0 2.47 0.74

4
11.03

\

2.21 3.68

r

12:00 Ma*
3:00 P.M.

1.24 1.24 3.11 13.04
.

1.86 2.54
4 ,

2.94 8.09 . 2.21

\

4.41

3:00 P.M. -

6:00 P.M.
0 6.83 .14.56 0.62

S

1.24 0 8.82 9.56 NO.\:174 g 0.24.

9:00 P.M.

4.35 8.07 7.45 0 0 . 1.47. 11.76
..

5.84 0.74
.

, 0

TOTAL 13.66
0.

20.50 26.09 35.40 4.35 9.56 30.15

.

41.18 8.09 , 11.03

603
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ALERTA I EXPERIMENTAL HEAD START CHILDREN

PACTIVITIES

ma

Tine of Oay Sieela*9 1
rk

'

.
Playtml SchOol Meals/

Recreation

Sleeping TV Playing . .

School
Recreation

4.04

6:00 A.M. -
9:00 eil 5.93

.

A
2.39 5.93 0 5.06 8.06 1.61 4.84 3.23

9:00 A.N. -

12:00 110m 0. 3.39 7.63

.

6.717 1.69

_

0 1.61 4.84 11.29 1.61

i

12:00 Noon
3:00 P.M. 0 0.5 5.93 12.71 0

0--

A.6I 0

0

6.45 12.90 0
4

3:00P.M. -
6:00 P.M. 2.54 5.08 12.:7)

%._

0
11,

0' .
0 4.84 12.90 0

. ,

0

6:00 P.N..-
9:00 P.N.

4/159 6.70 9.32

.

0 0.5 3.qi 0 5.45 8.0' 0 1.61

- 70TAL

.

11.86 19.49 41.53

.

19.49 7.63 12.50 414.52 37.10 27.42 8.06

ALERTA I COMPARISON_CHILDRP

W112121E5

NM
POST

.,

lise of Day SIce211/9
7Y Maytag School Meals/

Recreation

Sleeping TV Playing School Meals/
- Recreation

9:00 A.M.AM
5.00 2.50 2.50 0 0 4 rh os 0 et s o

9:00 A.M. -
1200 Moon

o ' 7.50 12.50
.

0 0 12.50 if 75.03 50.00 12.50. 11

12:00 Noon
3:00 P.M.

0 2.50 17.50 0 0 2.63 2.63 13.16

.

o .

3:00 P.M. -

6:00 .PL
0 12.50 7.50

0 0 ' .7.89 10.53 o 2.63

.6:00 P.M. -

9:00 P.M.
0 6.00 15.00 o 0 0 5.26 13.16 0 0

TOTAL 15.00

.

30.00 55.00

i

0 26.32

i

21.05 7.37

f

0

.

5.26
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ALERTA II EXPERIMENTAL HEAD START CHILDREN

Time of pay Sleeping TV PlayIng School
-

Meals/
. Recreation

Sleeping TV Playing School Meals/
11tecreatios

6:00 A.M.

9:00 A.M.

.

5.17

.

5.17 5.17, 3.45 , 1.72
AP 21.81 0 s . 0 0

12:00 Moon
0 5.17 6.90 6.90 - 1.72 , 0 0 4.76

1

,..

23.81 0
.

12:00 Noon
3:00 P.M.

1.72

*

L 1.727- 3.45 12.07 . 0 0 4,76

.

.4.76 19.05 0

6:00 P.M.
1.72

(

8.62 6.9/ 1.72 1.72 0 4.76 4.76
,

0 1
4:76

9:00 P.M.
3.45 10.34

00"
5.17 0

.

o

.

0 0 0 0 4.76 .

r

TOTAL 12.07 31.03 27.59 24.14 5.17

---
.0,,

23.81 9.52 14.29 42.86 9.52

ALERTA II COMPARISON CHILDREN

AcTrvrrirs .*
POS7

Time of Day Sleeping

.
TV Playing School Meals/

Recreation
. Sleeping .TV

1/..

;11Playing P School Meals/
Reireation

04R00 A.M. -

9:00 A.M.
15.00

-,
,

.0 540 0 0 12.59 12.50 0 0
0

9:00 A.M. -
12:00 Moon

.

0 10.00 5.00 0 5.006 0 12.50 s' 12.50 0 , .

`...

1=71? 0 10.00 , 5.00
/5.00 0

.

12.50' 0 -

. -

12.50

3:00 P.M. -
6:00 P.M.

.

0 10.00 10.00 7 N. 0

.

0 0 0 12.50 0 0

6:00 P.M. -
9:00 P.M.

0 20.00 0 0 0 12.50 0 0 0 e

TOTAL
15.00 50.00' 25.00

-..-4

0 5:00 25.00%
37.50

.
25.00 0 12.50

605

.
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NUEVAS FRONIERAS I EXPERIMENTAL` HEAD START CHILDREN

tcrwrrics
KS?

4,

Time of Day Sleeping TV

'

Playing School Meals/
Recreation

.

Sleeping

N
IV Playing School Meals/

Recreation

11:00 A.M.
2.02 6.06 4.04

I

0 8.33 1.04 2.04 3.23 2.08

9:00 A6AL -

22:00'Moon

.

0 5.05

\
16.16 1.01 0 0

.

0 22.92 0

, .

22:00 Noon
3:00 P.M:

1.01 2.02 - .3.03 16.36 a

-r

0 0 0 21.1$ 0
......-

3:00 P.M. .
6:00 P.M.

,

0 10.101 '5.05 1
.

6.0& 0 3.13 .16.67 ,

.

0 0 ,

6:00 P.M. -
9:00 P.M. .

2.02 10.10 9.07

.

.0 3.03 0

.

5.21 13.54

o-1
0 0 .

TOTAL 5.05' 28.28 20.20 36.36 ' 10.10

1

8.33 9.38

11,

32.29 47.92 3011

NUEVAS VONTERAS I COMPARISON CHILDREN

ma , Acinars
;ter

Sleeping IV Playing School :11.::41on Sleeping IV Playing School

...6:00 -

quwV:00 A.M.
4.65 1.55 0 .6.20 0.78 + 3.17 0.79 7.14

1:00 A.M. -
12:30 Noon 1.55 2:33 17.13 0 0

11
0 0 22.22

12:00fin0w 04 2.33 3.00 r 14.73 0 0 0 0.79 19.84

3:00 P.M. -
6:00 P.M.

.
0.71 10:08 9.53 0.71 1 SS 0 4.76 15.87

6:00 P.M. -
9:00 P.N. 5.43 9.30 5.43 0 1.55 0.79 7.14 9.52 0

10141 . 11.63 24.91 20.16 39.53 3.88 -4.97 12.70 33.33 49.21

S

606

Meals/
Recreation

0

0

0

0.79
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NUEVAS FRONTERAS PI EXPERIMENT4 HEAD START CHILDREN

Pie
ips?

Time of Day Sleeping Tr Play's§ School Meals/
Recreation

Sleeping
r

TV
0

. Playing School Meals/
Recreation

..

6:00 A.M. -
9:00 km. 7.46

it

0 0 0 1.49 1.54 0 0 0 0

9:00 A.M. -
17:00 Noon 0 0 0' 40.30 ' 2.99 0 0 0 43.08 0

12:00 Mon
3:00 P.M. 0 1.41 17.91 0 0

,

1.54 3.08 13.85

...1

0 1.54

3:00 P.M. -

6:00 P.M.

.

0 ' 7.46 5.97

1

0 1.49 1.51 1.54 9.21 0 4.62

6:60 P.M. -
9:00 P.M.

- -

'2.99 7.46 1.49 0 *1.49 7.69 1.54 0 0 9,23

f

TOTAL

.

' 410.45 16.42

.

25.37

.

J

40.30
.

7.40 12.31 6.15 23.08 43.01 15.38
.

NUEVAS FRONTERAS II COMPARISON CHILDREN

tcrrnrus

time of Day
.

sleeping IV Playing School Meals/
Recreation

Sleeping Tv Playing.. School
'

_
.heals/
Recreation

6:00 A.M.--

9:00 A.M. 6.36

0

4.55 4.55 0
or

4.55 10.00
-

2.50

-
1.25 0 3.75.-

9:06 A.M. -
12:00 Moon 0 0 1.82 27.27

/
0

,

0 0 0 21.25 1.25 ,

12:00 Moon
3:00 P.M. 2.82 2.73 13.64 0

.

p.91

,

6.25 1.25 13.75 0 1.25
A

3:00 P.M. -
6:00 P.M. 0 5.45 12.71 40-

.

0 1.25 3.75 15.00 0 1.25

6:00 P.M. -
9:00 P.M. 4.35 1.55 3.64 0 .0.91

i

e.

1.25 10.00 '2.50 0 /2.50

TOTAL 12.73 17.27 36.46 27.27. 6.36

.

18.75

.

17.50 32.50 21.25 10.00

a

607,
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APPENDIX W

RANK ORDER CORRELATIONS BETWEEN

TEST RESULTS-ANDCLASSROOM OBSERVATIONS



I I

RANK ORDER CORRELATIONS, BETWEEN TEST, RESULTS
AND'CLASSROOM OBSERVATIONS

Un Marco Abierto Alerts Amanecer, Nuevas Fronteras

SMLU

EMLU

Spapish-d-nguage
Production

Englishlanguage.

.8970

.3364

.9857

4'

.8121 .6706

.8572

1:=3

-

.6364

.4970

.7375

Production .8000 .9000 ..3500 - 1::1

. .

Spanish Language 41
Comprehension

.4303 .. .5000, 4
.2232 -.0152

English Language
-

Comprehension
-.1242 .5958 .9643 .5152

Spanish Concept
Development

.4394 .8819 .0179' -.2545

English Concept
Develophent

.5909 .7455 ,7054 .3637

Socioemotiopal .2030 .5212 .2679 .4485

1With the exception of the constructs of English and Spanish language production, post-

test scores of all Spanish and
English subsample children for whom test results were

available were correlated with frequency counts of their behaviors in the same area

during the last period of classroom observations. On the measure of first language

production, Spanish preferring.children were used for Spaniih language,pcoduction

and English preferring children for English language production.

2tt3 Rank order correlationiokere not computed due to
insufficient cell size (n4:4).

609

a
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APPENDIX X

. UNADJUSTED MEAN VALUES'FROM PRE- AND POSTTEST INTERVIEt4S

ON FOUR MOTHER MEASURES FOR THE EXPERIMENTAL HEAD START

AND COMPARISON MOTHER SAMPLES

S

"II
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Z

.4.

1
La9uaLeAtsessment df Gild

Spanish Ability'

English hbili4kb

Maternal Lancluicte Usage
. ^

- 5panish4pWaking Ability

Instructs in Spanish

EnglishLSpe% aking Ability

' instructs i English

Mother's Role, a

Provides Formal ll,struction

Provides Insti-uctikEinal
Playthitgs

4b r

Mother's Ballet About Educationq
1VerallSchoolfffetttve

Career Preparation

importance of Bilfrigual Education

Impontante of, Self- cept '

Eduotitnal-Aspiratio for

. Child

lit .

6 11

.

EXPEtSMENTAL

w

Uri MARCO ABIERTO

'

(Pre) (Pre)

S4

(Pot)

X.
Differ-
ence

4

28 1.9,

26 17

4r

,
1;11

'1.1

2.2,.r 0.9

1.0

0.3

0.3

27 2:4 1.0 2.5 0.1

9 0.3 0.5 0.4 0.5 0.1

28 1.5 1.3 '1.6 1.3 0.1

9 -0,A 0.5 0.6 0.5 -0.1'

27
*Or

0.2 . 0.$ -0.1

28 '0.6 0.1 5.6 0.2 0.1'
x -

'27 3.8 1.0 3;9 0.8 0.1

17 2.6 0.9, 2.1 0.5 -0.5

24 4.6 0.7 4.t 0.3

24 4.3. 0.5 4.2 0.4 -0.2

25' 17:4 I.g 17.4 1.4 .0,0

VP.

11

fr

COMPARISON,

N

29

20

28

6

29

22'k

. .

29

28

23

24

24

a;

.

(Pre)

. y

2.2

1.4

2.3

0.5

'1.2

047

0.6

3.8

2.5

4.6

4,5

17.1

(Pre)l (Pont)

SO T
'

1.1
.

1.2 -t.t

0.9 2.8

--0.6 0.6

'1.t,

0.5 0.4

0.2 . 0.7

0.2 0.7

1.2 3.7 AL

1.0 *1.4 $1,

0.4
::11

.

1.2 17.7

004
SO ,

1.0

0.9

04
8.5
1 . 2

'0.5

0.3

0.1

1.0

0.8

0.2

-0.1

I

Differ-
ence

0.1

0.3

0.5
0.1
0.3

-0.1

-0.1

-0.1

1.551.

6:6.
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f f UN MARCO ABIERTO II

EXPERIMENTAL
0

Language Assessment of Child,

Spanish Ability

tnglish Ability

Maternal Language Usage

Spanish-Speaking Ability

InstOUcts in Spanish

English-Speaking Ability

Instructs in English'

Mother's Role as Teacher

Provides F rmal Instruction

Provides I structi1lal
Playthi gsd,'"

Mother's Belief About Education

OverallSchool Effectiveness

Career reparation

Importanie.of Bilingual Education

Importance of Self-Concept

EdUCALWAT Aspiration for

Child

613

ARISON

(Fie)

T

(Pro)

SD

(rat)

T

T.
Di f far-

ence

(Pre)

T

J.

32 1.8 1.1 1.6 1.0 -0.3

32 2.0 0.9 t.0 OA 0.1

32 2.4. 0.9 2.4 1.0 -0.1

8 0.4 0,4 0.3. 0.4 -0.1

32 1.9 1.1 2.0 .4.1 0.1

8 0.6 0.4 0.7 0.4 0.1

32 0.8 0.2 0.8 0.t 0.1

32 015 0.2 0.6 0.2 0.I

32 3.9 14 3.8 0.9 .0.1

26 2.4 0.9. 2.6 1.0 0.2

28 4.1 0,6 4.0 0.6 -0.1-

28 4.2 0.4 4.1' -0.11' -0.1

29 13.5- 2.0 14.6. fa.5

('Pre) .(foit)t (Post)
Differ-

SO T SD ence

17 0.5 2.3 0.5 -0.3

17 1.1 ' 0.8 1.t 0.6 0.1

17 2.8 0.6 f.7 0.5

1 `0.0 0.0 -

17 la 0.9 » 1.t 0.4

1
1.0 1.0

-0.I
0.0

0.0

0.0

17 , 027 0.2 0.6 0.3 0.1

0.6 0.2 0.4 0.t -0.2

Si

17 4.1

12 2.2

14 4.6

14 ,4.3

tal 3.5 0.1 -.0.5

0.1 t.t 0.6 0.0

0,4 4.0 0.1 -0.6

0.5 4.0 0.0 -0.3

17 15.2 2.6 '14.9 5.1 . -0.4
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EXPERIMENTAL

MI/

AMANECER I

cetvaitzsori

11

(Pre) (Pre)

54

(Poet) (rw)

SO

T
Differ.
Once N

27 1.7 .
1.5 1.0 -0.2 25

;7 2.4 0.7 2.1 0,6 -0.2 25

2.5 0.6 2.3. 0.7 -0.1 25

10 0.1 0:1 0.1 0.2 0.0 9

'27 2.1 0.8' t.0 O.: -0.1 25

10 0.9 . 0.1 0.9. -0.1 9-

J

27 0.8 0.3 0.7 0.3 -0.1 25

27 0.6 0.3 0.7 0.2 0.1 25

27 4.2 0.7 4.1 0.5 0.0 25

23 2.3 0.8 1.0 0.7 -0.3 22

22 4.6 0.6 4., 0.7 -0.3 23

22 . 4.6 014 4.5 0.6 -0.2 23

26 15.4 4.7 15.5 1.9 0.1 25

(Pre)

f

2.0

2.4

'2.4

0.1

2.2

0.9

0.8

0.6

4.1

2.0

4.5

4.6

15.9

(Pre)

40

(Pont) (Post)

SO

Differ-
ence

1.0 2.0 0.0

0.7 f.3 0,6 -0.2

0.8 2.2 0.8 .0.2

0.2 0.1 0.1 0.0

0.6 2.2 0.6 0.0

0.2 0.9 0.1 0.0

0.2 0.8 0.1 0.1

L0.2 0.6 0.2 0.0

0.9 4.0 0.2 -0.1

0.9 2.0 k 1 .0 0.3

0.6 4.f 0.6 -0.3

' 0.4 4.5 0.5 -0.1

2.2. 15.8 7.2 -0.1

, 616



Language Assessment of Child,

Spanish Ability

414 English Ability

Maternal Language Usage

Spanish-Speaking Ability

Instructs in Spanfir-

English-Speaking Ability

Initructi in English

Mother's Role as Teacher

Provides Formal Instruction

Provides Instructional
Playthings

Mother's Belief About Education

---tvaratt-School Effectiveness

Career Preparation

Importance of Bilingual Education

Importance of Self-Concept

Educational Aspiration for .

Child

617

AMAiqgCER II

'EYPERIMERTAL'
COMPARISON

(Pre)

T

(Pre)

SD

:(Tus t (Nit)

SD

36 2.6 0.5 2.4 0.5

38' 1.4 1,8 1.6 445

36 2.5 0.5 2.5 0.6

IS 0.4 0.2 0.4 0.2

! 36 2.1 0.9 2.1 0.9

15 0.6 0.2 0.6 0.2

36 0.9 0.2 0.9 0.2

36 0.6 0.2 0.7 0.2

36 4.1 0.7 ' 4.0 0.6

32 , 2.7 .1.1' 2.1 0.7,

35 4.4 .0.5 4.3 0.4

35 4.2 0.5 4.1 0.4

36 16.8 1.6 1.6.3 1.9

7
Differ.

ence

(Pre) (Pre)

SD

(Pot) (rvat)

SD

z
Differ-

ence

-0.3 30 2.4 6.6 2.4 0.6 0.1

0.2 30 0.9 0.9 7.2 0.9 0.2

0.0 30 ' 2.3 A 0.5 2.3 0.1 0.0

0.0 12 0.5i 0.3 0.5 0.3 0.6

0.0 30 1.Er 1.0 1.2 '0.9 -0.1

0.0 12 0.5 .3 0:5 0.3 0.0

0.0 30 1 0.8 0.2 0.8 0.2 0.1

0.0 30 0.6 0.2 0.6 .0.2 0.1

-0.1 30 4,0 0.7 4.0 0.7 0.1

.0.5 24 2.5 1.0 2,5 1.0 0.0

-0.1 24 4.5 0.5 4.3 0.4 -0.2

-0.1 24 4,2 0.4 4:2 0.4 0.0

-0.4 29 16.7 2.0 16.1 2.0 r0.5-
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ALERTA I

u/w -

ARISON

(Pre)

.......".."...."...

(Pre) (Mat) (root) 7
Differ-

(Pre) (Pre) (root)

.

(root) ir
Differ-

Y SO Y SO ence N '7 - so 7 $0 vice

--/

20 1.6 . 1.2 1.7 1.0 0.1 6 1,6 r, 1.5 1.3 4
20 2:4 0,8 2.5 0.7 N0,1 6 2,0 1,1 1.8 1.2 .0.2

20 1.9 7) 1,3 1.8 I.2 .0.1 6 1.5 '1,6 1.8 1.5 0.3

9 0.3 0.3 0.2 0.3 ,0.0 3 0.2 .Q.2 0.2 0.2 0.0

20 4.3 0.7 2.4 0.7 0.1 6 2.2 1.2 2,0 0.9 -0.2

9 0.7 0.3 0.8 0.3 0.0 3 0.8 0.2 0.8 0.2 0.0

. .

20 0.9' 0.1 0.9 0.1 0.0 6 0.8 ,,0,4 0.9 0.1 0.1

19 v 0.6 0.2 0.7 0.1 0.1 6 0.6 0,2 5.5 0.2 -0'.1

"i

-,..

3.5 1.0 3.1 1.0 -0.3 6 3.0 1.1 , 3.3 11.8 0.3

7(4 2.6 1.3 2.6, 0.9 -0.1 5 3.0 1.4 2.8 1.1 , -0.2

16 4.3 0.4 4.2 0.5 -0.1 5 4.3 0.8 4.3 , 0.3 -0.1

16 4.5 0.5 4.2 0.7 -0:2 5 4.2 0.8 4.3 0.5 0.1

20 15.8 1.0 17.0 1.1 1.3 6 16.3 2.3 16.2 0.4 -0.2

_
.
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ALERTA I I

EXPERIMENTAL
COMPARISON

tf

(Pre) (Pre) (rest)

SO

(rust)

SO

3r

Differ.

once'

11 1.7 1.0 2.0 0.9 0.2

A
, 11 2.6 0.1 2.8 0,4 0.1

11 2.1 1.0 2.1 1.0 0.0

6 0.2 0.2 0.2 0.4' 0.0

11 2.4 0:8 2.6 0.7 0.3

6 0.8 0.2 0.8 0.4 0.0

11 0.9 0.1 0.9 0.1 0.0

10 0.7 0.2 0,8 0.2 0.1

11 3.4 0.9 3.4 1.3 0.0

7 3.4 1.4 2.4 1.1 -1.0.

8 4.,), 0.8 4.2 0.6 -0.1

8 4.4 0.5 4.4 0.5 0.0

7

11, 17.6 0.8 . 01:0 0.0 0.4

N

(Pre)

: 7

(Pre)

SD

(PO4 t)

7

(rust)

SO

Differ-

4 1.5 1.3 2,3 0,5 0.8

4 1.0 44/4' 1.4 0.8 1.0 -0.3

4

0

2.3 1.0 2.3

4 1.5 1.3 1.3

0

0.5 0.0

1.5 -0.3

2 0.7 0.1 0.4 0.6 -0.3

3 0.4. 410 0.5 0'.4 0.1

4 4.0 0.0, 4.3 0.5 . 0.3

4 3.0 1.2 2.5 1.0 -0.5

3 4.0 0.0 4.0 0.0 0,0

3 4.0 0.0 4.0 0.0 0.0

4 16.5 1.0 18.0 0.0 . 1.5
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NUEVAS FRONTERAS I

EXPERIMENT AL COMPARISON

% (Pre)

'Ir

(Pre)

SD

(Putt)

T

(ruat)

SD

T
Differ.

ence N

(Pre).

I
(Pre)

so .

(po6t)

T

(Puat)

go

I
Differ-
encp

i
21 2.6 0.4 2.5 0.7 -0,1 28 2.5 0.6 2.5 0;10 0.0

21 1.2 0.8 1.5 0.9 0.4 28 0.9 . 0.8 1.2 0.1 Q.3.

4

21 2.6 0.5 2.6 0.5 _0.0 27 2.6 0.5 2.5 , 0.5 -0.1

9 0.5 0.3 0.5 0,f 0.0 5 0.5 0.5 0.6 0.4
1.

0.0

21 1.5 .2 1.8 1.1 0.3 28 1.1 11.2 1.0
-.0.

1.2 .0.0

9 0.5 0.3 0.5 0.2 0.0 5 0.5 0.5 0.4 0.4 0.0 r

20 0.9 0.1 0.8 0.2 0.0 28 0.7 .. 0.2 0.8 0.2 0.1

20 0.6 0.2 0.7 0.2 0.1 '28 0.5 0.2 0.6 0.2 0:1

.....

21 4.4 0.8 4.0 0.7 -0.4 28 4.2 0.9 4.0 0.3 -0.2

18 - 2.8 1.2 2.7 1.1 -0.1 24 2.8 1.1 3.3 1.0. 0.5.

21 4.4 0.5 4.2 , 0.5 -0.2 27 4.4 0.4 4.1 0.4 -0.2 .

21 4.4 0.5 4.3 0.4 -0.1 27 4.2 0.5 4.2 0.4 0.0

21 15.5 1.0 15.9 1.1 0.3 281k 14.4 2.0 15.9 7.1 1.4

4 '
',..-
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NUEVAS FRONTERAS 1I-

11

(Pre)

X.

(Pre)

SO

(Mat)

T

1 rit s

SD

Diffdt.

. ence

31 . 111 1.2 1.3 1.p 0.2

31 2r3 1.0 2:5 4 1.7 -0-.1

-

-

;1 1.a- .4;2 1.9 1.2 04

,..11 0.2 #0:3 0.2, .0.3 00t

31 2.2 1.1 -t.3 1.1 0.1'

11 ; 0.8 0-.3 '44.8 , 0.3- 0.0

31 0.8 0.2 0.9 0.2 0.1

. 4

1,1 0 . 6 0.2 0.6 - 0.2 0.0

31: 3.5 1.1 3.5 1.6 o.o

44 2.3 4.8 2.6 49 0.3

25 3.9 0.6 ,3.7 4.;

25: .4.1 0.4 . '4.1 0.4 -0.1

.

31 14.7 15.3 2.1 0.6

51

00. N

I

COMilARISON
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4411 X

4

30 , 1.8 1.20.-

30 1.8 . 1.1

30 2.0 1.1

0.4 0.5

30 , 1.7 1.4

9 0.6

(1'uet)

SD

4.5- 0,9

2.0 0.9

"30 3.7 1.2
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27

- 4.3

,2.0 1.1.

4. 0.5

Offl

5

26

30 ' 16.2 2.1

44.

Differ-
ence

0.2

1.1 -0.2

0.4 0.0

it 1.5 0.1

0.6 0.4 0.0 e

0.t 112 :1

0.7 0.2
N.\

0.1

3:6 0.8 -0.1

t.5 0 . 9

4.2

4.0
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0.4 -0.4"
1

!IIP a %
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APPENDIX Y

THE SETT*S IN WHICH2_093....BILINGUAL BICULTURAL CURRICULUM

MODELS WERE-EVALUATED
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A. Un Marco Abierto

1. Sociocultural Environment'

4o. Both High/Scope sites were located in tlispanic'enclaves of

large metropolises. tin tarco Abierto:I lay about 12 miles east of

tff* Los Angeles City Hall near-the border of a section of the city

known as East Los Angeles and the incorporated'dty of Montebello.
Un Marco Abiertp II Was found about two miles south,of Ooyintown Mil-

waukee in the area known as Hunter's Mint? Both areas were highly

industriclized and characterized by factories and warehouses that lay

principatlyoalong the major thoroughfares: Interspersed with the

large buildings and predominating along most ofthe major streets
were a series of bars, take-out food stands, small restaurants,

small markets, and comtercial ,establishments such as auto repait,
shops, lauhdromats, and dry goods stores.

Residential areas differed in the two locales. Those in Milwau-

kee were made up of apartment buildings and large houses converted

into multiple family dwellings, all of.which were contiguous to the

commercial /Ones, whereas in East Los Angelps neighborhoods were de-

marcated by four-lane highways-and consisted largely of single family

dWellings with yards.: In both :cities residential buildings or apart-

'Ments were generally rented by fne working-class residents.

A number of social services were available in each community and

these agencies were staffed mainly by members of the local community.

Community centers andchurch drganizations provided ervices includ-

ing adult English lessons, lunches for senior citizens, and legal

advice for community members.

-The'ethnic composillonof the-communities reflected an increase

of Spanish.4urnamed fahilies over the last few. years. IhEast Los

Angeleg, althdugh Hispanics, primarily of M6ican descent, had been

the largest ethnic group tn the area since the 1950s, at one time

there were-also large concentrations of Japanese and Anglos in the .

community. By 1960, however, approxiMately 63% of the area's popula-

tion was Spanish-surnamed and that figuft had increased to '82% by 1970.

A strong sense of ethnic bride also developed in recent years among

East Los Angeles 'Hispanics,' This was thanslated into greater politi=

cal awareness and a demand for better social services and skilled ern-

Ployment.'

Approximately 75% ofithe population in the Hunter's Point area

of Milwaukee,was considered Hispanic; In contrast to the almost en-

lirehoMexican ethnicity of the East Los Angeles population, two major'

ethnic groups were represented in the Hispanic population of Milwaukee.

Mexicihs, who began migrating to the area as, early as the 1920s, made

Up approximately ,65% of the total, and Puerto Ricans, who began

settling in the area after the Second World ,War, totaled about 35%
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of the population. Both groups came originally to the area fo work

in the tanneries, Competition for the same. jobs; asAlgll'as ethnic

differences, led to some animosity between these,two.4toups. The

area's Mexicans were numerically superior and more politically active.

They tended to dominate formal organizations. Despite'such efforts

to set.themselves apart from their felloW Hispanics, all Spanish-

'surnamed ethnic)groups tended to view bilingualism as an asset and

prided themsely6s on their ethnic' heritage.

2. Administration

Each site was supervised by an agency located about a mile from

the Head Start campus. In East Los Angeles, the agency coordinated
administrative tasks; medical and social services, parent participa-

tion, teacher training, and supervision for nine Head Start centers.

fqllowing Head Start gdidelines,'these offices provided a parent co,..,

ordinator, health care worker; social worker, special education for: -

children with developmental handicaps, and:monthly parent workshops

1
on issues related to children's learning skill's and social develop-

molk All Head Start- related services were administered from the

Hea Start center (parent meetings, teacher in-services, etc.), and

all.personnel such as the social worker, parent coordinator, and

Head. Start director had offices in the center.

TheMilwaukee Igency, on the other hand, was responsiblerfor pro-

viding social services to the Hispanic community at large and there-

fore devoted only a fraction of its resources to Head Start. Fund-

ing for the Head Start program at Site II, however, was.channeled to

this agency through another community development office.

The responsibilities of the directors (both Hispanics)pat the

two High/Scope sites differed considerably. Both had administrative

duties related to .policy and funding (e.g., writing propoSals), but

in East Lot Angeles teacher's worked directly with the teac er super-
. visor who evaluated their performance and responded to thei

room needs.. Because the director was not physinlly,pres t at the

school on a day-to-day basfs, the teachers had a.consf rable amount

of freedom and responsibility for running the program themselves%

molt hiring decisions,.especially of assistant teachers, were made in

con yltation with teachers and their recomMendations were given im-

portant consideration. 4

O.
'in Milwaukee, theHead Start director working directly on site (

supervised teachers, making frequent classroom observations and ar-

ranging.teacher tntsrviews. All hiring of staff members, salliy nego-

tiations, and distribution of funds were made through thdministra-

tion on consideratibn of the director's recommendation.

Both directors were supportiye of the High/Scope curriculum. The

California director welcomed the experimental program,.seeing it as an

/ 629
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9

opportunity that would br4ng the agency national recognition for be-

ing one of the first sites to implement the Model. He was also en-

thusiastic about getting new training for the teachers and hoped they
would be able to help disseminate the model to other sites in t'he

agency.

The'Head Start director in Milwaukee cooperated fully with the
High/Scope trainer and tried to assist teachers when theyhad prob-

.
lems understanding the'teacher'S guide, She did, however, express
doubts as to the effectiveness of the curriculum, seeing it as too
difficult for the teachers and not structured-to ensure formal conr-

cept development.

3. Head Start Settings

The two sites differed in terms of the physical plant. The

,school at Site f consisted of a prefabficated portable structure,
while the schoollt Sifell was hoosed in aneold stone thurch divided

into three floors. The large rectangular area-th East Los Angeles

(40'.x 30') was partitioned to 'provide for-a'single classroom with .

,tables where children both ate and worked; Psmall kitchen alcove

with ecompact sink, stove, and microwave ovenfOr preparing meals;
and a small office area whel-e teachers had one,desk ,in commom for

preparing lesson'plans and paperwork. Closets and bathroom's were
located along the east walls. The Milwaukee site offered three

classrooms, offices for the dirwtor and social wprkers,.auxiliary
kitchen, cafeteria, a teachers' lounge; and 'Several large empty rooms
used by visiting medical staff or by the children when it was too

cold to go outside. . P"
,

Both sites had large playgrounds comOiletetwith asphalted, sandy,

'cycles,`
and grassy areas. Both offered a xeriety ef,equipment designed to

aid in large muscle development (slides, t 'cycles:wagons, jungle

'" gyms, apsi treehousgs). The California bite eemed better arranged to

elicit fantasy play from children as tile.plyground contained a boat,

a bridge swigging between two beers, and a variety of plaStic boxes,

. buckets, and tools. Warm weather Oermittea.the East Los Angeles

children to utilize their plOgroundolltre frequently'than did
.

Milwaukee children. v
i,,,,,.1.

- .

.

4

Fifteen children in each'bf trfe Site I classes attended for four,

hours a day, four days a week. Two classes were held in the morning -

and one in the afternoon.. Each class had one teacher and one assis-' ,

tant teacher. The two,morning classes occupied the room at the same :-

time, forming one large classof 30 children -with four adult staff.

Inthe afternoon there were 15'children and two.staff members. In

each class, the teacher and assistant teacher were assigned seven or
eight children at a table for meals,iplanning,'recall, and small group

activities. During the rest of the time, children were integrated and

had access to all the adults and .children in the room.
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At Site, II, teachers taught'double sessions of approximately

three hours each, four days a week, Two of the classes observed in

this evaluation were held in the morning and one in the afternoon.

The approximately 15 children per class-worked with a teaching team

of ope teacher and one or two aides. As in East Los-Angeles, teach-

ers or aides were assigned fiveto seven children to a table for most

of the daily activities. While East LOs Angeles teachers were Pro-

vided. more free time for planning and child evaluation, they also had

responsibility for daily maintenance of the school and took turns

sweeping, mopping, and cleaning the bathrooms during children's rest

time'in both the morning and the afternoon sessions. At Site II, le

teachers had only to keep their rooms in order while two janitors

took care of school maintenance.

Children attending both the experimental and control schools in

.East Los Angeles lived in surrounding neighborhoods and therefore

walked to the centers accompanied by_parents or siblings. _In con-

trist, 80% of the children attending Head Start at the Milwaukee site

1 ' were bused.,

B. AMANECER

1. Sociocultural Environment

The two, South Texas cities of CorpusIthristi and Laredo served

as thetesting grounds for the AMANECER curriculum model. Both lo-

cales had a large population of Hispanics and both were hubs of tran-

sit networks forSouth Texas, although neither was a major urban

center.

VANECER I.was located jn Corpui Christi,a coastal city yith a

population of over 200,000. At the time of the 1970'census, 53% bf

the city's 204,525 population was White, 40.6% was Spanish-language

or surname, and 5.1% was Black. The large Hispanic population and

Spapish language media developed to meet the needs of that group made

it a city which linguistically approached'' peing bilingual, although

English.. continued to be the majority language. 'Its diverse economic

base included shipping, agriculture, tourism, the oil and petrochemi-

cal industries, and fishing. Hispanics were concentrated. in the ser-

' vice industries offering relatively low wages. They tended to live

in the low- income housing in the south and west sides of ,the city

: which surrounded the sprawling seaside residences of the higher income

families.

AMANECER II wad located in.laredo, a city of over 70,000 which

' was situated adjacent ttl the Mexican border. It had afits economic

base touriskand ranching.. The city was situated on the Pan-American

Highway and Teceived much of thelAmerican and Mexican tourist,traffic

that went both north and south of the border, Geared to this flow of-

urists, many of the rea's inhabitants, of which 86% are Hispajics,



0

- A 148-

were employed in various service-oriented businesses, such as restau-

rants, motels/hotels, and retail stores, which were strung out along

the highway. Many residential areas were Characterized by pock-

marked dirt roads and clapboard houses. In ormants described the

are, as economically depressed and the avail ble jobs as low skilled r

and low paying, Because of the city's close proximity to the
U.S.-Mexican border and the high proportidn o Hispanic inhabitants,

the use of Spanish as a medium of communicate and commerce was com-

mon,

The Head Start centers themselves at both replication sites were

located in areas separated from the min residential or commercial

areas of the city. MANECER I, whiceNts surrounded by pastures,
utilized the physical plant of a formertatholic high school. The

center at Laredo was situated on a former military base on the out-

skirts of town, near the airport, Thus neither of the centers was

truly neighborhood based,

2, .Administrition

The AMANECER sites were both administered by local community ac-

tion agencies located ata distance from the-Head Start centers.

Within such agencies responsibilities for the centeLs fell to the

Head Start project directors and the educational coTrdinator in the

case of AMANECER I and the codirector and acting AMANECER coordina-

tor in the case of AMANECER II, .

The educational coordinator and a curriculum specialist were

housed at Site 'I and had more direct interaction with the staff than

the Head Start director. /The educational coordinatOr was viewed as

the key in the decision making process by staff members who often pro-

vided input aimed at affecting his decisions.

,Both-sites had governance-board structures which allowed for. com-

munity input, At AMANECER I, staff hiring was conducted through pub-

lic announcement. Applicants were first interviewed by the education-

al coordinator and the Head Start director. These individuals, sub-

mitted the names of recommended candidates to the policy council who

approved or rejected the applicants,

At AMANECER I1,communitS, input'was enacted by means of the

Parental Screening Committee which included a group if Head Start,

parents: This cdnuittee was responsible for approving the hiring of

Head Start teaching'staff.

Site Il housed'only the social workers and Clatsrooms. The Head

Start director and AMANECER coordinator were situated at the central

Community Action Program offices, The director was seldom directly

invoivedioith the 'site as the coordinator was resppnsible for most of

the direct interactions with AMANECER II.
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Both sites had head teachers charged with making day-to-day de-

cisions. However, AMANECER I lost its original head teacher in No-

vember and her replacement in January, and no bead'teacher wat deig-

nated after that. At Site II, a single head teacher was responsible

for daily decisions throughout the Year. Individual teachers, Is

ever, were fairly autonomous within their own Classrooms.

Staff reci-uitmegtjor the demonstration project provides a good

example of the decision-making process at both sites. Teachers at

AMANECER I stated that the coorditlator approached them with the in-
.

formation that they would be takip4 part in the implementation of a

new curriculut model. The teachers and aides implied they had had no

choice in partictpating in the*oject.' At AMANECER II, the coordi-

nator, a model supporter, also made the choice of teachers, aides,

and classrooms for the model's implementation.

3. Head Start Settings
,

The isolation of-the Head Start centers led to situations that

may be atypical of many Head Start populatiOns. Unlike neighborhood--

based Head Start centers, the sites recruited stddents front.through-

out the city, Because there were,few potential famUiis in the im-

mediate area, the majority of the children were bused or driven to

the sites.

The building at Site I was part of an old high school, which had

not been used since 1972 when it was'closed due Al declining enroll-

ment. The Head Start project used a two-story, yellow-brick build-

ing with its adjacent playground and the kitchen facilities of,a red-

brick building across from the outside play area. Initially, the

150' by 75' playground area had no equipment. Parents later set up ,

swings, slides, and other structures provided by the Head Start cen-

ter with money,raised by parents the previous yaars.

The center at AMANECER I was housed in former barracks of a

military base: ThiS -mg had been renovated.to accommodate the

teachers and children., the building was divided into two sections.

Section A housed the main office where the social wotker and health

aide had their offices. 'Adjacent to the office were two large class-

rooms. Section B of the center was located directly across from

Section A. The two sections were separaitggi by a.large rectangular

playground which had a variety of equipment for child use, such as

swings, slides, jungle gym sets, a merry-go-round, and small metal

ponies for riding. Section.B,housed the classrooms implemen%,_ing %he

AMANECER curriculum. . All of the classrooms in this section were-ex-

tremely small.

AMANECER I was a full-day care center' which opened at 8:00 A.M.

and ran until 2:30 P.M. Teachers, had a scheduled planning'session

between 2:30 and 4:00 P.M AMANECER II was a full-time'extended day

(.
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care center open from 8:00 A.M. to 5:00 PA' The sites' activities

included a food service program for Cl) breakfast/snack, (2) lunch,

aid (3) afternoon snack. Eating time took approximately two hours.

The, small size of the rooms was a special'problem during napetime

when'teachett set out individual cots, on the room's floor. As the

children were cl,osely,packed together, the nonsleepers found it easy

to disturb the sleeping children.,

40

C, ALERTA

1. Sociocultural Environment

The two ALERTA replication sites were in areas of New York City

with predominantly Hispanic and Black populations. ALERTArewas lo-

cated in South Bronx, an area where an adv4nced state of physical

deterioration and'massive population displacement were evident. Al-

though there was a section of renovated townhbuses near the ALERTA I

Center, most of the area was characterized by the skeletons of aban-

doned, gutted buildingse ALERTA II was situated in the Lower East

Side of Manhattan, an area of red-brick tenements in various stages

of disrepair and several large housing projects along the EaSt River.

In the immediate area of the Head Start center there were relatively

fewer destroyed buildings and consequently more people in the streets

and a greater amount of commercial` activity than near the South Bronx

center,

In both locales, residents rented the apartments in'.whiCh they .

lived. The generally tight housing market in the city was exacerbat-

ed in these arias by the deterioration of edifices, although renova-

tion effortg and cooperative management were making available some

additional living quarters, Commercial establishments, which were

genera'ly small, included fruit and vegetable stores, restaurants,

ethnic food stands, and retail outlets, There were a number of

churches of different denominertions in both communities. Social

clubs were in evidence along with human services agencies that'in-

cluded government, legal aid, and self-help organizations. Unemploy-

ment and underemployment were high in bath areas. One result of.

this appearedtto be increasing political awareness and concern for

community edmaation aod, in some cases, growing unity across ethnic

lines in the face ot shared.crime.and economic problems.

Great multicultural diversity characterized both communities.

Puerto Ricans had been the largest ethnic group in both,areas since

the 1950s, and comprised about 60-70% of all residents. More recent

immigrants included Dominicans, West Indians, and South band Central

Americans. About 30% of the population was Black. In addition,

Eastern European, Jewish., Chinese, and Italian enclaves were found

in sections of the Lower East Side near the Head Start center.



*Both Spanish and English were common as the languages of con-

versation, place names, and reading matter in the two communities.

Language mixing and dialectical differences were in evidence. Peo-

ple had considerable pride in their cultUral heritage, but feelings

about bilingual education were mixed. Spanish speakers maintained

a desire that their children also learn-Spanish, but voiced the im-

portance of children learning English in school to achieve greater

economic security in a generally,English-dominan metropolis.

2. Administration

Each center had it own administrative staff with affices on

the premises. In additTbn to a director, a parent coordinator,

secretaries, custodian, and kitchdh staff, both sites also had fami-

ly workers for each classroom and an education director. Because

the principal function of_poth directors was to connect the, center

to supportive resources,
including funding sources and social ser-

vices like medical facilities, city-based children's programs, and

publig schools, the directors were not always present on a daily

'basis.. At neither site were the directors closely involved in most

. curriculum-related decisions. In general, they both supported, the

multiculturat emphasis-of the ALE8TA model as well as its bilingual

design.

The major link b tween the model developers and the Head Start

centers was the educ tion directors. In addition to coordinating

the functioning of e teaching staff, these* indi'vidualt were re-

source persons who elped work out questions raised about4nodel aims

and-activities. e education directors et bath sites viewed the

-ALERTA curriculu favorably. Jn addition; each class had a family

worker'who was e primary channel through which community and fami-

ly influences were transmitted to the classroom. Their presence

,facilitAted ALERTA's aim for continuity between home and classrodm.

ALERTA I also had a. health coordinator, whilt
family workers took on

health education And preventive care functions at ALERTA II.

All staff members hadlan input into the program through partici-.

pation in different forums. At Site I, biweekly educational planning

meetings were held fo the education staff, monthly classroom com-

mittee meetings for mo staff and parents, and monthly in-service

sessions by the model d elopers for the entire staff. At Site II,

educational planning meetings were conducted weekly along with weekly

meetings of, the full staff. Daily and weekly plans were presented

for discusstpn at the staf.meetings, facilitating the coordination

of activities across classrooms and enhanc,ing the integration between

particular goals and objectives. However, in-service training was

rare, especially in the early part of the year. At both sites, the

nonteaching staff also contributed to the curriculum through partigi-

pation intpecial activities and cooking ethnic foods.

4
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3, Head Start Settings

The two ALERTA replicatidn sites were located in basements:of

churches, Both centers had two rectangular classrooms separated by

a hallway, as well as administrative offices, a parents'. room,

closets, kitchen, and bathroom. Space limitations made for some
crowding, but classrooms'at both sites had most of the learning cen-

ters specified the mo4e1, Some of these were partitioned by-

furniture ans6.4h'elvtg, For large-muscle exercise, ALERTA I used

an upstairs gymnasium and.a nearby playgroundwhile ALERTA
used a hardwood floor assembly hall and asphalt-covered yard in

addition to a nearby playground.

.At both sites, classes of 17 to 18 childr met for three-hout

sessions, five days a week. Two teacher -aide airs each conducted

a morning and an afternoon class at ALERTA I. Three of'these class-

es were the subject of the current evaluation. The same teacher and

aide conducted a morning and an afternoon experimental-class at
ALERTA II, while another pair taught two classes of three=year,olds.

Passes at both si'tes followed a daily routine in which partic-

ular new activities were scheduled for each day. Teachers at ALERTA

I alternated language groupings day Iy day, posted their lesson

plans in the hallway, specified English and Spanish vocabulary words

for each week, and delineated daily objectives for large group, art,

story, outdoor, and language group times, TeaChers at ALERTA II in;.

frequently conducted language groupings, did not post their lesson

plans, formulated m general goals and objectives, and maintained

a more flexible utine.,

Children attending both ALERTA centers proportiOnately repre-

sented community ethnic and-linguistic ratios. All lived within

walking distance of school and were accompanied by parents (primari-

ly mothers), siblings, grandparedis, or other caretakers. Often

late parent'arrival with children Or,early pick-up of children re-

sulted in the shortening or curtailment of activities, particularly

at ALERTA II. More parents stayed to socialVe at ALERTA I, but few

at either site actually participate4,in classroom activities._

D, Nuevas 'Fronteras

1, Sociocultural Environment

Both Nuevas Fronteras replication sites were located in semi:

rural communities. Nuevas Fronteras 1 was located in Rio Grande

City, a,town of about 6,000 residents lying along the Rio Grande

River abbut halfway between Brownsville and Laredo. Some long-term

re;idents claimed descent from-the original Spanish land-grant hold-.

erg who founded the community as a ranching settlement. The semiarid
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countryside of mesquite cover and roiliz hills continued to sop

port cattle ranching, while large corporate farms along the dyer
prAxed itlrigatedcrops of melons, peppers, onions, and cotton.

AlthOugh oil was produced since the early part of the century and

agribusiness employaLpeople on corporate farms and in packing

sheds, economic opportunities in the area were generally limited.

Unemployment and underemployment ranged as high as 40%, and many

residents were forced to look elsewhere for employment,

The Nuevas Fronteras II site was located in Corona, a'rapilior

growing community of 35,000 in Southern`-California. Like S. e

irrigation had transformed part of this warm and dry region i to a

productive agricultural zone. Large citrus ranches were a maj r em-

ployer in the area, seasonally hiring large numbers of agricultural

1
workers .as fruit pickers. However, proiimity to Los Angeles,-good

climate, and availability of land and recreational facilities en-

couraged considerable growth and development in recent years. Con-

. struction, light industry, and food processing provided some diver-

sificatoion of the local economic base. Like Nuevas Frontehs_I,

however, there did not exist within the community a great potential

1 for occupational mobility.

Generally, few social services were available'at Nuevas,Fronteras`

I because of its small size and rural location. There were some

state and federally funded programs and church-sponsored activitirs,

in addition'to the recreational activities of football, dances, and

1 bingo. Community activities at NuevaS"Fronteras II were sponsored

by the public school system, several churches, private organizations,

and city and federal programs, while recreational avenues. included

theaters, parks, a new public library; and nearby aquatic and moun-

tain sport locations. At both sites,' the Head Start children tend- .

ed to reside in small clapboard frame houses in low-income neighbor-,

hoods of the community.

The great majority of residents at Site I were Mexican American

(80-95%) or Mexican (about 10%). The principal language of the com-

munity,wis Spanish; 93.63% of county residents identified that lan,,

,guage as-their mother tongue according to the 1970 census. Many

aspects of Mexican cu4ture persisted.through Spanish language TV and

,radio programs originating-in Mexico and through visits back and

forth across the border. The official languageof the-community,

however, was English. English was the sole language. heard in the

classrooms prior to the advent of bilingual education, only English-,

language, reading material was available locally, and business as

generally transacted in English,. The peculiar geographic an

guistic characteristics of the community were- also reflected in a

self-identity in,which an individual described hia- or herself as

"Mexican% when speaking in relation to people in 6ther, partglof the

country and as "American" or "Texan" when referring to Mexico or-re-

cent immigrants from Mexico.
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Hispanics dominated the social, political, and economic life of
the community, Those families who qualified for Head Start, however;
were concentrated at the lower end of tbe,economic scale in farm oc-
cupations and service industries.

Roughly half of the population of the Nuevas Fronteras'II com-
munity was Anglo and half was Hispanic, The Hispanics were primari-
'ly Mexican Americans, although Mexican-born individuals were'also
present. Most.Hispanics worked in:farm, canning, and factory jobs
rather than in white-collar or service positions. Recent arrivals
from Mexico were more heavily represented among citrus workers.
Longer-term Hispanic residents tended, to be second- or third-generation
immigrants. from other parts of th uthwest. Even for most of the
Hispanic residents, the dominant lang e was English and informants

.,expressed. little identification with MoL.i.co.

Administration

At'Site I, all Hear Start functions except the mjgrant progi'amv
were directed by a Head Start director in conjunction with a local
Community Action Agency. This agency'provided support to 10 class-
rooms. Nine of the classrooms, including those implementing the model,
were under the direction of a 'Head Start coordinator.

.; Site 11 was also housed in an elementary school which was part
of a local school district, At the center, teachers ordered supplies
in conjunction with a Head Start secretary, who also coordinated meet-
ings with parents, A Head Start director, hired-the previous year
by the local school district, was ostensibly in charge of the preschool
program,. However; she was concerned primarily with her responsibili-
ties as i)riritipal of the elementary school housing the Head Start pro, -
gram znd with generating funding and therefore rarely had timi to
visit the HealkStart classrooms,

The Nuevas Fronteras model received different degrees of admini-_
strative support at the two sites, At the Rio Grande site, administra-

, tors supported t4e model and felt that it had Alevance to local needs.
At the Southern California center, on the other ha'nd, the director
had had no input into the selection of the Head Start replication site
for the Nuevas Fronteras curriculum. She expressed ambivalence about
bilingual education in general and was uncommitted to the bilingual
bicultural aims of the model, .

3, Head Start Settings

The two Nuevas Fronteras replication sites were each housed in
three classrooms on the grounds of.a public elementary school. At

Site I, the Head Start classrooms were located in a prefabricated-
building,'while the Site II experimental classrooms were-in a rear.
wing of the elementary school complex. Each site had'an adjacent.dirt
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and griss playground containing climbing, swinging) and sTiding equip-

mg pt, and Site II pad a separate HOd Start office ,on the-grounq.

Relations between 'The Head Start teachers and the, elementary school,
.

staff at both sites were negligible,

Classrooms at boyi replication sites were spacious, well Muni-

', nated, and vAlative13uncluttered by furniture. ,Colorfu materials%I.k
.

including propinently displayed children's work_labeled b teachers -'

. to match class' curriculum themes, lined the walls,.Organi

simila( across,classroomt in each site. At Nuevas Fronte

6om cdntaiked.a sink, drinking fountain, and a f4throo

o learning'centers that corresponded to model guideTine

group/music, fantasy, math, art; 'smail group, book, bTb

covery/stience:areas. The-sante areas 't

were found at Nuevas Fronteras II, However, t

wi thin the classroom were lacking at this,s-ite

Class .size aod daily. schedules differed at i'he

Site'd, the ,1.2 children in each class met for a full'day` 16474 how)

, session, five'tlays ,a week. By comparison, the 16 children in,kaih of

, the Nuevas Fronteras II classrooms met for three hours in the morn-

ing, five days a week, Within each site the teacher .and aide ineach

class followed a similar routine of Gaily activities and coordinated

plAnning_to the extent that the same curriculum units were covered

at the same time.
A

atioh was
s I, each

'in addition
:. large
,'and dis-

on.of math,. -6.
r,

,

- The composition of children atthe exas.s,te reflected

and language patteins of the community as 411 of the dildren we .

- Hispanic and all but three Spanish,preferring; About two thirds of

the students in Site II experimental classes were Hispanic, but

Englfsh-speaking children,predoMinated. Most 'children at both sites

were bused, Approximately equal number of boys and girls were re-

cruited into both programs, buts-a sex imbalancewas observable in

.certain classes at each site., BecaUse f theAenerally mild weathel,

Afl both areas and the provision-of tr sportation, -children attended

regularly At both sites, averagi er 80% attendance in all

classes during the 'y
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